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Anadolu Universitesi, Egitim Bilimleri Enstitiisii, Mart 2023
Danisman: Prof. Dr. Ilknur KECIK

Bu ¢alismada, Ingilizce derslerinde dgrencilerin dgrenmelerini desteklemekte giicliik
ceken O6gretmen adaylarina yol géstermek amaglanmaktadir. Bu baglamda ¢alismanin amaci
ogretmen adaylarinin ve okullