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Foreword
Dear Readers,

Welcome to the Specialssue on English Language Teacher Education and
Development: Issues and Perspectives in Asia. This volume brings together wide
ranging theoretical and empirical contributions that explore a number of key
dimensions of EFL teacher education and professidesklopment. The papers

contained in this volume come from colleagues working in diverse corners of the
globe, bringing rich and illuminating perspectives from Asia, The Middle East,

Australia, and Europe.

First of all, 1 would like to thank the authorsrfthe many insights shared, and
congratulate them on making the final cut! We have received an overwhelming
response to our call for papers, evidencing an enormous interest and currency of
issues pertaining to the theme of this Special Issue. | wouldlikésdoo thank the
authors for their patience in what has been a rather lengthy editorial process
consisting of two rounds of blind reviews. In the end, | hope we have provided you
with a rich tapestry ofmethodologically and ideologically diverse yet cdempentary

studies.

In the first paperCaroline Brandt raises a number of critical issues that emerged from

her in depth study involving CELTA teacher trainees from 9 different countries. The
author argues thainter alia, the competitive nature of theECTA course resulting

from its grading system does not facilteie 01 ear ning communi tyo
classroom, and that there is a need to deemphasize competition and encourage
collaboration. This is indeed an important issue, as principles of angragogdult

education theory, have for a long time now emphasized collaboration over

competition as more desirable and effective in the adult learning context.



A study into effective peer mentoring in a {m@rvice EFL practicum is reported in

the secondgaper byHoa Thi Mai Nguyen and Richard B. Baldauf Jr. The authors

present aquastexperimental design study that investigated #ffects of peer
mentoring on participantsod professional pr
The results were thenompared to a group of peervice teachers who did not

participate in the peer mentoring experiences. Key stakeholders such as school senior
teacher ment or s, uni versity sasgesmenissor s a
indicated that the participant®n the peer mentoring program made significant
improvements in their scores for instructional practice compared to their counterparts.

Peer mentoring provides an enriching experience that can be applied across teacher

education contexts.

Olcay Sert looksat a different aspect of EFL teacher training in the third paper. By
reviewing recent studies in Conversational Analysis, Critical Reflective Practice,
Teacher Language Awareness and language teacher education in general, the author
calls for a more effeste language teacher education programs and presents an
applicable framework that aims to solve current problems in English language teacher
education, particularly in the Turkish context. This innovative framework suggests
practical pedagogical implicatns that could easily be applied to other contexts

where teachers could benefit from such an approach.

The fourth paper by Feroze Kasi proposes collaborative action research as an
alternative model for EFL teachaleqsaby pr of es
with the current Oknowledge transmissionbb
suggests that a framework based on conceptual principles of Vygotskian sociocultural

t heory and Wengerdés (1999) communbldy of pr
alternative for English language teacher education. The author proposes that once an

action research cycle of planning, action, observation and reflection is initiated, it has

the potential to continue to-gccur and contribute to the professional@&lepment of

both preservice and ifservice teachers on a regular basis, resulting in more effective

teaching practice.



The topic of O6teacher beliefsd has been of
now. St an Peder s aepthstdywdeskribes & teehomique featudng i n
perplexing questions combined with paired conversations and written foflow

responses used to elicit teaching beliefs among@nace teachers. The study aimed

to help teachers to share and justify their beliefs a$ of a larger process of

integrating theory, beliefs and practiced®eon found this procedure to be effective

in generating more explicit beliefs including reasons, conditions and/or contexts, and

could easily comprise an awareneasing component ni teacher education

programs.

EFL teacher professionalism and professional development in Indonesia is the focus

on the next paper by Grace lka Yuwono and Lesley Harbon. Based on qualitative data
obtained from 46 teachers, the authors present a numlifiedioigs that they argue

are unique to the Indonesian context, and often different from what is constructed by

common literature on teacher professionalism. They focus on two areas in particular:
teachersdé motives for eneéewands angexammehopr of es s
these i mpact on oned6és professional develop

Ro s e S papear desciibes a twmhase study conducted in Australia that led to

the development of a teachgenerated socipedagogic theory of classroom practice.

The theory thaémerged from the research proposes that effective classroom teaching
involves not only teaching content in a proficient manner, but also developing a
relationship with the class where teaching and learning become a collective,
collaborative endeavour thifts the performance of individuals. Rose argues that the
notion of classcentred teaching may be a useful means of encouraging l@aligd
language teachers in the Asian region to reflect upon their current teaching and class
management practices cato modify them in ways that are congruent with their

personal belief systems and appropriate for their local educational contexts.



Finally, David Litz explores the current thinking surrounding the emergence,
evolution, trends, problems and future pbiisies in modern distance learning,
particularly EAD programs. He argues that the growth of distance EdD programs is
closely aligned to the increased popularity, appeal and accessibility of distance or
blended higher education programs, yet points lvatt these have not been devoid of
problems such as the quality of instruction, course design and delivery, and
technology. The author provides us with several recommendations for future research
in this area, and reminds readers that future distance/loldfdie programs need to
continue to focus on developing comprehensive, inclusive and thoughtful distance

learning models that facilitate true virtual teaching and learning communities.

It is my hope that readers of this issue will be enriched by the stwpelepth of

these contributions.

With best wishes,

Eva Bernat
Guest Editor
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skills for ESL students in higher educatidK: SAGE Publications Ltd, 2009; and
Success on your certificate coarsn English Language Teaching: A guide to
becoming a teacher in ELT/TESQIK: SAGE Publications Ltd, 2006.

Abstract

Recent research examined participant learning on internatiemadiiable initial

TESOL training courses leading to award of the CadgeariCertificate in English

Language Teaching to Adults (CELTA). Qualitative methods, used to collect and

analyze interview and questionnaire data from 95 participants in nine countries, led to

the identification of critical issues related to participaarnéng. Several indicated a

conflict between assessment and group work in Teaching Practice. Teaching Practice

is carried out in groups and performance is assessed according to criteria which
include participantso6 abi lgued Yportcompletmm K cons
of the course, successful participants may
However, these grades are awarded to only 25% of participants, a situation which

leads to competitiveness as participants vie for a limited nuoflastinctions. This
competitiveness interfered in particular with the group work required for successful
completion of Teaching Practice, resulting in a classic double bimelimplications

of this situation are examined, and the need to deemphasizpethom and
encourage a Al earning communityo culture i
of the award of distinctions on CELTA courses.

Keywords: CELTA, ELT training, teacher training, double bind, collaboration,
assessmengroup work competiton



Introduction
Estimates based on publishedtal indicate that well over 180 people

worldwide annually enter the profession Téaching English to Speakers of Other
LanguagegTESOL), also known as Englishahguage Teaching, or ELT, by taking
one ofseveral internationallyecognized initiakeacher training courses for TESOL.
Such courses aim to produce teachers who are skilled in teaching English language to
adults from different language backgrounds and for whom English is a Second
Language (ESL)Examples of courses currently available include the Cambridge
Certificatein English Language Teaching to Adults, or CELW#ich accounts for
the initial training of over 12, 00@nnuallypeople (Cambridge ESOL Examinations,
CELTA Trainee FAQs, 20093he Trinity College London Certificate in TESOL (the
6Cert TESOLO) , t a k e mnnualythroughelf0 cdnires @8 UKp eo p | e
and worldwide (Pugsley, 2005), and the-b& s ed School for I nterna-
Teaching English to Speakers of Other janages Certi ficate (the
Certificateoo), as wel | as many ot her cor
characterized by being centrajjanned but localymplemented; that is, their
curricula, including their assessment criteria and standardsspafied by the
central organization or headquarters (the University of Cambridge ESOL
Examinations, in the case of the CELTA, for example), thietcourses are run
internationally by local centres (often languages schools), and monitored, or
validated,through an inspection process carried out by representatives of the central
organization.

While much research has been carried out into the induction of teachers into
the domestic contexts of primary and secondary school teaching in many countries
(see fo example, Elliott, 1978 & 199Bullough, Knowles & Crow, 1991Tickle,
1994; McNally, Cope, Inglis & Stronach, 1997; Caires & Almeida, 2005), there has
been far less investigation into the initial training of those wishing to teach adult ESL
learners ininternational contexts. Recent research, reported in part in Author 2006a
and 2008, set out to address this shortfall. The research, a longitudinal, qualitative
research project involving 95 internationalbcated course participants and tutors,
investigd ed t hA éXxpEémTi encedfiHowitbsallhey LEKITMRMg,C
experienced by participants? How do partic
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As part of the research, comparisons were drawn between the CELTA course
and other comparable courses, in patic with the CertTESOL and the SIT TESOL
Certificate (see Author (in press) for a summary of the features of these courses). The
three courses were found to have several key features in common. Of particular
relevance and interest here is the inclusion aof assessed teaching practice
component using classes of genuine language learners. All three courses require
participants (frequently ref erreeadc htbo felrs ean
minimum of 6 hours, all of which is assessed accordingear criteria specified by
the central organization. All take a critericgferenced approach (Glaser, 1963) to
assessment, in that the focus is on what participants can do, not on how they compare
to others. However, the CELTA differs from the other oairses in one significant

respect. It is the only one of the three to award a pass certificate endorsed with

di stinction; participants may be awarded p
CertTESOL and the TESOL Certificate, on the other hasidhply award all
successful participants a OOpasso; further

performance are supplied in a separate descriptive statewtgoh graduates may
show to prospective employers.

Research outcomes indicated that on CEICBArses there exists an unspoken
assumption among both participants and tutanslit is supported by statistif;sthat
only a select few can earn a pass with a distinction. It is widely understood that the
maj ority wil/ g r ad u adwed thatiparticipaats abepganerally and ¢
warned to expect this during interviews and/or at the beginning of their courses.
Outcomes also indicated significant degrees of competiveness among CELTA
participants as they strive to earn a distinctiaich is paraloxically counter
productive behavior in the context of the collaboration required for the successful
completion of the Teaching Practice component.

This situation raises a number of interesting questions. Why do tpperently
apply6é b € lulr vieking td & criteriorreferenced situation? Why do participants
behave competitively in a criterineferenced situation? How does competitiveness
affect the collaboration required for successful completion of the Teaching Practice

component?
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This paper sets out to address these questions.

CELTA Courses

Entry requirements

Approximately 900 CELTA courses are held annually in 286 centres in over 50
countries (Cambridge ESOL Examinations, CELTA Trainee FAQs, 2009).
Cambridge is therefore one of tlegest single providers of enthgvel training in
TESOL. Applicants should be over 20 years old, and while expected to have a
standard of education equivalent to that needed to enter higher education, they may or
may not have either work or teaching expnce. They are required however to have

proficiency in English sufficient to enable them to teach a range of levElsglish

Aims, syllabus and assessment

CELTA courses aim to develop both particip
of languagei English in particular. The syllabus is organized into 5 units, each of
which is expressed in the form of several learning outcomes. In all, a total of 86
learning outcomes are specified, and training leading to demonstration of these
outcomes is caied out through three obligatory components: 1) Contact between
participants and tutors which includes input, tutorials, feedback on Teaching Practice,
etc.; 2) Six hours minimum of supervised Teaching Practice; and 3) Six hours
minimum of guided observan of experienced teachers, during which participants
are required to complete a task while observing qualified and experienced teachers in
the classroom. CELTA participants can expect to receive at least 120 hours of
training. Assessment is continuougiahere are no formal examinations (Cambridge
ESOL Examinations, CELTA Syllabus, 2009). Though centaliénned, tutors are
allowed some flexibility, particularly with regard to course intensity and scheduling,

to enable them to respond to local marketditoons. As a result, around the world
courses are offered over 4 weeks, 6 weeks, 12 weeks, or longer, in response to local
working patterns. In all cases, however, course aims and length remain substantially
the same, while their centralplanned structre seeks to maximize the overall

standardization of participant experience and qualification.
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The supervised Teaching Practice component

The supervised Teaching Practice component is one of two assessed components of

the CELTA course, the other beimgitten assignments, of which there are fothe

6 hours of Teaching Practice must be arranged to allow each participant the
opportunity to teach adults at two different levels, to include at least two hours at each

level, with one being below intermediakevel. Centres are required to timetable this
component to occur on a Acontinuous basi so
practiceteach for at least 40 minutes on two occasions (Cambridge ESOL
Examinations,CELTA Syllabus, 2009).The documentatio further specifies that

participants must be given the opportunity to teach different types of lessons. There

are various approaches to establishing classes of language learners for Teaching
Practice purposes. M &nglish kcsesndimesaédly, véhidhv e r t i s e
generally attracts sufficient students from the enrolled population.

Collaborating to learn

CELTA participants are normally organized into groups for Teaching Practice
purposes. There are both practical and pedagogic reasons fortd@ngrom a

practical perspective, tutoraiho arerequired to set up classes of language learners

for Teaching Practice purposes, are far more likely to be able to attract language
learners if the classes offered are of a standard length, such as@®émuges, than

if they are of 20 minutesdé duration, or | e
to expect a novice teacher to teach for an hour in the early stages of his or her
training, participants are arranged into groups of four or fiveh edich scheduled to

teach for 10 or 15 minutes of a one hour lesson, for example. This is gradually
increased as the course progresses, such that towards the end of the course, two
participants may be responsible for both planning and teaching a 90 tessda, or

one participant may teach for an hour. In all cases involving groups or pairs of
participants in Teaching Practice, however, participants must endeavor to plan and
teach | essons that are cohesive fyynom t he |
the planning stages in particular effective collaboration is more likely to lead to

effective teaching. However, cooperation is also required during the lgsstiras
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participants need to ensure that their part is adequately executed, as teer goll e s 6
sections are likely to depend on it or at the very least relate to it.

There are also sound pedagogic reasons for requiring participants to work in
groups as part of their training. A group is characterized by interaction among its
membersandbgach i ndividual 6s awar emel9d), of gr ot
and for our purposes may be defined as a collection of individuals with a common
goal or goals who collaborate and behave as a system that in some respects is greater
than the sum of its partenabling them potentially to produce enhanced work.
Collaboration refers to the processes in which a group engages in order to achieve its
objectives. Several writers have drawn attention to the numerous béngeéitsidual
and collectivei of collaboating with others in a group towards a common purpose.

These include enhanced knowledge creation as a result of the integration of
complementary individual perspectives, through dialogue and discussion, which

combine to form a new and more developed cbllecperspective (Nonaka, 1991;

Nonaka & Takeuchi, 1995) , as wel | as the e
own knowledge or the overcoming of barriers to learning through reflection and
exchange with others. Collaboration also appears to encouraggfyidg and

sharing tacit knowledge, which is often at the centre of personal learning and insight,

and it can also provide valuable insights
those of others, including the opportunity to learn how to work aigs and how to

make groups work (Riel & Fultoi2001).

Many writers have pointed to the benefits of group work for teachers in
particular.Shulman (198Bregards collaboration as a powerful tool for exposing and
developing the knowledge of teaching inrtpaular. Knezevicand Scholl (1996)

di scuss team teaching, defining coll abor
responsibility inside and outside the classroom [which] gives teachers an opportunity

for hei ght e rpe @9). This fprbvedestai nmmbeof opportunities for

teachers:

"The need to synchronize teaching acts requires team teachers to
negotiate and discuss their thoughts, values and actions in ways that
solo teachers do not encounter. The process of having to explain
onesel f an do tlmhaadiher teactier ean yunderstand them

and interact with them, forces team teachers to find words for thoughts
which, had one been teaching alone, might have been realized solely

13



through action. For these reasons, collaboration provides teachers with
rich opportunities to recognize and urstand their tacit knowledde
(Knezevic &Scholl, 1996p. 79)

These writers suggest that collaboration enables individuals to appreciate and listen to
others whilst benefitting from an enhanced combined product:

"For us collaboration meant consistently working together to
accomplish a task; it was a series of actions that complemented those
of our partner. [é.] plans we created
we might have developed individually. Contributiongnfr both of us
led to more creative and complétsson plan$
(Knezevic &Scholl, 1996p. 93)

Other writers have drawn attention to the benefits of collaboration in the planning
stage. For example, ClagndPeterson (1986) note thatlledorative planning allows
participants to:

1 "Coordinate actionand build a team identity;

1 Think through techniques for orgamg the events of a class
period,;

1 Practice reflective dialogue; and

1 Think creatively (p. 255297)

CELTA course participants, in being required to collaborate to plan and produce
effective lessons in Teaching Practice, are therefore offered a number of key
opportunities, such as: the opportunity to learn more effectitelypcognize and
understand their tacit knowledge; to learn about their own learning processes and
those of others; to practice and improve their skills of reflection and group work;
think more creatively, and ultimately to create a superior productisicdise, a better
lesson. All of these opportunities and benefits will in theory lead to enhanced
performance and consequently the award of a better grade than participants might

otherwise have earned.
Assessing teaching skills

Of the 86 learning outcoes specified in the CELTA syllabus, 43 are substantially

assessed within the Teaching Practice component. At pass level:

14
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7

successful candidates [ é.]

consistently that they can:
1 prepare and plan for the effective teachingaofult ESOL
learners by:

1.

2.

3.

identifying and stating appropriate aims/outcomes for
individual lessons

ordering activities so that they achieve lesson
aims/outcomes

selecting, adapting or designing materials, activities,
resources and technical aids appropriatehe lesson
working constructively with colleagues in the planning of
teaching practice sessions

reflecting on and evaluating their plans in light of the
learning process and suggesting improvements for future
plans.

1 demonstrate professional competeasdeachers by:

6.

7.

noting their own teaching strengths and weaknesses in
different teaching situations in light of feedback from
learners, teachers and teacher educators

participatirg in and responding to feedb&ck

[Extract from Cambridge ESOL Examination<CELTA
Syllabus, 2009 (numbering altergd)

shoul d S

This is a criteriorreferenced (CR) approach to assessméogit (1999) define€R

assessm ast hat whi ch: Aexamines a specific ski

expected to have learned, or a level (thigegon) students are expected to have

attai

ned. [ €. ] it measures absolute | evel s

dependent on comparison withetlperformance of other studeimts ( p Hugh2g .

(2003 describes the purpose of CRtestsas beingfoé . ] cl assi fy peopl €

to whether or not they are able to perform some task or sets of tasks satisfactorily.

The tasks are set, atfte performances are evaluai€p. 21).

The CELTA outcomes describe the skills that participants are expectesd t

able to demonstrate by the end of the course. Tutors design instruction to enable

participants to understand, develop and demonstrate these outcomes. Their

performance is measured against these outcomes, because these ou&somes,

determined by expest represent the skills considered essential for effective

classroom practice.

Appropriate instruction combined with initial selection of

applicants for places on the course should ensure that the majority is able to

15



demonstrate mastery of these outconies onvi nci ngly and consi s
succeeds in passing the course.

In this situation, there is no interestiinand nothing to be gained froin
establishing the &ference in level of skill betweemarticipants on a course.
Assessment of an individéals per f or mance i s not infl uenc
others; the focus is instead on the extent to which each individual can demonstrate the
desired outcomes, which is ultimately described on CELTA courses, as we have seen,
as one of four levels of perfoma n c e . I nterest in how student
with one another requires a nereferenced approadiNR) to testing rather than a
criterionreferenced approactHopkins, Stanleyand Hopkins (1990describe the
different functions thus:

"Individual dfferences are the major emphasis of neaferenced

testing (NRT), but they are of no concern in mastery or criterion

referenced testing (CRT). If everyone scores 100 percent on the test,

so much the better (assuming the test is valid). CRT assessments

should reveal what competencies an individual student does and does

not possess, not how he or she compares with norms or peers'(NRT)
(p. 184)

Various wriers have pointed out that a criterdmferenced approach makes it
theoretically possible for all participants to earn the highest grade, and that
consequently, normal distributions of grades cannot be expdgtettiman (1990

notes that in CR assessméits t udent s are evalwuated in ter
of mastery of course content, rather than with respect to their relative ranking in the

cl ass. Thus, al l students who master t he
irrespective of how Ny studerg achieve this grade(p. 74). Hughes (2003
observed that this was beneficial to stud
encouraged to measure their progress in relation to meaningful criteria, without

feeling that, because they are less able thast wfdheir fellows, ey are destined to

fai |l 0 Brogn (19251 Wwriting about criteriorreferenced tests (CRTS), noted

that:

"Teachers will be comforted to know that a normal distribution
(commonly known as a bell curve) may not necessarily octtine
scores of their classroom tests.... In addition, on CRTSs, the ideal
distributions would occur if all of the students scored zero at the
beginning of a course (indicating that they all desperately needed to

16



learn the material) and 100 percent at theé ef the course (indicating

that all of the students have learned all of the material perfectly).

Neither of these ideals is ever really met, even with a good test, but the

scores might | ogi doaard the bbtem dfsher unched u
range at the begning of a course and toward the top of the range at

the end of the course. Hence for a number of reasons, expecting a

normal distribution in classroom testing is unreasonable. Nonetheless

some administrators expect just that, usually & ame ofggradng

onacurvé " (p.17)

A criterion-referenced approach to assessment is an ideal approach for use on CELTA
courses for a number of reasons. The outcomes are descrigtiwhatdeachers need
to be able to do which are independent of cohorts of CELTA participants. They
provide a clear and consistent focus for tutors, who are able to coach participants
towards performing to the highest standard possible, regardless offinena@ce of
others on the course. They also enable tutors to justify to participants the assessment
decisions they have made. s e tismof tiehired parti c
outcomes can be motivating as they are able to see clearly (or be tpudeds
seeing clearly) where their strengths and weaknesses lie and what they have to do to
succeed, which can help them to understand that they are not in competition with
others. The approach is also likely to be of use to future employers, as dgsrovi
them with a standard set of skills that they can expectessful CELTA graduates
who areapplicants for positions to possess, regardless of where they trained.

The research that explored the O6CELTA
difficulties for participants created by the juxtaposition of the collaboration
requirement and theossibility of earning a distinction. The research and its

outcomes are described below.

Research methods

A gualitative approach to the enquiry setting

Havingfound theexperience of taking the CELTA courgery rewarding in the early
stages of my career, and being an experienced CELTA tutor, course director and
external assessor, | had, over the years, developed an interest in understanding initial
training. My interestvas refined over time to a focus on (BELTA experience from

the perspective oits participants. The context of these courses was therefore of
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paramount importance. Such a research setting was information and vacdiabées

a researcher | brought noyvn broad experience of the course to the setting, and the
desired outcome was a deeper under standi n
study was not considered to be a suitable target for the application of a classical

logical positivist approach. Itesad, it called for a focus on the nature and the quality

of t he dat a, requiring an Ainterpretive
experimental sciencein@g ch of | awspmb5).(AGeabtatite approdct® 7 3

to the enquiry setting was therefded&en. Van Maane(iL979)discusses the meaning

of the term fiqualitative methodso and not e:

"The label qualitative methods has no precise meaning in any of the
social sciences. It is at best an umbrella term covering an afrray
interpretive techniques which seek to describe, decode, translate
and otherwise come to terms with the meaning, not the frequency,
of certain more or less naturally occurring phenomena in the social
world." (p. 520

This appr oarcrhawidfh iintseripreti ve techniques:¢
with the complex and social nature of the focus of the study. Qualitative methods or
techniques have several characteristics relevant to and compatible with this study.
The focus is on interpting data rather than quantifying it; the emphasis is on
process, not product (and hence there is a focus on context and an emphasis on
flexibility and responsiveness on the part of the researcher); the research calls for a
holistic, rather than atomistiaescription (consequently there is less call for the
identification, analysis, or quantification of variables); recognition is given to the
influence of the researcher and the research process on the participants and to their
contribution to the procesand the research is experierzased with emerging emic
themes rather than guided by predetermined, or etic, themes or outconfeéagselée

& Symon, 1994; Denzin & Lincoln, 200Merriam; 1988;Patton, 198). Thus,
context and behavior are viewed as ndépendent and intertwined. It follows that
fieldwork activities arecentral to qualitative researcim particular those activities

that involve the researcher in direct, personal involvement and contact with the
participants in the research context @alrtime.This study, then, was grounded as
being datebased rather than theebpased. The methodology included two fieldwork

phases with 95 people in 9 countries, over a period of 4 years, from 2092. 63
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of the people involved were past or presemirse participants and 32 were tutors at
the time of the research. Both ptinhe and ful-time coursesra represented in the

data.

Phase One: A case study
Due to he focus of the research and its contéx¢ investigationmmediatelylent
itself to acase stugd approachBroadly speaking, case study research:

i@ consists of a detailed investigation,
a period of time, of one or more organizations, or groups within
organizations, with a view to providing an analysis of cbetext and
processes involved in the phenomenon under study. The phenomenon
is not isolated from its context (as in, say, laboratory research) but is of
interest precisely because it is in relation to its coriext
(Hartley,in Cassel& Symon 1994 p. 209

Patton observes that case studies are particularly useful when:

f... one needs to understand some particular problem or situation in
great depth, and where one can identify cases rich in information
rich in the sense that a great deal be learned from a few exemplars

of the phenomenon in question. For example, a great deal can often be
learned about how to improve a program by studying selected
dropouts, failures, or successes (Patton, 1987p. 19)

A case study is not asearch method, however. Instead it is an overall strategy or
approach to the situation, encompassing a collection of complementary techniques:

AA case study approach is not a method as such but rather a
research strategy. [ éadumbatiof hin this br
methods may be usddand these may be either qualitative or
guantitative, or both, though the emphasis is generally more on
gualitative methods because of the kinds of questions which are
best addressed through case study
(Hartley, in Casde& Symon,1994,p. 209

The case study focused on 18 course participants and 5 tutors involved-ieaK,2
parttime course in a large language teaching centre in Sfagh Asia. The
complementary case studgsearchtechniques employed included thalowing:
conducting interviews with course participants and tutors, collecting journals from
course participants and tutors, shadowing participants throughout a complete course,

including attending teaching practice and lesson preparation, and keepasg am
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well as collecting all documentation relating to the course such as the syllabus,
participantsd evalwuations, and final gr ade
ethical framework of 7 criteria (Patton, 1990), including informed participarsecdan

guaranteed anonymity, and confidentiality. These -dathering techniques

generated an enormous quantity of data. After a number of alternatives had been

considered and rejected, their analysis was carried out as follows:

Step 1: The preparation ofironological data corpora

Using a word processor and voice recognition software, the first step taken was to
enter al |l data emerging from the intervie

provided two complete chronological data corpora.

Step 2: Amotation of data in relation to research question

The data were reread with the research focus in mind. Annotations which related to

participantsdé | earning were added in the m

Step 3: Collation of annotations into categories

Study of the annotations suggested that each could reasonably be assigned to one of
six categories: verbal feedback, teaching practice, collaboration, assessment, course

design and a miscellaneous category.

Step 4: Collating similar concerns

Similar annotabns were brought together, and one was removed.

Step 5: Setting aside annotations which were not shared

Annotations not shared with others were set aside.

Step 6: Combining related annotations

At this stage it was noted that certain annotations csengibly be merged.

Step 7: Removal of raw data

All raw data were removed. The six categories and their annotations were retained.
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Step 8: Checking convergence

In this stage each annotation was studied in conjunction with the complete data

corpora aneéxpounded upon, largely avoiding raw data.

Step 9: Horizontal comparison

The six vertically arranged lists were compared with each other, leading to the
observation that three further categories ran horizontally across the 6 vertical
categories. Theserthe e cat egori ®devebtopmémab@)] edAudhent

6Learningbé6.

Step 10: Identification of intersections between vertical and horizontal categories

This stage involved the identification of one annotation to exemplify, summarize and
representhe points at which the vertical and horizontal categories intersefted

intersection between feedback and development, for example, is to beirfotived

summary linefiFeedback on Teaching Practice is often found to be more valuable at

the beginningpf t he course than t owlkerintesecttomse end o
took the form of 20 such summary statemgwtsich informed the direction of Phase

Two of the research.

Phase Two: Questionnaires
The aim of Phase Two was to triangulate by usinfeiiht researchmethods to
determine the extent to which the 20 Phase €iatementsapplied to the broader
CELTA community, allowingfor the rejection, substantiation, modification, and
supplementation of the statements according to the new data gatheneformed
by the 20 summary statements, two parallel questionnairesprepared’ one for
tutors and one for course participants. While data were actively sought from tutors in
both phases of the research, the central focus of the researclorwesuise
participantsd experiences. Tutor data wer €
alternative perspege on the information fouhwithin participant data.

Access to a large number of potential respondents from within the broader
internationallylocaed CELTA community was sought. To facilitate access and

increase response rate, an apBramdp2d@)h t er me ¢
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was developed. This process 1is similar t C
developing a respondent base, whgrekisting respondents identify further potential
respondents from among their colleagues and acquaintances), but distinct from it in
its reliance upon electronic means of communication. The process facilitated access
to 237 contacts and the eventual rpteaf 72 competed questionnaires (45 from
current or former course participants and 27 from current tutors).

Analysis of the questionnaire data was carried out through the preparation of
t wo data books, one for tutos®0d daadtaa &nhd
responses to the same question were collated and annotated, and themes were sought
within the annotations. These themes were coded to facilitate subsequent
identification of patterns (Strauss & Corbin, 1990; Miles & Huberman, 1994; Denzin
& Lincoln, 2000). This process led to the elimination of several Phase One issues, as
they were found to be poorly supported in the new data. Conversely, a number of new
issues were suggested in Phase 2, but unsupported in Phase 1 data. However, only
issues spported by both fieldwork phases were considered further, and these were
termed O6criticald. Through this process,
TESOL teachers emerged (see Author 2007), several of which are of interest here.

Outcomes
Besides e 26 critical issues mentioned above, the researthomes include
information about Teaching Practice arrangements and the distribution of grades

worldwide.

Teaching Practicérrangements

At the case study centre, which ran garte courses over 12 wks, participants

began teaching for 30 minutes; this increased to one hour after four or, in some cases,
five | essons. Teaching Practice cl asses Wwe
typical lesson lasted from two to two and a half hours. Partitspaere arranged into

Teaching Practice groups, each with four or five members and a tutor. Participants

were also required to observe all of each
course, for example, those participants in groups of five oede&2¥ hours in total of

their four peers6 Teachi ng Hraursetlengtre , accolt
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Time spent thus igenerally assumed to be a useful learning opportunity and counts
legitimately towards the course contact hours. Teaching Praatise followed
immediately by feedback for those who had taughd this aspect of the course was
again attended by all group members. In the early stages of Teaching Practice,
participants were given considerable guidance with the preparation of ldassn p
and materials. However, this guidance was reducduegmrticipants develagl

Although course lengths varied, a similar approach to Teaching Practice
arrangements was taken on all courses surveyed. This is the approach described in
the documentain of one centre:

fiHow is teaching practice (TP) organise@P is a twehour block

daily M 7 F, or a twehour, 45 minute block M'h. Trainees are
divided into TP groups of five or six, and each TP group, with one
tutor, is responsible for a class of stotke
Trainees teach initially for short periods (e.g. the six trainees in a
group teaching for 25 minutes each), and then teach for longer periods
as the course progresses (e.g. later TP blocks could consist of three
trainees teaching 40, 50 minutes oraliheach, with the other trainees

in the group not teaching that day). All timetabled TP is observed by
one of the tutors.

There is a considerable amount of lesptanning guidance from the
tutors in the early stages of the course. As the course pregress
formal lessorplanning guidance decreases, as trainees are expected to

take on increased pldbanning responsibild:i
(Cactus Language, Cambridge CELTA Pairhe, Madrid, Spain,
2009.

Teaching Practice arrangements, therefore, with lesson leofgtiv® hours or more
(divided up among group membgrand progressively less tutor support, clearly

require participants to work closely with their peers to produce cohesive lessons.

Final grades
CELTA documentation specifies the criteria for the alvaro f grades at Opa:c
B6, Opass A6, as foll ows:

AA Passis awarded to candidates whose performance overall in the
teaching practice and in the written assignments meets the specified
criteria.

They will continue to need guidance to help them taetgyand
broaden their range of skills as teachers in post.
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A Pass (Grade B)s awarded to candidates whose performance in the

written assignments meets the specified criteria and who have

demonstrated in their teaching practice a level of achievement

significantly higher than that required to meet pkesel criteria in

relation to:

A demonstration of the criteria for tea
They will continue to need some guidance to help them to develop and

broaden their range of skills tsachers in post.

A Pass (Grade A)s awarded to candidates whose performance in the

written assignments meets the specified criteria and who have

demonstrated in their teaching practice a level of ability and

achievement and a level of awareness signitiy higher than that

required to meet padsvel criteria in relation to:

A planning for effective teaching

A teaching skills and professionalism
They will benefit from further guidance in post but will be able to

work independently.

Candidates who fatlb meet criteria in any or all assessed components
will receive aFail.o

(Extract (adapted) from Cambridge ESOL ExaminatioG&ELTA
Syllabus, 200p

The criterionrreferenced approach makes it theoretically possible for an unlimited

number of participanten any one CELTA course to earn a pass with a distinction.

However, while a search for more current statistics failed, those available for previous

years suggest that results display a comparable distribution from one year to the next.
During the earlyyar s of this research, I had acces:
Reportdo of what was then known as the 06UC
Teaching English as a Foreign Language to
CELTA. This document included a laledown of grades worldwide for seven

consecutive years. The report shows significant consistency in grade distribution from

one year to the next:
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Table 1: Extract from University of Cambridge Local Examinations Syndicate /
RSA Certificate in TeachingEnglish as a Foreign Language to Adults, Joint

Chief Assessorsodé6 Report, 1995/ 1996; averag:
Years Total Entries % % % % %
courses Pass | PassB| Pass A| Fail Withdrew
89/90 368 4700 62.2 27.3 2.7 5.2 2.6
90/91 408 5355 62.9 26.9 2.1 6.0 2.2
91/92 494 6295 64.2 24.9 2.3 6.1 2.6
92/93 588 7362 65.9 24.3 1.8 5.4 2.6
93/94 622 7538 67.2 22.7 1.7 55 2.9
94/95 581 7012 66.2 23.5 2.3 4.8 3.2
95/96 608 7417 65.3 24.7 2.1 5.0 2.9
Average 64.9 24.9 2.14 5.43 2.71

The research outcomes, athg to the period from 1998 2002, confirmed that a

6pass6 was by far the most commonly awar de
this fact was emphasized to participants in the early part of their courses, in an effort

to engender realistic expetitms. To date, staff at many centres inform prospective
participants that they are most likely to graduate from a CELTA course with a pass.

The Berlinbased Akademie fur Fremdsprachen (2009), for example, states on its
website that nattPASS isoha makt cimenonty awaeded grtade on

CELTA courseso, whil e Bell I nternati onal [
CELTA Application, Registration and General Courseotnfation for Applicants,

n.d) refers to data from 2000, informing appltsias follows:

To give a general idea of the worldwide distribution of grades, here
are the figures published by Cambridge ESOL for the year 2000.
Pass: 63%
Pass B: 25%
Pass A: 4%
Fail: 3%
Withdrew: 5%

While Cambridge ESOL currently publishes such diatisas those in Table 1 above

on its website for a wide range of its examinatigher example,the statistics

availabke for 2007 include:t h e 6Certificate i n Advanced

6Teaching Knowledge Test (TKT)@&Teahirdy t he 6D
to Adults (DELTA)O® (University of Cambridg
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2007}, unfortunately no current statistics appear to be available for its more recent

CELTA courses. Nevertheless, it seems reasonable to expect that a congradble

distribution would still be apparentThis isa proposition supported by anecdotal

evidence suggesting both that some tutors believe that Cambridge expects its CELTA

centres to award grades in line with the distributedoove;and that there is an

i mplicit gr ad ahich ig a daimthat is bfien refuted byecentre staff.

For examplethe followingc ent r eds course information de

follows:

fiMost candidates receive a Pass, and a small percentage of successful
canddates receive Pass B. About one candidate in every sixty receives
Pass A. There is no 'quota’ of particular grades for each course; in
theory it's possible for all trainees on a course to fail or to receive pass
A (though both situations are extremely kely and would certainly
raise a few eyebrows in Cambridpe

(Next Level Language Institute, Prague, FAQs, 2009

International House in Bangkok informs prospective applicants, in response to the
Frequently Asked Questilomng,r afdWhsa?to arheatt heh epy

fiPass, Pass B, Pass A, and Fail. The CELTA is not a course you can
be sure of passing simply through being accepted on to it. However, as
centres wono6t accept you unless they ju
to pass, the failureate is very low (about 2% internationally). The
majority of candidates are awarded a Pass grade, with only a small
percentage (around 25%) achieving a Pass B or above. There is no
0 qu ot di¢culargfadepfar pach courde
(International HouseBangkok, FAQs, 2009

A recent CELTA participant tracking survey (carried out from 2002005 in
Barcelona) also referred to the possibility of the presence of a quota, refuted by a staff

member:

Ao Bl ake S d¢fdrmemartidipant, cited in the sunyefelt that

there was an unspoken quota in which a certain percentage of students

must get a particular grad&&nmnand a cert a

Johnson head of the Teacher Training Department at IH Barcelona,

however, says that this is not tha s e . 0There is no oOquot a

failure rate is in fact very low, because the applicant who is not likely

to pass the course is either weeded out by the interview process, or

decides to withdraw at sodme point in th
(CELTA Paticipant Tracking Survey2009)
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Whether there is an unspoken quota or not, a CELTA participant clearly has a
relatively small chance (approximately one
any one Teaching Practice group, therefore, on averageoomlyparticipant will

receive a distinction. To this extent the stakes may be considered higher for CELTA
participants than for those taking one of the other two comparable initial training

courses. This fact, combined with the Teaching Practice arrangethahtrely upon

effective group work, play a crucial role in the issues identified by the research,

below.

Critical issues

The critical issues of immediate relevance to this topic are summarized as follows:

Issue One: Collaboration became less sufukess course progressed and

participants became more competitive

Collaborating towards a teaching practice lesson was described as very useful in the
early stages, aparticipants reported that thenjoyed working together and were

able to learn from e#&c other. Howeverthey found that collaboration became
increasingly problematic, and many Phase Two respondents, having completed their
course, referred to the entire experience of collaborating with their peers in negative
terms. This was due in part towcreased feelings of competitiveness among
participantswhich wasmanifested in a number of ways. For example, participants
reportedsignificant anxiety with regard to opportunities created while collaborating
for peers tofpi nc h i de a sperceied a¥ hreateningars the context of
assessment, whethey were keen to receive and retain credit for their own ideas.
The probl em o fof idedeexteded tocnmatenalg and teaching
techniques. Participants also tended to become less suppufrdaeh otheas the
course progressed; for examplsome avoided giving positive feedback in the
presence of twutors, whil e a small number

reveanegati ve aspects of anotherdéds perfor manc
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Issue Two: The presse of time hinders collaboration

Someparticipantsdescribed finding that the time that was required for collaboration
was not justified by the benefits. They also experienced unfairness in terms of either
the quality or the quantity of time and eff@ach member ahe group put into the

task. Finally, the participanteund that they lacked the time and skills to address

such problems.

Issue Three: Tutors perceive constraints on their freedom to award grades

Tutors described several constraints legirt ability to award the full range of grades.

For exampl e, they reported the prevalence
di fficult to achieve, being awarded Avery
really stands out in relation to the oths(ice. an NR assessment practjc well as
Aconcern about awarding too many O0A6s or
believing that they were expected to produce, for any one caugadedistribution
thatapproximated a bell curve, andtheypr essed a dAfear of | ower |

anawareness of a responsibility to avoid fg

Issue Four: Tutors hold dual roles of judge and facilitator in relation to

Teaching Practice

The Teaching Practice component in particular providgsrs with the primary
opportunity in which to assess participant
Tutors reported that, given the relatively short time available, they tended to prioritise
collecting evidence to justify their grade decisiomsd that the provision of
developmental feedback sometimes became secondary (this point is discussed further

in Author, 2008).

| ssue Five: Participantsodo coll aborati on

See learning outcome 4, above. This criterion led some partisipatake particular
steps to fibe seen to be coll aborating wel |
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Issue Six: Participants are not assisted to develop their group work skills

before their application becomes essential for effective Teaching Practice

It was found that participants ae@pected to develop and practice growmk skills
in situ (i.e. little or no preparation was provided at the start of courses, with a
immersion approach being taken instead

Discussion

A classic double bind

The outcomes above describe a paradoxsgalation for CELTA participants, in
which they receive contradictory messages. They are informed on a formal level that
in order to succeed, they must collaborate effectively, and indeed how well they do
this contributes to their overall assessmanttherefore, award. In practice howeyer
they find that unrestrained collaboration could benefit a rival or tivalsich
provided opportunities for possibly original ideas, materials or techniques to be
A pi n chy eees, thugeopardizing the chance of ldeving one of thefew
Gestricted d i s tavaiable.iThisnissa classic double bind which, according to
Sluzki, Beavin, Tarnopolskyand Veron (1977), whose work is based in part on
Bateson, Jackson, HalepdWeakland (1956), requires a number afiditions:

f(1) two or more persons; (2) repeated experience; (3) a primary
negative injunction; (4) a secondary injunction conflicting with the
first at a more abstract level, and like the first enforced by punishments
or signals which threaten survivab)(a tertiary negative injunction
prohibiting the victim from escaping from the figd (p-209)

All of the above conditions appear to be met in the case described here:

1. The two parties are tutors and participants.

2. Teaching Practice takes placeeatedly throughout a course.

3. A collaborative approach is required and included as a learning outcome
(1 ssue Five); but i deas, materi al
approach is adopted (Issue One).

4. A more competitive approach is perceived as bemoge likely to lead to
an award with distinctionyet this behavior may lead to failure to
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collaborate effectivelyresultantalienation from the Teaching Practice
group and penalty for exhibiting poor collaboration skills.
5. CELTA participants cannot withhaw from Teaching Practice; doing so

leads to automatic disqualification.

A collaborative approach on CELTA courses is therefore simultaneously demanded
and discouraged. The presence of this double bind raises a number ofvidscies,

areexplored below

Grading CELTA participants to an expected pattern

Research outcomes suggest that tutors are significantly influenced by the expectation

that their centreds results wildl approxi ma
(Issue Three). While there agrs to be no evidence to support this expectation in

current CELTA documentation supplied by Cambridge ESOL, the fact remains that
tutors are under the I mpression that they
a few eyebr ows i 5 thal dombtrraisd gyebbows are Rhese thhatt

broadly conform to the pattern described above, which may be displayed as follows:

70%

60%
50%
40%
30%
20%
10%
0% —_— | | -—\
A B

PASS FAIL

Chart 1: CELTA results (See Table 2) from 1982996

Why should tutors be influenced by the above pattern? First of @lcdnceivable
t hat t he pattern i s an accur-eeferenced ef | ect i
performance over time; more research would be needed to verify this. However, the

outcomes of this research suggest that tutors feel coerced into confornitingnic
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that this prevents them from awarding grades as they would like. Why should this be?
There may be historical reasons: it could be that, when the course was first developed
in the late 1970s (Author, 20B6course assessment was naaferenced, ah this
was changed to a criterigrferenced approach at some stage and tutors were not
informed of the possible corresponding impact on the distribution of grades. It could
also be that Cambridge ESOL prefers to retain the distribution of grades asrabove
order to distinguish the award overall from those of its competitors, in particular, the
Trinity College London CertTESOL, which, as we have seen, does not make award
with distinctions. It may also be that such grades are useful to employers during the
selection process, and that they would devalue the qualification if too many
applicants held awards with distinctions.

Various writers (notably, Bloom, 1968; Goertzel & Fashing, 1984ank,
2006 Wallace & Graves, 1995) have recognized that gradingriormal curve of
error is an impoverished approach to any assessment following on from instruction.
Instead, they argue that it is the distribution that might be expemted to
instruction, because:

Alnstruction should be specifically designed to previde instruction,
practice, feedback, and remediation needed to bring about achievement

of the desired outcomes. [ Bl oombés] A ma
most students will be high achievers and that the instruction needs to

be fixed if this does not occuf. € . ] A mastery model assul
most students will achieve the desired outcomes, and therefos¢, m

will achieve higher gradas (Shank, 2006p. 4)

In assessing CELTA participants and awarding grades, the aim is to identify what
they can do and have learned as a result of their course. Given the rigorous selection
procedures that centres apply, good instruction should enable the vast majority of
participants to pass and should assist able participants to perform to a high standard.
The many variables that exist prior to and during instruction (these include age;
education level and background; country of origin; gender; work experience; first
language; motivations) means that a normal curve of error may not apply here,

because:
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il €é.he tnor mal bell curve is fAnormal o
random errors. Social life, however, is not a lottery, and there is no

reason to expect sociological variables to be normally distributed. Nor

is there any reason to expect psychological varsataebe if they are

influenced by social factoxs (Goertzel & Fashing, 1981)

Informing participants before the start of a course that most will manage only to
achieve an average pass grade, while a small number will fail or achieve a distincti
establishes participantsdé expectations
expectations, so why restrict those expectations by allowing a culture in which there
are artificial restrictions on tutors? A significant effect of this restricisonpon the
quality of participant collaborationvhich will bediscussed next.

Successful collaboration

On CELTA courses, participants are placed into groups and told that they will be
working work together. While group composition may not be entir@hdom (for
example, tutors often make sure that both genders are represented if possible in a
group) organization into groups does not in itself guarantee successful collaboration.
Participants, as well as bringing a multitude of variables to the coratisxt bring
varying levels of skill in group work; this variety alone is sufficient justification for

the inclusion of some group work skills development at the start of the caurse,

order to enable participants to familiarize themselves with, and |&am, their

peerso6 styl es, strengths and weaknesses.

of these skills is not an immediate priority and on no course surveyed were
participants offered any direct training in group work skills or giving constructive
feedback; all were expected to acquire these skills incidentally. Participants also
reported thatthe pressure of time interfered with sessful collaboration, which
suggestsperhaps that they had misunderstood the role and potential benefits of
collaboraton. Successful collaboration is therefore jeopardized before training has
fully begun (Issues Two and Six).

Training is essential for effective collaboration, which as we have seen can
improve learning. Learning is also enhanced through the establislohdiunds

between group members:
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fiLearning is enhanced when situated in collaborative rather than

competitive settings. When we play/learn with others a sense of

community is created, fostering a special bond between mexnbers
(Melamed, 1994p. 19)

However, the essenti al O0speci al bonddé bet w
are compelled to compete for the award of one of a limited number of passes with
distinction. In such a context, the emphasis has shifted away from common goals, and
towardsindividual ones. There is also a tension created for tutors, who are expected

to facilitate group work and foster bonds between group members (Issue Hale), w

at the same time perforgontinuous and end of course individual assessments. The
expectationthat participants should collaborate in the face of extensive individual
assessment seemscousitent ui ti ve, and may | ead to fAcon
collaboration (Issue Five). Hargrea @994 noted that collegiality may be contrived

in order satisfy administrative agendas, a situation that resonates with Teaching

Practice arrangements, which are driven by practicalities. He emphasizes that the real
problem 1is one of teachers realizing t he
col | egi aefficial anda wiaste okvalyable resources:

fiThe point here is not that contrived collegiality is a manipulative,
underhand way of tricking passive teachers into complying with
administrative agendas, for we shall see that teachers are very quick to
see though such contrivances. Rather, the administratively simulated
image of collaboration becomes its own sl&taining reality, with its
own symbolic importance and legitimacy. In this sense, the major
problem that the safe simulation of contrived collegiaraises for
teachers and their work is not that it is controlling and manipulative
but that it is superficial and wasteful of their efforts and enerdgies
(p.80-81)

A number of participants recognized this wastefulness. For example, they reported

that they were fAplaying the gameo, or fAjum

want o0; Ahoopso identified included the nee

teamodo and to fAibe getting on well with the
Successful collhor at i on, depending as it does o

bet ween memberso, requires trust among al

CELTA courses this means the participtutor and the participasgarticipant

relationship in particular. Howevegll parties should also be able to trust the
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Asystemo, and work within it Kknowing that
progress. Such support cannot be guaranteed in a system that includes at its heart a
double bind. One of the key consideraidior the future, a@rding to Hargreaves

(1994) is the need to build trust during professional train@igldens (199Ddefines

trust as follows:

f[It is] confidence in the reliability of a person or a system, regarding a
given set of outcomes or eventghere that confidence expresses a
faith in the probity or love of another, or in the correctness of abstract
principleo (p.34)

Such confidence is at risk on CELTA courses. Instead, participants may find that their
peers undermine them fpersonal advantage, that their tutors act as the conduit for
mixed messages and that they expectedo work well with otlers while at the same

time beassessed on individual rather than group performance. If the relationship
between participants andtows is based upon false, negative, or contradictory
pretexts such as these then trust is fundamentally at risk. Given that research indicates
that initial teacher education plays a major role in the development and consolidation
of pedagogical valuesandprovide participants with direct experience sfichcore
values (for exampleéBall & Even, 2009, it is clearly the case that conveying negative
values to participants at this formative stage in their careers could haeadaing
consequences if theyrea reflected in their subsequent practice and ultimately

conveyed to their own students.

Some solutions

In the light of the discussion above, it is proposed that Cambridge ESOL could take a

number of steps that would help to enhance its CELTA trajmiagramme:

1. Either abolish the award of grades with distinction, or take steps to eliminate

the implicit requirement to grade to an expected pattern, and inform
participants accordingly. Both approac
competiti on o ollaboration,itmopgh @ vseantidpated that the
former approach would be more successful in this regard. In either case,
participants should be provided with statements giving further details about
their individual performances, which serve to provide endetailed and
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personalized feedback, and are useful for both the participants themselves and
their prospective employerdAt the very least, such feedback would let
participants realize in which areas they met (or did not meet) the criteria or
standards Further research is required in this specific area.
2. It is also important to provide training aimed specifically at the development
of participantsdéd group work skills befo
collaboration inthe Teaching Practicportion of the courseSuch training, as
well as aiming to develop some of the necessary skiis successful
collaboration could draw attention to the negative effects that competing with
each other inhis context may haveggnd emphasize the benefits ofesfive

collaboration.

Conclusion

It is of course neither possible nor desirable to eliminate competitiveness among
adults in a training situation such as the one described hEtgthermore, one
element of competition can be motivating: that comparigath our colleagues
should urge us on to greater things is a natural human response. In CELTA training,
it is question of emphasis; it is proposed that the way forward lies in creating a
training culture that explicitly deemphasizes competjtenmd insted, prioritizesthe
development of a genuinely collaborative training culture in which participants see
themselves as members of a learning community. Such a community needs to be
grounded in a culture of trust in each other and in the training procasset have

at its heart two pivotal understandings: that helping others to learn defines teaching,
whet her the 6ot her s6 aandctheteasnpgtentafte ledrne ar ner

ourselves
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Abstract

Providing effective mentoring to piervice teachers in their fielshsed practice
continues to be a major challenge in teacher education programs because of limited
supervision resources. Possible effective alternatives like peers learning from peers
need to be explored. That is, apart from being mentored by their school practicum
mentos, preservice teachers could learn from one another and mentor one another as
part of a formal peer mentoring program to assist in the development of their teaching
practices. A quasexperimental design was used to investigate the affect of peer
mentorig on participantsdé6 professional practi
and the results were compared to a group ofspreice teachers who did not
participate in the peer mentoring experiences. Judgments by their school practicum
senior teacher meuors, their university supervisors and from swedSessment
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guestionnaires indicate that the participants in the peer mentoring program made
significant improvements in their scores for instructional practice compared to their
counterparts. Peer mentorimgay be a key to improving the quality of ggervice
teacher education programs.

Keywords: Peermentoing, teacher training, practicunmstruction

Introduction

Language teacher preparation in many countries consists of initial univessiy
coure work on teaching theory followed by schdaised student teaching practice
(the practicum or field experience). In gervice teacher education in general, and
EFL teacher education in particular, the scHoaded practicum experience has been
seen as me of the most critical and important components for preparing future
teachers (Crookes, 2003; Farrell, 2001; Johnson, 1996; Richards & Nunan, 1990;
Simpson, 2006; Walsh & Elmslie, 2005) as the practicum provides the initial chance
to try out and to enhamcthe skills needed for effective pgee r vi ce t eacher
instructional practice. Almost without exception, {sexvice teachers consistently
place a high value on the practical experiences attained through their practicum
(Bullough et al., 2002; Schulz, 200and the research verifies that student teaching
experiences have a major influence on-s®evice teachers (see, e.g. Aiken & Day,
1999; Gimbert, 2001; John, 2004; Kwan Siu Fong, 1996; Pudassidy, 2005).

Yet, many preservice teachers experien@elings of isolation (Dong, 1997;
Farrell, 2007; Machado & MeydBotnarescue, 2005), and a lack of support
(Valencia, Martin, Place, & Grossman, 200Wang & Odell, 2002). According to
Gold (1996), these are two of the main reasons that new teachershedeaching
profession. If the realities or problems of beginning teachers are not dealt with
constructively and if new teachers are insufficiently supported personally and

professionally, it is unlikely that the outcomes of their initial professionaitipea

wi || be predominantl y positive. | n t er ms
instructional practice, many peeer vi ce teachers are chall enq
struggle about teaching and | earningo (Wan

casein situations where there is a poor or limited partnership between schools and
universities in teacher training. The school settings for student teaching often are not

selected on the basis of the school sdé supe
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the schools teaching methods and the univetsised programs. Thus, pservice
teachers may experience discontinuality in implementing what they have learned in
their universitybased coursework with what they see and what they are expected to
do in pradce. In other words, what they may believe about the nature of effective
teaching and learning may be in conflict with the reality of teaching in a particular
school context (Gerges, 2001; Luo, 2003; Zeichner, 2010). These issues highlight the
need for teaher education reform with a focus on how to improvesamice teacher
instructional practice.

During the practicum, mentoring is the most common mechanism used to
developpres er vi ce teachers6é instructional pract
qudity of mentoring is limited by many factors including the need for substantial
investments of time, money, effort, and resources (Dyer & Nguyen, 1999; Manson,

1990; Morton, 2004; Redmond, 1990; Saban, 2002). An important constraint on the
traditional memring process is the availability of teachers as role models and
mentors for their junior teachers (Kadar, 2005; McDaugall & Beattie, 1997;
Peterman, 2003; Thomas, 2000). These problems may well affect the quality of the
mentoring process and in such cagesservice teachers may feel that their scheol
based practicum experiences were ineffectively mentored or supervised (Morton,
2004). Consequently, there is a need for more efficient and effective mentoring
processes to be developed.

Given this climateof limited resources, a peatentoring scheme could be
considered as an efficient method of enhancing the effectiveness -sérpree
teachersé instructional practice, especi al
enough experienced teachers who aiking or able to act as mentors to junior
teachers. Apart from being mentored by their school practicum senior teacher
mentors, preservice teachers could also learn from one another and mentor one
another to assist in the development of their teacpnagtices. The present study
investigates an instance of the impact of formal peer mentoring on EFepviee
teachersod instructional practice during th
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Peer mentoring as a method for devel oping
teacher edication
The varied use of the term of peer mentoring suggests that there is no universal
agreement about its definition. However, an examination of the various definitions of
peer mentoring reveals several common themes. In general, peer mentoring r@fers
supportive process which is based on an equal or nearly equdlgseet relationship
in which peers play the role of mutual mentor. Peer mentors are usually equals in
terms of age, expertise, power, and hierarchical status, and the interactioaseare b
on reciprocal and mutual beneficial relationships and learning partnerships rather than
on the traditional transmission of expertise and experience from experts to novices. In
this research, we examine the dynamic of-tway peer ment wthi ng i n
participants have something of value to contribute and to gain from the other in what
is defined as a mutually helpful situati or
which both parties can experience being both a mentor and a mentee at different
times.

Peer mentoring is underpinned by the Vygotskian notion of social
constructivism. Vygotsky (1981) argued that the majority of learning is not achieved
in isolation, but rather through interaction that takes place in communication and
collaboration with other people in social settings. According to a Vygotskian
approach, the construction of meaning occurs first as exchanges between two
participants and is then internalised. Vygotskian theory states that in order for
learning to become internalised, meatia must occur during the actual problem
solving, joint activity (or shared task with others) (Vygotsky, 1981). Vygotsky
maintained that social interaction is a prerequisite to learning and cognitive
development. This means that knowledge iscaostructd and learning normally
involves more than one person. As such, learning emerges as the result of interaction
in social settings. However, such interaction needs to occur within the zone of
proximal development (ZPD). According to Goos, Galbraith, and HRens(2002),
Aapplied to educational settings, this vie
in peer groups where [partners] have incomplete but relatively equal exjpezasé
partner possessing some knowlcentlipupgponimnd s ki |

order to make progresso (p.195). The Vygot
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peer mentoring process. When peer mentoring happens, assistance occurs-n a peer
based relationship in which the two participants work together. Eachipantihas
the opportunity to socially construct knowledge with another person in the field.
Participants in the relationship may also be able to experience, and discuss the
application of theory to practice, problem solve with others, share their
disappoitments or confusions, and reflect on their teaching (Samaras & Gismondi,
1998). Thus, the role of each participant is to guide the other within their zone of
proximal development.

From this theoretical perspective, peer mentoring can occur in various forms
such as peer coaching (Pierce & Miller, 1994; Slater & Simmons, 2001; Wynn &
Kromrey, 2000), peer supervision (Miller, 1989), and pm#gervation (Richardson,

2000) . Mo s t of these different configurat
assistanceofegqul s and do not involve evaluationo
Peer mentoring is considered to have i mpo

instruction practice. Joyce and Showers (2002) reviewed theory and practice related
to peer coaching and dod that peer coaching can be an effective strategy for
professional development in which the objective is prominent improvement in (a)
knowledge, (b) skill, and (c) transfer of training into the classroom. Studies have
found that participation in pedragd relationships positively influenced teaching
practices and that not only does pbased collaboration facilitate the transfer of
instructional skills of preservice teachers to the classroom, but it also offers
opportunities for preservice teachers tmeet together to discuss experiences in field
based contexts (Anderson, Barksdale, & Hite, 2005; Harnish & Wild, 1993a). These
conclusions are supported in many studies (see, e.g., Forbes, 2004a; Harnish & Wild,
1993b; Mecham, 2006; Richardson, 2000; W§nikromrey, 2000).

However, the value of this form of peer teacher collaboration during practice
teaching has been documented in only two studies in the field efepreee EFL
teacher education. Benedett.i (1emngasdés r ese
a vehicle for skills acquisition and teacher reflection while Vacilotto and Cummings
(2007), who used a slightly different approach to investigate the effectiveness of the
peer coaching model, also found peer coaching to be the most supporéiveobem

peer relationships. This study examines t
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instructional practice, the benefits of which are increasingly being recognised. The
study addresses the need to formalise the use of peers in teacher educaji@n usin

well-informed structure.

Characteristics of peer mentoring programs

Like mentoring, peer mentoring programs can be structured in various ways. Among
the most important factors that have been found to contribute to the success of
effective programs arthe program orientation (Le Cornu, 2005), the matching of
participants, the training of mentors (Armstrong, Allinson, & Hayes, 2B92rtson

& Smithey, 2000), the presence of a contact person or-a@rdinator, and the
characteristics omentors (Terrion & Leonard, 2007). There are various ways in
which potential mentors can be paired, but because of the difficulties in establishing
and maintaining a formal mentoring system, it is not an easy task to satisfy all the
compatibility factors btween the participants. However, the matching of partners is
desirable and may be crucial to the success of the program as it is heavily dependent
on the context of peer mentoring and peer mentoring tasks. Moreover, compatibility
bet ween pafectsitheir gbibiyntd dedelopada successful formal mentoring
relationship; and thereby, it needs to be taken into consideration because the more the
participants consider themselves to be compatible, the greater the perceived benefits
of the mentorship (Aén & Eby, 2003; Armstrong, Allinson, & Hayes, 2002; Eby,
Butts, Lockwood, & Simon, 2004; Johnson & Ridley, 2004).

Beyond the need for compatibility of peer mentors, training for peer mentors
is of importance in enhancing the effectiveness of the peeonmanprocess (Bryant
& Terborg, 2008; Freeman & Kelton, 2004; Treston, 1999), and it needs to be
carefully undertaken (Mill, 1994)The topics that are covered in peer mentoring
training vary from program to program and typically depend on the speaificgm
and its particular context. However, some common training topics include:
orientation, mentoring skills, and support from administration.

While there is little empirical research that has focused on peers playing a
mentoring role for each other (Bmya 2005), the literature has shown that peer
learning can be used as a valuable probesdidevelopment stratege.(., Forbes,
2004;Harnish & Wild, 1993). Most of this related research has focused on the use of
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peer mentoring for Hservice/preservice science teachers in their own language.

However, there has been a lack of formally structured peer mentoring that takes
advantage of naturally occurring colleague interactions as an intentional strategy for
pre-service EFL teachers in their practicum. 9’ paper describes a practicinased

peer mentoring program for EFL pservice teachers and investigates whether
participation in a for mal peer mentoring i

instruction practice in the classroom during theicpcaim.

Design

This study employed a two group (treatment and control) epxgerimental preand

posttest design to examine the effect of the participation andpadicipation in a

peer mentoring program on pseer Vi Cc e EFL t eachgethesg 0 instr
teaching practice. Quaskperiments have treatment and control groups, but the
participants are not randomly assigned to the groups (Campbell & Riecken, 2006;
Creswell, 2003). In this case, the use of a gea&periment design allowed the

researbers to identify the effect of the formal peer mentoring intervention on the
participantso6 instruction. This design co
much of the available research which leaves unclear whether the changes observed

were actudy due to the mentor effect.

In this study, the participants completed questionnaires about their
professional practice in the instructional domain prior to and at the conclusion of the
intervention (as a seteporting measure), and parallel questioresaiwere completed
by their school mentors and university supervisor to evaluate theepree EFL
teachersé professional practices. A separa
study to ascertain the value the participants attributed to their rpeatoring
experiences. Thus, the effect of the intervention was examined through perceived
changes in the participantsd instruction
supervisors, and their self evaluation. The effects of peer mentoring on the
pat i ci pant sd professional practice were als

their peer assistance during their professional practice.
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Instruments

A version of Dani el sonds (1999) shortened

guestionnaire was adapp d f or use in this research toc

instructional practice. According to Danielson (1996), there are five components at

Aithe heart of teachingo, which are: 1) com

guestioning and discussioechniques, 3) engaging students in learning, 4) providing

feedback to students, and 5) demonstrating flexibility and responsiveness. Danielson

(2002) defines instruction as the actual engagement of students with learning content,

and the primary goal of thdomain is to enhance student learning. Danielson (2002)

also states that teacher efficacy of these teaching skills influences how students

Afexperience the content, whet her they gr ov

which they come to see schdole ar ni ng as | mp o e5.Withautat o t hei |

doubt, these goals are the basic expectations in most teaching and learning contexts.
Within Danielsonbés (2002) construct, f C

Unsatisfactory, basic, proficient, andistinguished. Each level is specifically

articulated and exactly what one should hope to observe at each level is clearly

described. Clearly defined levels of proficiency help insure greater observer

reliability and validity. For the purpose of this spuda score of 1 to 4, which

corresponds to the aforesaid levels of performance, was assigned to each of the

assessed el ements found within each of th

observableo was added to the rsandrsegheoy gi ven

mentors in order to help them to evaluate what they observed. Finally, some minor

changes to Danielsonbés wording were made

Vietnamese to make the framework more tigendly for this specific setting.

Context

This study was conducted within a sieek practicum for prgervice EFL teachers

at the College of Foreign Languages, Vietnam National University, where clusters of
preservice EFL teachers were placed in different secondary schools in Hanoi or
nearly areas. After studying EFL teaching methodology courses which provided
them with grounding in English language teaching instructional practicesepriee

EFL teachers were assigned to do their practicum at one of the local secondary

a7



schools. The practien was a single period of six week where they experienced first
hand teaching practice in real classrooms. There were approximately 200 students
enrolled in the fourth year of the teacher education program, ad@ p@rticipating
schools, with widely vaing numbers of trainees being assigned to each school. The
preservice EFL teachers were at their practicum sites for six full days a week,
beginning in late February 2008 and continuing to early April 2008. Students
progressed through these field experesas a cohort group, and were placed with
the university supervisor who had worked with them in the univebsised ELT
methodology courses. In each school, two or three of thequwce EFL teachers
were assigned to a cooperating English teacheraafmm teacher. These school
mentors were expected to guide -pegvice teachers towards effective English

language teaching and class management.

Participants

Participants consisted of an intact treatment group of 32 and a control group of 33
EFL teacler trainees. The treatment group participated in a peer mentoring program
which was integrated into their practicum, whereas the control group did not receive
formal peer mentoring training nor were they involved in a formal peer mentoring
process. A compaon of the characteristics of the two groups (e.g., previous

teaching experiences) found no relevant differences between the two groups.

Research implementation

To prepare the participants for the formal peer mentoring process, the participants in
thetreatment group were given a peer mentoring training workshop. There were three

goals for the workshop. The first goal was to orient the participants to the formal

peer mentoring process. Second, the participants were provided with an opportunity
togett o know each other and to enhance their
and preferences. The third goal was to train the participants in the necessary
mentoring skills. One of the researchers acted as a program designer and
implementer, who coordant e d t he p aups$, coodugted the fertal geerg n
mentoring process, assigned the pairs, and being was contact person for all the

participants during the practicum. Through weekly peer mentoring reflective journal
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reports, the mentor educator (tlesearcher) tracked what the participants were doing

during the process of peer mentoring to observe what problems they faced, and at the
same time, was to be able to offer support and advice if necessary. It was particularly
important that if any probleswere discovered, appropriate action be taken. Since the
ment or educator was not directly involved
the university supervisor and school mentors were asked to facilitate this peer
mentoring process by monitoringroviding support, and expertise if needed. All the
participants in the experimental group received a manual for mentoring practice.

As part of this peer mentoring intervention program, participants were
matched as closely as possible according to freilerences, time tabling, age, and
compatibility. Student teachers were able to choose their peer mentor partner from
among those in the school where the participants were placed for their practicum,
which was normally in close geographical proximitylieit homes. Student teachers
who worked together in the peer mentoring process were assigned to work with the
same school mentor. Thus, they taught the same classes during their six week
practicum; which provided them with regular opportunities to intexébt each other
and to work cooperatively to solve common classrdi@sed problems.

The program aimed to provide the m&rvice EFL teachers with an additional
strategy for developing their professional practice during their practicum and for
giving support to a peer. During the practicum, the pairs of peers were expected to
provide careerelated support and psychosocial support to each other through
frequent contact. How they did this was negotiable, and happened whenever they felt
the need of suppofor some of the challenges and dilemmas associated with being a
student teacher. Although -person contact was preferred, telephone and email
contacts were also encouraged. These were sometimes used as a direct result of time
and other constraints such & example, clashing class schedules.

Peer mentors were required to conduct two major activities each week: peer
observation and support meetings. Support meetings were an activity that gathered
pairs of peer mentors together to examine their leattotgaching process. Apart
from informal meetings that peer mentors might have, a formal weekly meeting with
each other was felt to be necessary and to formalise the mentoring process. These

meeting were organised to create opportunities forspreice tachers to promote
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regular dialogue, inquiry, and reflection on their fiblaised experiences. Each pair
was required to sit together for about an hour per week to discuss the lesson they had
observed, review the work done, to discuss both the professaml non
professional issues arising during the week and to negotiate an action plan for the
following week. The weekly hotlong meetings included structured activities which
were detailed in the peer mentoring program package. Meanwhile, the control group
followed the normal pattern of practicum in which there was no formalization of their

peer interaction.

Data collection and analysis

Danielsondés (1996) survey for i nstruction
their self evaluation, to the schoatentors and university supervisors for their
evaluation of teacher trainees at both schools during the first and last week of the
practicum. A mixed betweenithin subjects analysis of variance (ANOVA) was

used to compare t he theronstryatianal practice. phe twb or man ¢
groups©®o scores wer e compared from three
participants, their school mentors, and their university supervisors. Only the
interaction results (treatment and control by pre and postvartton stage) are

discussed in this analysis because the aim of the study was to investigate the degree

of change in scores over time for the two groups in terms of their perceived

instructional performance.

Results and discussion

The results relatedt Dani el sondés (1996) questionnaire

Table 1 for the treatment and control groups across thénfervention and post

intervention period for their sed val uati on, school ment or s (

uni ver sity saign® A test of the stabistical madel for the three mixed

betweenwithin subjects analysis of variance showed no violations of any of the

required underlying assumptions for any of the analyses. The results from this

analysis for the trainek e a ¢ heH-asseésedsscores indicated that there was no

significant interaction in the scores for the instruction component between groups,

with a Wil ksd Lambda = 0.98, F(1,63) = 1./
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effect (eta squared = 0.02). Figure 1 plifte means of these results, showing that
although the treatment group perceived instructional practice improved during the
pre-post intervention period, the change was not significantly different from that of
the control group which believed that its penhance in this domain had slightly
declined. Thus, the changes in the perceptions of both groups of teacher trainees
about their instructional competence during the practicum remained relatively stable
(i.e. from a mean of 2.85 to 2.96 for the mentoringug and from 2.69 to 2.64 for

the nonmentored group).

Figure 1. Selfevaluated pre and post scores of instruction component for

treatment and control group
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A different pattern of results occurred for the scores for the instructional
domainforthetw gr oups based on the school mentor
mixed betweetrwithin ANOVA show that there is a statistically significant
interaction between the scores for instruction across thénfamention and post
intervention period forthetww gr oups, Wil ksd Lambda = 0. 8¢
0.003, partial eta squared = 0.12. The means for this significant interaction are plotted
in Figure 2. Looking at the score changes for the two groups, we see that there was an
increase in the scores footh the treatment and the control group; however, there
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was a significantly greater gain in the scores for the treatment group for the

instruction domain.

Figure 2: School mentor evaluation pre and post scores of instruction domain for

treatment and cortrol group
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A similar pattern of results was found for the scores for the instructional
domai n based on uni versity supervisorso
betweenwithin ANOVA show that there is a statistically significant interaction
between thescores for instruction across the 4meervention and poshtervention
period for the two groups, Wil ksd Lambda -
large size effect (partial eta squared = 0.19) supports the notion of perceived practical
significan@ between the two groups. The plot of the means shown in Figure 3 depicts
that for the prentervention period, the university supervisors evaluated all the
participants in the instruction domain similarly. However, for the -pastvention
period, theunver sity supervisorso6 scores indicat
group to have made a significantly greater improvement in the instruction component,
while there was not much of a difference for the control group. These results suggest
there were gnificant differences in the scores for the instruction component across
the pre postmeasurement period between the group who participated in the
intervention and the group who did not.
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Figure 3: University supervisor evaluation pre and post scores of struction

domain for treatment and control group
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Table 1: Pre and posttest mean scores of the treatment and control group on
i nstruct.

PrePost

Group

— Treatment
Control

Danielsonds (1996) domains of
Domain of [Evaluation Treatment Control PrePost?}
professionalfrom three group group Group
practice (n=32) (n=33) Wi | k
perspective; Lambda
Mean SD[Mean [SDft-value |p |Partial
Etd
Instruction [Self Pre 2.85 0.372.69 0.340.98 0.2210.02
evaluation [measure
Post 2.96 0.492.64 0.4(
measured
Mentor Pre 2.14 0.242.02 0.290.86 0.0040.13
evaluation |measure
Post [3.03 0.342.60 [0.31
measure
Supervisor |[Pre 2.15 0.342.07 0.240.80 0.0000.19
evaluation [measure
Post 2.63 0.342.09 0.51
measurd
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The statistical data for these three analyses are summarigatlenl, which
shows that the ratings for the mean scores fall in the basic (1.5 to 2.48) to proficient
(2.5 to 3.49) scoring range. In addition, the trainees saw themselves as coming into
the practicum as Aprofici enhedeachenmentar®t c han
and university supervisors saw them as starting with basic skills and improving on
those during the practicum.

The data from these three analyses provide evidence that there was a
significant change in scores related to instructionattice as evaluated by the school
mentors and the university supervisors between the participants who were involved in
the mentoring training intervention and the participants who participated in the
ordinary program. School mentors in both groups saweasmd performance from
basic to proficient but the treatment group was rated as becoming significantly more
proficient than the control group. There was also a significant discrepancy in this
domain between the two groups from the perspective of the sitiveupervisor.

Interestingly, the university supervisors working with control group did not see much

i mprovement i n their teacherso perfor manc
beginning to the end of the practicum; yet in the treatment group, aicagnif

improvement was believed to have occurred. However, when it comes to the
participants themselves, both groups perceived little change in their instructional
practice. Both groups felt they brought 0
university study and that these skills changed very little over the 6 weeks. This result

may be due to the Ashattered feelingd gen
(Johnson, 1996). It is possible that the challenges they faced during the practicum
mayhave caused them to feel inadequate or inferior.

This study provides some evidence that formal peer mentoring can assist EFL
pre-service teachers to develop their instructional practice during a period of
practicum study. In this study, we argued for tleeessity and value of the use of a
formal peer mentoring program to provide support for teacher trainees and to provide
the opportunity for participants to make improvements in their instructional practice.
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Conclusion

The results of the studycanbeen i n terms of Vygotskyds (1
of social interaction with capable peers in developing core aspects of learning (to

teach). Participation in the peer mentoring model during the practicum enabled pre

service EFL teachers to interact vigach other; thus, developing their professional
practice. Vygostskyds theorysemrwive @€ etde ac lvar
learning in the study. The study provides further evidence for the position that

learning does not take place in isadatibut rather through interaction, i.e., it occurs

through communication and collaboration with other people in social settings.
However, the study also raised the awareness of the need festmuetured support

for interaction among peers.

To date, thex is a dearth of research investigating the effect of formal peer
mentoring on EFL prservice teacher practicum study in Agastern contexts like
Vietnam. In this study, the findings support the data from the two previous studies
(Forbes, 2004b; Heirdsfid, Walker, Walsh, & Wilss, 2008) that have explored how
peerbased strategies can help teachers to develop their instruction practice. Based on
these results, we would argue that peer mentoring should be considered as an
alternative approach to traditianpracticum programs to ensure that-peevice EFL
teachers function effectively in the educational environment, thus improving the
quality of EFL teaching in early career teachers. If we are to effectively proviede pre
service teachers with support fdmetr first entry in to the profession, we must
consider integrating this model of formal peer mentoring into the practicum program.
The results from this study suggest that the two major activitigser observation
and the support meetirig are the corepractices in helpful in peer mentoring. In
addition, the training workshop is also a key factor contributing to effectiveness of the
program.

The provision of a peer mentoring program for-peevice EFL teachers
during their practicum has the potentialcntribute to the understanding of the use
of peer mentoring for developing effective EFL teaching practices amorsgpriee
EFL teachers. The findings from this study are of significance to a variety of
educational groups, who would be interested ipl@ing the untapped learning

resource of peers in teacher education.

55



Although the efficacy of this proposal was tested in terms of thagykece
teachersdé instruction practiielated adpectst her

remain to be explored.
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Abstract

This study proposes a comprehensive framework for a Conversation Analysis (CA)
informed English language teacher education program in Turkey. By reviewing
recent studies in CA, Critical Reflective Piiaet Teacher Language Awareness and
language teacher education in general; the author calls for a more effective language
teacher education program and presents an applicable framework that aims to solve
current problems in English language teacher edutati Turkey.

Keywords: Conversation aaysis, teacher language awarené&s®ign language
teacher educatigih.2 classroom interactional competence

1. Introduction

This paper proposes an applicable framework for integrating Conversation Analysis
(CA) into English language teacher education programs in Turkey. The need for such
a proposal has arisen from the problems of the structure of the current programs in
Turkey, the growing number of studies that attribute CA a significant role in Applied
Linguistics and Second Language Acquisition (SLA), and recent developments within
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the particular area of Giformed models for language teacher education. Another
motivation has been the negligence of this promising research paradigm by
academicians and praatitiers in Turkey, which can be well understood from the fact

t hat none of the research papers (out of
Conference of Foreign Language Education i
2007) followed a CA methodology nor siked the pertinent implications of CA for

foreign language teaching/learning.

Reasoning from the abovementioned motivations, Section 2 reviews the CA
informed research in Applied Linguistics. In Section 3, the language teacher
education context in Turkeis briefly introduced, with reference to the current
program (Section 3.1) and its problems (Section 3.2). Section 4 informs the reader on
recent developments in language teacher education in general with its wide ranging
but complementary subsections.rfexample, in Section 4.1, the concept of teacher
language awareness is discussed, which builds links from CAClagsroom
Interactional Competencend to SeHEvaluation of Teacher Talk (Walsh, 2006b) [a
framework designed for language teacher educagaction 4.2)]. In Section 4.3,
critical reflective practice and effective mentoring are discussed by considering the
recent attempts in standardising language teacher education in Europe. Section 5 will
focus on a di scus s i oatingahd maihtaning eepadadogiaals 6 s ki
focus and its potential results. In the last section before the conclusion, the phases for
a CA informed language teacher education program in Turkey will be given with a

sample assessment scale.

2. CA and Applied Linguistics

CA methodology emerged and was developed in ethnomethodology; a subdiscipline

of sociology. With their pioneering study, Sacks et al. (1974) investigated the

methods of interlocutors in structuring conversation efficiently and argued that
convers#éon has its own dynamic rules and structures. It is evident that in order to
Astructure a conversation clearly and to e
speakers and | isteners work togethero (Pri
from a ®cio-cultural theory of language as opposed to the mainstream rational and

cognitive paradigm, which has influenced the research tradition in Applied
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Linguistics and SLA. For Drew (2005), due to its analytic perspective and its
investigations of form®f-interaction, CA has led the way to the recent expansion of
the boundaries of Applied Linguistics.

Seedhouse (2005a) discussed the relevance eihfoAned research in the
following Applied Linguistics areas: teaching language for specific purposes,
languageteaching materials design, language proficiency assessment, language
classroom interaction, native/nomtive speaker talk, and cedwitching. Following
Firth & Wagneros (1997) proposal for reco
number of publicationgarose, both for and against the implications of-fGASLA.
Firth & Wagner 6s (1997) argument call ed
interactional aspects of language use, a broadening of the SLA database and more
importantly, an adoption of a more enaind participantelevant perspective towards
SLA research.

The emic perspective in CA has been attributed one of the primary roles in its
implications for Applied Linguistic research (Markee 2000, 2008; Markee & Kasper,
2004; Seedhouse, 2004, 2005a, 2@0) . For Seedhouse (2005a
competence as variable andcaomnstructed by participants |
Therefore, giving a role to cognition as a socially distributed phenomenon, SLA
research should take a participaglevant perspecte and be investigated as a
bottomup process.

Cognitivists have essentially argued th
thus emphasizing that language acquisition and use are theoretically and empirically
distant dimensions of language (Markkekas p e r , 2004, p.491) 0. A 'S
CA-for-SLA, this cognitive orientation was an emergent point for some researchers
(Gass 1998; Long 1997/Kasper 1997). Additionally, He (2004) stated that the
concern of CA is neither the cognitive processes that ertabllearner to absorb the
interactional data internally; nor the process of learning over an extended period of
time.

However, as a response to this attributed deficiency concerning a longitudinal
approach to CAor-SLA, Markee (2008) proposed the Leagn Behavior Tracking
(LBT), which involves using two methodological techniques; Learner Object

Tracking (LOT) and Learning Process Tracking (LPT). The first one is a technique
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that attempts to document when a language learning event occurs duringdapartic
time period; and the second one uses the techniques of CA to evaluate how
participants engage in a language learning behaviour. Markee (2008) claimed that his
approach has the advantage of being methodologically true to CA, while also
addr es s i traglitiorfally Ad@gsitive understandings of mind (see Mori and
Markee 2009 for a review of studies within @&-SLA). The discussion will now
turn to the advantages of CA for materials development and speaking classes.

The applications of CA in L2 spealjrclasses have been a focus of interest
and research by many scholars (Huth & TalegiNikazm, 2006; Peng, 200Zhou,
2006. Apart from the SLA issues discussed so far in this section, these studies are
more of an applied origin. To illustrate, Huth &l&ghaniNikazm, (2006) focused
on the teaching of pragmatics in foreign language classes and demonstrate how this
can be achieved effectively with materials informed by CA. Peng (2007) indicated
that in order for students to develop an awareness of catiegral structures and
patterns, teachers should incorporate authentic audio or video materials into their
classes for students to transcribe and ana
raising the awareness of the sequential organization o&tallexplicitly teaching the
procedures that they can follow to accomplish certain social actions, the instructors
may be able to raise the probability that interaction during group work becomes
coherent @mB40).natural o

The applications of CAnformed classroom activities are inevitably
dependent upon materials development and advancements in corpora studies. For
developing teaching materials, many researchers have investigated naturally
occurring conversations like telephone calls and tried toddinks for language
classes Bowles, 2006; Brown & Lewis, 2003Vong, 2002). The centre of the
problem seems to be the inadequacies of the dialogues in textbooks from-a socio
pragmatic perspective. As the context in this paper is Turkey, the case can be
exemplified with a study held with 100 teacher candidates. In her research, which was
designed to reveal the beliefs of Turkish EFL teacher candidates on the perceived
sociopragmatic problems of the dialogues in text books, Sawer (2007) found
that teacher candidates do not trust the current course books used in English language

teaching in Turkey.
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As we turn our attention to teachers, the next section will briefly introduce the
current language teacher education program in Turkey. Starting from r&dctibe
focus will be on teacher education; narrowing down from teacher language awareness
to the applications of CA in teacher education. The discussions and the theoretical
background provided herein will hopefully supply the reader with an undersgandin
of the need to integrate CA to the current language teacher education program in

Turkey.

3. Language Teacher Education in Turkey

Since the 1950s, English has become the most popular foreign language in Turkey.
Buyukkantarcioglu (2004) relates the popitjaof the English language in Turkey to
sociopolitical and  socioeconomic  developments, scientific/technological
developments, the media, education, international travel and gearing state officials
towards learning a foreign language. Therefore, thentegof English as a foreign
language is a matter of concern in both professional and academic contexts. Starting
from 2006, the English language has been taught from ‘thgrade in primary
education, which means that it is a compulsory school subjegbfmg learners. As

for higher education, English is not just a 'required’ course, but in 26 universities it is
the actual medium of instruction (Kilickaya, 2006). For Kirkgoz (2007)

ATurkey is experiencing a period of
systems, particularly in primaryevel education, to achieve its aim of

catching up with the European system of language education and
adapting its existing system to new educational norms, particularly in

the ELT curriculum and the assessment sysiem (p. 227)

Tercanlioglu (2004) stated that the Turkish educational system is looking to the
educational systems of other countries for wisdom on improving their own teacher
training system. However, it should be mentioned that direct adoption, instead of
adapation, from other educational systems may create problems; therefore we should
be contexisensitive. The following two sections will briefly outline English language
teaching policies, language teacher education in Turkey and problems in the curricula
soas to raise awareness on why a-l@formed language teacher education program

in Turkey may bring solutions to the recent problems.
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3.1. Current English Language Teacher Education Programs

There are two major English language teaching education progmamskey. The

first one is ELT Departments, which belong to the Education faculties of the national
universities. These programs are at the undergraduate level and granting a B.A.
degree requires four years of Education in English and other disciplires (S
Appendi x 1 for the curricul um). The secon
offered by the Education Faculties of some universities. However, in order to acquire
this certificate, which takes one year, one must be a graduate or a student of English
Linguistics, British Language and Literature, or American Culture and Literature
departments. Our concern in this paper will be the former group, since these programs
are the majority and they are founded with the aim to educate teachers.

ELT Department prgrams consist of courses in the areas of: Language and
Awareness, General Education, Literature and Culture, and Professional Education
and Practicum (see Appendix 2 for the credit and hour ratios, also see Ortakoyluoglu,
2004). During the last year of éhprogram, the students have practicum courses;
School Experience (7semester) and Teaching Practic® €mester). Throughout
the 7" semester, prservice teachers observe experienced teachers in state schools
and write observation reports. In th8 Semester, teacher candidates start teaching in
the classroom and are assessed according to the observations of both the mentor (a

university lecturer) and the experienced teacher.

3.2. Language Education Problems and Potential Solutions

One of the majoproblems in language education (and more specifically, language

teacher education) in Turkey is the present structure of the Central University
Entrance Examination. The exam consists of 100 multptece questions and there

iS no assessment done foandi dateso6 | istening or speal
Therefore, students focus on learning grammar and vocabulary when they are in high

school, so as to guarantee entrance into good universities. However, when students

start their undergraduate degree inTEdepartments, they lack the required skills in

speaking. As all of the teachers in state schools are Turkish, this, in theetong

affects the conversational skills of the teachers who teach the target language.
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The other problems in language teacleelucation in Turkey have been
discussed by many researche@aKiroglu & Cakiroglu, 2003DogancayAktuna,
1998; DogancaA kt una & Keéezéltepe, 2005+:servke r kgo z,
teacher training in state schools, crowded classes, a lack of nsatigairrelevancy
of teacher education to the realities of Turkish schools, and the need for a theoretical
base for teacher education (what and how to teackguce teachers, how to select
them, etc.) are the most commonly found problems discoveyedhd® above
mentioned researchers. However, the scenario is not so negative due to recent
ministry innovations, as reported by Kirkgoz (2007):

ADuring the tiOOWBGI, ngvi ydart h2005 ni stryods
teacher training component was added ® Emglish Access Micro

Schol arship Program. The teachersd com
includes inservice teachetraining sessions and workshops conducted

by American language specialists for approximately 270 secondary

school teachers throughout the coyrit (p. 222)

Although Westerroriented projects may bring many innovations to language
teacher education in Turkey, it i's actuall
teachers and students which can bring real insights to the current psahkenexist.

Thinking in the line of the Context Approach (Bax, 2003), every learning context

may have different pedagogical requirements. Reasoning from this contextual
perspective, every and each language learning setting may require different
pedagogial strategies, and more importantly, a different teashetent discourse

within the micrec ont ext s of classrooms; @4 can be
classroom micrc ont ext s a(k001; 20@B] 3006b)dassroom modes.

Therefore, it follows that mly with a thorough analysis and understanding of the
reflexive relationship between oneods own
enhance his/her skills.

One of the major problems in English language teacher education programs in
Turkey is that theresilittle or no attention given to the language use of the teacher
candidates or the ongoing interaction in their classrooms. Given the reflexive
relationship between pedagogi cal focus and
their actual practice inetms of classroom interaction is crucial to teacher

development. Therefore, the teacher candidates should be given the opportunity to
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review (through video recordings) and reflect upon the interactional organisation of
their classrooms, so as to understdrwv the discourse shapes the pedagogical
outcomes. One way to integrate this tool for teacher development is to record the
lessons and reveal the interactional features of the classroom discourse using a micro
CA analysis. This is possible through mentnd teachercandidate collaboration, in

which a CA analysis of the actual classroom practice is studied by both parties
combined with reflection sessions.

Many reent studies (e.g Seedhouse 2008;press; Walsh 2006b) have
highlighted the need for a CApproach to demonstrate the problems in classroom
interactional practice and by this way have informed the teachers on how a fine
grained micro analysis of their discourse may be used to point out the troubles with
tasksin-process. Integrating such anpapach into language teacher education
programs in Turkey may be very useful for teacher candidates as they will receive
feedback on their actual teaching, critically reflect upon their practice, as well as
develop language awareness and interactional etanpe. To exemplify how this
process can be carried out, samples will be given from naturally occurring classroom
discourse in Sections 5 and 6. However, a background in Teacher Language
Awareness, L2 Classroom Interactional Competence and Critical Refl&ractice

is necessary before presenting the extracts and implications of such data.

4. Developing Interactional Awareness, CIC and Critical Reflective Practice
Kumaravadivelu (1999) suggested that foreign language teachers need to develop the
necessyy skills and knowledge to observe, analyze and evaluate their own classroom
discourse. In this sense, interactional awareness of language tdaakaraich so as

a part of teacher language awareriessan integral part of pedagogical and practical
knowledge. In Section 4.1, the phenomenon of Teacher Language Awareness (TLA)
will be introduced as a basis for interactional competence. In Section 4.2, the concept
of L2 Classroom Interactional Competen¢@/alsh 2006a2006b) and his SETT
framework will be dscussed so as to bridge the gap in the current teacher education
program in Turkey and to raise awareness about the need foriatégpated pre
service teacher education program. In Section 4.3, critical reflective practice and
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effective mentoring will B highlighted, which will be the basis of the @Regrated

program in Turkey.

4.1. Teacher Language Awareness (TLA)
Edge (1988) attributes three roles to a-native teacher of English as a foreign
language trainee: language teacher, language anatydammguage user. In practice,
these three roles interact (Andrews, 2007) and in pedagogical practice the harmony of
interaction is dependent upon the extent to which the teacHangsage aware
Wright (2002) indicated that TLA encompasses an awarenkss ¢ h e |l earner
devel oping interlanguage, an awareness of
and an awareness of the extent to which the language content of materials/lessons
poses difficulties for students.

TLA is important in three aspects of langeateaching, which are linked to
different teaching/learning foci (Long and Robinson 1998, cited Andrews 2007, p.
948): (a) focus on forms (concentrating on the teaching of discrete points of
language); (b) focus on form (where the emphasis is on meamingefd activity,
with attention switching to language as the need/opportunity arises in the course of
communication); (c) focus on a meaning (the Hvaerventionist approaches, which
advocate abandoning a focus on language forms). In the words of An@e0nA,
fialthough TLA is of particular importance where teachers are employing focus on
forms or focus on form approaches, It can
effectiveness even within the mo®49).extr eme
Andrews (2001) claimed that the significance of TLA comes from its impact upon the
ways in which input is made available to learners. In his recent,sAmjrews
(2007) referred to Walsh (2002003) whose focus on the teacher talk dimension of
TLArasedhe need to add an additional categor
interactional awareness. Andrews (2001) further reported that the conQuadity
Teacher Talk (QTThand L2 Classroom Interactional Competendescribes how
teacher sd e n hmrgnot iatdractionaldpeocessesacard facilitate learner
involvement and increase opportunities for learning.

How can a CAintegrated program be conducive to TLA and Classroom

Interactional Competence? In what ways may this enhance language teaching and
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learning? One robust way to make teacher candidates aware of their own and

|l earnersd | anguage use is having them watc

go through a CA analysis of their classroom practice. By doing so, the teachers will
be well awareof troubles resulting from their language use in instruction. Micro

details like overlapping talk, latching language, pauses, and intonation may point out

mi smat ches bet ween pedagogi cal focus and

language awareness amdproving their Classroom Interactional Competence using
such an approach will enhance the quality of teaching in various ways. Combined
with critical reflective practice, the teachers will gain necessary interactional skills to
overcome tensions resultifgpm potential mismatches. These issues will be made
clear is Section 5 by looking relevant examples, after first introducing the notions of
CIC and SETT.

4.2. Classroom Interactional Competence (CIC) and SETT

Often by offering observation or by showinideos of typical interaction, some
researchers have begun to address the need to induct new professionals into
professional discourse (Seedhouse, 2008). This is an important tool to enhance L2
Classroom Interactional Competen@@IC); a term coined by Wsh (2006a; 2006b).

CIC encompasses the features of classroom interaction that make the
teaching/learning process more or less effective (Walsh 2006b). These features are:
(@) maximizing interactional space; (b) shaping learner contributions (seeking

clarification, scaffolding, modelling, or repairing learner input); (c) effective use of

eliciting; (d) instructional idiolect (i

awareness. The following paragraphs will introduce some basic characterfishes
Self Evaluation of Teacher TalSETT) grid (see Appendix 3), as introduced by
Walsh (20012003 2006a 2006b).

After analyzing constructive and obstructive characteristics of teacher talk in
the foreign language classroom, Walsh (2002) listedé¢bures of construction as
direct error correction (less time consuming with reduced interruption), content
feedback (teachersd providing personal
checking for confirmation, extended wait time and scaffoldifige obstructive
features, on the other hand, were listed as turn completion (examples of latching in
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and completing student turns), teacher echo and teacher interruptions. Following his
observations and analyses of teacher talk using a CA methodologgndiaded that
when comparing constructive and obstruct.i
differences in the turn taking mechanisms, length of learner turns and overall quantity
and quality of teachetf6)and | earner contri b
Following Seedhose (1996, cited in Walsh 2001, p8), there are four
classroom micro contexts, referred todas o dbg Walsh (ibid), namely; managerial
mode, materials mode, skills and systems mode, and classroom context mode. Each
mode requires specific interactiorfelatures drawing upon the pedagogical goal in
the particul ar cont ext s, which emerges fr
pedagogy and instruction in the L2 classradi®@eedhouse, 2004. 66). Therefore,
the pedagogical goal in each mode inevitadiiapes the interactional features of the
language classroom, which constructs the basis of the SETT grid.
Managerial modeefers to the way teachers organize the class and move
between activities (MacCartep007). In managerial mode, the pedagogicalsyase
to transmit information, to organize the physical learning environment, to refer
learners to materials, to introduce or conclude an activity, and to change from one
mode of learning to another. In relation to this mode, the identified interactional
features are: (1) a single, extended teacher turn, which uses explanations and/or
instructions; (2) the use of transitional markers; (3) the use of confirmation checks;
and (4) an absence of learner contributions. It should be kept in mind that researcher
may | abel the same contexts in different w
context more or |l ess reflects the same int
mode. Additionally, Biber (2006 cited in Evison, 2008)labels classroom
management sa a discrete register. As for the classroom context mode, the
pedagogical goals are to enable learners to express themselves clearly, to establish a
context and to promote oral fluency. The interactional features of this mode are
extended learner turns, @i teacher turns, minimal repair, content feedback,
referential questions, scaffolding, and clarification requests. In skills and systems
mode, on the other hand, different interactional features are identified as extended
teacher turns, direct repair,sgiay questions, and forfocused feedback. It is

obvious that there is a diverse pedagogical focus in this mode, which is to enable

72



learners to produce correct forms, to allow the learners to manipulate the target
language, to provide corrective feedbaakd to display correct answers. Lastly, in
materials mode, the pedagogical goals are to provide language practice around a piece
of material, to elicit responses in relation to the material, to check and display
answers, to clarify when necessary and valate contributions. The interactional
features are extensive use of display questions,-focused feedback, corrective
repair, and the use of scaffolding. See Appendix 3 for the interactional features of
each of the modes and/or see Walsh (20861 for further examples and details.

The focus will now shift to the basis of SETT, and how the abovementioned
framework has advanced in order to hel

interaction of their lessons and foster an understanding of interakciprocesses

P

t

(Wal s h, 2006b, p. 62) . First, Walshos (200

(12 hours or 100,000 words). By analyzing these classroom interactions, he
established the SETT framework, which represents the fluidity of the L2 classroo
context, portrays the relationship between pedagogic goals and language use, and
facilitates the description of the interactional features of the learners and especially
the teachers (ibid, 63).

Working with the teachers during this CA integrated heacdevelopment
process consisted of three phases (Walsh, 2006a). In the first phasageaadiings
of teacherodos classes are made and anal
between the pedagogical goal and actual practice. In the second thleatesschers
themselves analyze the data collaboratively with the researcher, which constructs the
SETT framework. Teachers analyze snapshot recordings of their own lessons;
identify the classroom modes (like managerial mode or materials mode) and
transcibe examples of interactional features using the SETT grid, which is followed
by a post evaluation feedback with the researcher. In the third phase (12 months after
phase 2), an evaluation of the extent to which the teacher has developed an enhanced
awareress of the talk in the classroom is made. With a stimulated recall
methodology, the teacher checks his interactive deemigking while watching a
video recording of his own lesson.

Wa |l s h 6 s; 2006b)0s@udies stand as a groundbreaking turning point
language teacher education as it adequately frames a workable and efficient model to
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develop L2 Classroom Interactional Competence. This competence together with
TLA, form an integral part of the pedagogical content knowledge of language
teachers. These of CA transcripts, the close examination of interactions in different
classroom modes, a careful analysis of transitions between different modes and seeing
the troubles that occur at the discourse level will inform teachers on their own
teaching and oraing learning process in the classroom.

Since the aim of this paper is to propose aiffdrmed model for foreign
language education in Turkey, a direct adoption of this framework may not be
possible due to contextual reasons. However, together with &eedhe 6 s ( 200 8, S
Appendix 4) model and accounting for the contextual considerations in Turkey, SETT
may be a very wuseful t ool for developing
CIC. Furthermore, the issues of language teacher assessment and mehtmuidg
also be discussed in relation to the proposal of this paper, especially considering the

value of critical reflective practice.

4.3. Critical Reflective Practice and Effective Mentoring
In their study, using CA for the analysis of collected daezaraton and Ishihara
(2005) found out that the microanalysis of classroom discourse and teacher self
reflections complement each other by providing insights that neither method can
generate in isolation. They valued the importance of the CA proceszinmg that
Aficl ose examination of c¢classroom discourse
allows detailed analyses of classroom practices, but can also validate or provide
counter evidence to the self reflection provided by the tea¢hes29).

Considering that effective mentoringine qua nonis an integral part of
teacher education, a large number of studies have investigated the effects of
mentoring in relation to teaCamwalr20@; pract i
Hall, 2001;Lazaraton andshihara, 2005; Strong and Baron, 2004). Hall (2001), for
example, studied the conversations of academics and teachers believing that teaching,
and therefore student learning, are improved through teacher learning and
development. Additionally, Carroll ®5) developed a theoretical framework for
examining interactive talk and its relationship to professional learning in teacher

study groups.
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Turning back to Lazaraton and Ishihara (2005), it is claimed that through
extensive seffeflection, the empiricainvestigation of classroom discourse, and
collaborative discussions with the researcher, the research methods employed in their
study enabled the teacher to make a connection between her subconscious beliefs and
the currently constructed knowledge of heaching, thus leading to continued
professional growth. Thus, collaborative teacher education environments through
effective mentoring and teachessearcher cooperation will hopefully lead to better
quality teacher education and the standardizationamfer education programs and
pre-service and irservice assessment procedures through critical reflective practice.

In discussing the standardization of the assessment arakssedsment of pre
service and irservice foreign language teachers, Kupetd hiitge (2007) insisted
that the aim should be the implementation of a reflective approach to teacher
education. These authors made particular reference to the European Portfolio for
Student Teachers of Languages (EPOSTL) (Newby et al. 2007), which ecased
within the framework of the European Centre for Modern Languages prbjeci
Profile to Portfolio: a Framework for Reflection in Language Teacher Education
(Kelly & Grenfell, 2004) . For Kupetz and
feedback ortheir teaching supported by video recordings are more likely to change
their procedure than thos48). who only get ve

Within the European Profile for Language Teacher Education (Kelly &
Grenfell, 2004), Item 25 (training in the devetognt of reflective practice and self
evaluation) has been of major significance for the development of EPOSTL (Newby
et al., 2007). In relation to this, Kupetz and Lutge (ibid) concluded that with the help
of video recordings, mentors and student teactemsmake use of observable data in
order to develop criteria that meet the requirements of EPOSTL descriptors. Using
video recovering to develop descriptors that coincide with EPOSTL descriptors is
important because it is an active and collaborative Walgweloping competencies in
the assessment and sa#fsessment processes of future teachers. Additionally, it
enables prospective teachers to work with a reflection tool that provides potential for
the standardization of assessment andasséssment it@acher education.

These project reports highly value the use of video recordings and critical

reflective practice in language teacher education. This is, to a great extent, in direct
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relation to SeXxdhoudeds: (ROIOMBftrgnscaptsn e d
may be combined with video to create a powerful induction tool into professional
di scourse for trainee or newly qualified
t hat Wal shos SETT grid (di scussed2 in

Classroom Interactional Competenc2006a 2006b), and developing interactional
awareness in L2 classrooms (2003), together with a sensitivity to the Interactional
Architecture of L2 Classroomare all complementary to the recent efforts for
standardizig language teacher education as they can be synthesized with the two
European documents discussed abdwe. route to enhancing teacher education
standards and qualities, then, CA can play a central role. How then can insights from
critical reflective pratice, TLA, SETT and L2 CIC be implemented in a -CA
integrated language teacher education program? In the following sections, the
literature review will be explicated by presenting some samples from language

classrooms.

5. Creating and Maintaining a Pedaggical Focus

Seedhouse (2008) clearly stated that the ability to create and manage a pedagogical
focus is a competence or skill that can be developed rather than something given or
automatic. The importance of this I(dassroom Interactional Competen{@alsh,

2006a; 2006b) is of primary importance in creating learning opportunities in the
language classroom, as Walsh (2002) stressed in his words:

fiWhere language use and pedagogic purpose coincide, learning
opportunities are facilitated; conversely, wheneré is a significant
deviation between language use and teaching goal at a given moment
in a lesson, opportunities for learning and acquisition are, | would
suggest, misseal (p.5)

In discussing the reactions of researchers within the Gonwative paradigm
to the quantity of Teacher Talk Time (TTT) in L2 classrooms, Walsh (2001) proposed
the term QTT (Quality Teacher Talk). He clarified the scope of QTT in saying that
Ai nstead of getting trainees hedtomekduce
teachers more aware of the effects of teacher talk on opportunities for learning, and
encourage QTTo (p.17). I't was further

depending on the mode (see the discussion on classroom modes in Sectand 4.2)
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pedagogic purpose in operation; therefore, we should be dealing with quality rather
than quantity (Walsh, 2002; 2003).

According to Seedhouse (2008) At her e

trainees want the students to do and what the students ladtuy  d3).0The( p .
problem is especially visible during transitions between form and accuracy contexts
and meaning and fluency contexts. For example, Seedhouse (1997a) questioned
whether focusing on both accuracy and fluency contexts at the same possiisle

and revealed that this can be performed when using topics that are personally

meaningful to learners, allowing the learners to manage the interaction themselves,

and |imiting the teachersoé role toeusing

and scaffold learner utterances.

Creating and maintaining a pedagogical focus successfully is a key asset to
classroom language learning. The students may easily be confused if the pedagogical
focus is not successfully maintained and shifted. In dalelarify this, we can have
a look at the extract below, which was analyzed before by Seedhouse (2008) to
il lustrate how inexperienced teacherso
discourse may result in confusion. The data comes from an Efegsim in a British

language school, and the teacher is a trainee.

Extract 1

001 L1: I wasdrive (0.5) drive drive

002 driving a car?

003 T: | was driving a car?

004 L1: eh when (0.5) you:: (1.0) eh (1.0)
005 um (0.5) drink a=

006 T =wheny ou=

007 L1: =when you drank drank a: a orange
008 T: when you drank an orange. OK you
009 were driving the car (0.5) when

010 you drank an orange.

011  L1: yes
012 T: (0.5) OK?
013 L1: haha

014 T huhu strange but i1itds OK correct
015 OKrig ht (0.5) this time | etos

016 just think ((looks at textbook))

017 about these children of courage

018 webve got Mark Tinker? (0.5)

019 whobs aged 12 comes from London

e
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020 (0.5) Jackie Martin 14 comes from

021 Manchester (0.5) and Daniel Clay

022 whoodos 13 and comes from Newcastl!l e.
023 (0.5) right can you see the

024 pictures? (0.5) can you see them

025 Malta?

026  LL: (Xxxxxx)
027 T right children of courage what do

028 you think (0.5) children of

029 courage will do? (2.0) what do
030 children of courage do. (1.0) or
031 what did they do rather what did
032 they do? (2.0) what does courage
033 mean? whatos this idea i f | am
034 courageous (2.0) how would you
035 describe me? (2.5)

036 L2: Idescribe one person?

037 T: yes well anybody if if you (0.5)
038 were (0.5)one of these children of
039 courage (6.0)

040 L3: dondét wunderstand
041 T: you dondt understand. OK people of

042 courage. what would they have
043 done? what do you think they do?
044 (0.5)

045 L4: heis on holiday?
046 T: theydre on holiday? no but to be

047 courageous do you understand the
048 word courageous? courageous? (0.5)
049 L: no | donot

050 T: no? courageous (4.0) courageous
051 (2.0) what would you have done?
052 (2.0) no?

053 L: no (Seedhouse, 1996; p.360).

Starting from line 1 to line 14, it is obvious that the focus is on form and
accuracy, a classroom mode named O6skills a
teacher wants the student to produce correct gramahddion in line 3 and with a
latching language (see Appendix 5 for CA conventions) in line 6, puts stress on the
accurate usage. As it was discussed by Walsh (ibid.), the use of direct repair, form
focused feedback and scaffolding are some of the interattifeatures of this
classroom micre ont e x t . We can under stand from |

production of a bizarre sentence is not important, as the focus is on producing correct
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linguistic forms, with no attention to meaning. Starting from line th®, teacher
directs the studentsd attention to the te
6Children of Couragebod, which i s accompani e
characters in the text. Between lines 14 and 25, the use of discourse aitran
markers, an extended teacher turn, lack of learner contributions and comprehension
checks are typical to this transitional 0
Seedhouse (2008), AWhat i s noticeable in t
focus is not marked very strongly. Also, there is no metadiscoursal explanation about
the shift or the nmlture of the new focuso
From line 27 to 35, there is an extended teacher turn which includes a series of
guestions that may create ambiguity students in respect to the pedagogical goal of
the lesson. Although there are many pauses in lines 28, 29, 30, 32 and 34, which may
create interactional space; the diversity of questions may cause comprehension
problems for students as the focus i$ clear. The required answers between these
lines range from the actions of the characters to a meaning of a specific lexical item
(courage). The evidence to the confusion can be seen in line 36, and is explicit in line
40 (donot under dotygpaddgogical Tobtus creatednhene dyd this
trainee teacher may hinder opportunities for learning. As it was clearly put by
Seedhouse (2008) in his analysis of this extract, although L3 shows non
comprehension in line 40, the teacher changesthe subjecti 6 chi | drendé t o ¢
and alters the tense of the question, thus creating problems for the learnens furth
Goi ng back t 02006 dischsdia of(clas8réod;modes, in materials
mode, there is a predominance of IRF (Initiation/Respondet~dJp) patterns,
extensive use of display questions, form focused feedback, corrective repair and
scaffolding. However, the unsuccessful creation and maintaining of the pedagogical
focus impinges upon the interactional organisation of this r@ortext,and fails to
create opportunities for learning.
In order to enable teachers to implement pedagogical intentions effectively,
we should develop an understanding of the interactional organisation of L2 classes,
which is possible using a CA methodology withaege corpus (Seedhouse, 1997b).
However, each L1 setting may display different classroom interaction procedures, as

evidenced by, for example, coedwitching studies that used a CA methodology
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[(Mori, 2004; Raschka, Sercombe & Ghing, 2009; Ustiinel & Sedhouse, 2005
RaschkaSercombe & CHhLing, (ibid.)], for instance, found that teachers use eode
switching to shape and guide their classes in a Taiwanese EFL classroom. Ustiinel&
Seedhouseds (2005) findings, whilahd, are r el
revealed that codswitching in L2 classrooms is orderly and related to the
pedagogical focus and sequence adopted.

The findings of Kirkgozbés (2007) sur ve
teachers in Turkey revealed that the type of communicatingubge teaching
proposed by the Ministry of National Education (2006) did not seem to have the
expected impact on teachersd classroom pra
the Turkish context, which may have developed its own distinct intematfieatures.
For exampl e, -switchimgcabcerdirgydo pedagbgical focus may be a
useful tool for Turkish learners of English. However, the new primary education
curriculum abandons the use of Ll:0fAyou sh
(Kirkgoz, 2006 p. 30). Abandoningcodswi t chi ng from teacherséo
can be a useful device in some cases for creating and maintaining pedagogical focus,
may be inappropriate in some contexts particularly where the students and the teacher
share the same L1. Instead of directly adopting suggested western methodologies, CA
based studies should be performed to see how unique interactional structures of
Turkish language classrooms emerge. A framework like SETT, incorporated to the
teacher educain programs according to the contextual needs, may reveal different
interactional features for different pedagogical goals compared to its UK version.
Therefore, using CA to analyze teacherso
building the bricks of laguage teacher education on this framework will be very

useful.

6. Integrating CA into the Language Teacher Education Program in Turkey

In light of the discussions so far, this section will delineate a potential model for
language teacher educatiorograms in Turkey. The primary aim of this model is to
create a language teacher education program which helps the trainees to develop their
L2 Classroom Interactional Competence and Teacher Language Awareness. By
closely examining the interactions in ttlassroom, making teacher candidates aware

80



of their discourse in the classroom, and helping them reflect upon their own practice;

this model can prepare teachers for their actual teaching experience. The current
program, however, lacks a close examinatooh t r ai neesd <cl assroom
therefore cannot supply these novice teachers with required skills for, for example,
successfully creating and maintaining a pedagogical focus in the language classroom.

The suggested model should be applied in thetlioyear of preservice
educati on, wi thin t he 6School Experiencebo
mentioned before, during the former, students observe experienced teachers (for 13
weeks, approximately 39 hours in total). In the latter one, student$estehing and
are assessed both by the teacher of the class and the mentor (the lecturer from the
university). In constructing the model, the discussions from Sections 4.2, 4.3 and 5

should be especially remembered. The phases of the proposed moddbiosva:

Phase 1. Observing the experienced teacher and recording the lessons

This phase lasts 13 weeks, as thegaevice teachers go to class every week. The
student teacher records the first three lessons observed, and analyses the
conversationswit t he ment or 6s guidance. The cl asstr
see Appendix 3) is used as a starting point. The first three weeks provide students
with an initial Conversation Analysisraining with the help of the mentor. This
training involves getting@uainted to CA conventions, and the basics of interaction
like turn taking, repair, and preference organisation. In addition to the modes in the
SETT grid, form and accuracy, meaning and fluency, focus on task, and classroom
procedure contexts should baigh particular attention. From the fourth week until the

13" week, the student will transcribe, analyze and evaluate three lessons and will put

it in his/her portfolio to be handed to the lecturer at the end of the semester.

Phase 2. Videoecording thepres er vi c e t e a c-bvaluagsof antl gesrs o n ; s e
evaluation

In the second semester, as the candidates start teaching, their lessons are video
recorded by their peers (they go the same school in groups of five). Following each

lesson, the student dgaes his/her lesson and during the same week, also evaluates it

with a friend from the same group, using the framework given in phase one. This
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reflection process lasts 7 weeks. So in addition to insights gained from self

evaluation, collaborative learmgns enhanced through peer evaluation.

Phase 3. Mentor evaluations and the tracking of the development of interactional
competence and language awareness

Sarting from the ? we e k , the mentor starts to evalu
performance. Therdinees, together with their peers, select the recordings in which

they believe to have had the best performance. The mentor and the trainee discuss the
recording while the mentor takes notes on
then gives feedick according to the recording witnessed and the reflective

discussion, and finally, makes suggestions to the trainee. To exemplify the initial

stage of this process, | etbés have a | ook a
Extract 2

001 T: extending THEIR contribut ion a bit because they

002 might come out with a word or two and | sort of

003 tried to draw them out a bit (Walsh, 2006b; p.120).
Extract 3

001 T: where are they Renata, these two?

002 (3.0)

003 L: on the train?=

004 T: =on the train, on the train does anybody know

005 has anybody ever been to London?

006 yeah what do you call the

007 underground train in London?

008 (2.0)

009 L: the tube=

010 T: =the tube or the underground (Walsh, 2006b; p.121).

In his reflective feedback corpudiValsh (2006b) identified four interactional
strategies which show the ways opportunities for learning can be enhanced when
teacher language awareness is raised. These interactional strategies are scaffolding,
seeking clarification, extended wait time areduced teacher echo. Extract 2 above is

a selfevaluation of teacher talk, which illustrates one of the four constructive
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interactional strategies; namely scaffolding. Having closely examined the classroom
interaction in Extract 3, the trainee reflectsonpher teaching with particular
reference to how she expands the | earneros
Considering the aims of this proposed model mentioned at the beginning of
this section, the expected learning outcomes are varied. Theesawill start their
teaching profession with a heightened awareness of the interactional architecture of
the second language classrooms, which will become possible through a reflective
practice that enhances Teacher Language Awareness and L2 Clasgeractitmal
Competence. Having received constructive feedback from the mentors, experienced
teachers and their peers, by focusing on video recordings and performing a fine
detailed micreanalysis of classroom interactional practice, the teacher candidiites
develop, in time, automaticity for creating opportunities for language use and
learning. Driven by the idea that spoken interaction in the classroom is key to
language learning, the opportunities created by the teachers to enhance learner
involvementand acquire the necessary skills to create and maintain a pedagogical
focus will contribute to English language teaching programs in Turkey. The model
can also be adapted to other teaching contexts, as well as to the teaching of other
languages. Finallyhe performance of the trainees can be assessed using the criteria

below:

IAssessment of the Teaching Practice Course

The reports of self evaluation and peer evaluation: 25%

The evaluation of the video recordings: 25%

The eval uat i on ledidn (mMema)c2b% r sd6 sel f r g

Mentordés observation: 20 %

The experienced teacherds report: 1

7. Conclusion

Van Lier (1996) sees classroom interaction as the most important element in the
curriculum. In this paper, | tried to describe how an enhancedCladsram
Interactional Competencand developedreacher Language Awarenessmbined

with critical reflective practice, pe@avaluation, and collaborative mentoring via
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making use of a Conversation Analytic approach and video recordings may lead to a
more effectve language teacher education program in Turkey. As shown by various
studies cited in this paper, CA is integral not only to SLA studies, but also for second
language teacher education. Only through a deep understanding of the unique context
of the languge classroom, is it possible to provide students with the required skills to
communicate effectively, as language is both the medium and the content within this
educational setting.

There are, however, some limitations regarding the implementation of this
program. First of all, the mentors should be trained on the basics of Conversation
Analysis, both as a methodology and as an approach to teacher education. Second, the
trainees also need to be informed on this methodology, as it will constitute anlintegra
part of their training. Another limitation is that necessary technological acquisitions
have to be made by higher education institutions (like the purchasing of multiple
video recorders), which may be problematic due to financial means. Lastly, as the
evaluation of the trainee performance will be based upon portfolios, time constraints
should be considered.

Conversation Analysis can bring insights into the understanding of the
interactional architecture of second language classrooms and inform langactoer t
education programs through different dynamics that were discussed throughout this
paper. Micro analysis of teachstudent and studestudent interaction and an
examination of the micro analysis by teacher candidates as proposed in this model
can felp the trainees develop necessary skills to successfully create and maintain
pedagogical foci and facilitate opportunities for language learning. The proposed
model can be adapted easily to language teacher education programs in other
countries, with serdvity to contextual differences. Thus, the model is compatible

with the teaching of other languages like Turkish, German or French.
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Appendices

Appendix 1 Foreign Language Teacher Education Program in Turkey

(Ortakoyluoglu, 2004; p. 12527)

YEAR 1
1% Semester
Course Code Course Name Credits
EBB147 Introduction to Education Science 3
KD¥ 17 1 |Contextual Grammar | 3
KD¥ 17 3 |Advanced Reading and Writing | 3
KD¥ 175 |Listening and Pronunciation | 3
KD¥ 17 7 |Oral Communication Skills | 3
KD¥ 159 |[Turkishl 2
KD¥ 18 3 |Computer | 3
KD¥ 181 |Effective Communication Skills 3
Total 23
2" Semester
Course Code Course Name Credits
EBB148 Educational Psychology 3
KD¥ 17 2 |Contextual Grammar Il 3
KD¥ 17 4 [Advanced Reading and Writing Il 3
KD¥ 17 6 [Listening and Pronunciation Il 3
KD¥ 17 8 |Oral Communication Skills Il 3
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KD¥ 160 |Turkishll 2
KD¥ 184 |Computerll 3
KD¥ 180 [Vocabulary 3
Total 23
YEAR 2
3" Semester
Course Code Course Name Credits
EBB279 Principles and Methods in Education 3
KD¥ 2 7 1 |[British Literature | 3
KD¥ 27 3 |Linguistics | 3
KD¥ 275 |ApproachesinELT I 3
K D277 English - Turkish Translation 3
KD¥ 279 |Presentation Skills* 3
KD¥ 2 81 |[History of Education in Turkey* 2
Total 20
4™ Semester
Course Code Course Name Credits
EBB278 Testing and Evaluation 3
K D¥ 2 7 2 |British Literature Il 3
KD¥ 27 4 |Linguis tics |l 3
KD¥ 27 6 [Approachesin ELT Il 3
KD¥ 2 7 8 [Research Methods 2
KD¥ 2 8 2 |Special Education Methods | 3
KD¥ 2 8 4 [Language Acquisition 3
Total 20
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YEAR 3
5" Semester

Course Code Course Name Credits
EBB391 Classroom Management 2
KD¥ 37 1 |Teaching English to Young Learners | 3
KD¥ 37 3 [Special Education Methods Il 3
KD¥ 375 [Teaching of Language Skills | 3
KD¥ 3 7 7 |Literature and Language Teaching I* 3

Second Foreign Language I* 2
OKL222 Drama* 3
Total 19
6™ Semester

Course Co de |Course Name Credits
KD¥ 3 7 2 [Teaching English to Young Learners I 3
KD¥ 37 4 [Turkish -English Translation 3
KD¥ 37 6 [Teaching of Language Skills Il 3
KD¥ 3 7 8 |[Literature and Language Teaching II* 3

Second Foreign Language II* 2
KD¥ 380 [Social Servi ce Practices 2
KD¥ 3 8 2 [Instr. Technologies and Mater. 3
Development.
Total 19
YEAR 4
7™ Semester
Course Code Course Name Credits
EBB393 Special Education* 2

92




EBB491 Guidance 3
KD¥471 Materials Evaluation and Development in 3
ELT*
Second Foreign Language IlI* 2
K D ¥ Elective I* 2
AKT203 Principles of Ataturk and History of 2
Revolution |
KD¥475 School Experience 3
Total 16
8™ Semester
Course Code Course Name Credits
EBB478 Comparative Education* 2
EBB492 Turkish Educatio nal System and School 2
Management.
AKT204 Principles of Ataturk and History of 2
Revolution Il
KD¥472 Testing and Evaluation in ELT 3
KD ¥ Elective II* 2
||K D¥ Elective llI* 2
KD¥478 Teaching Practice 5
Total 18
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Appendix 2: The credit/hour ratios of the major components of ELT curriculum

(Ortakoyluoglu, 2004; @21)
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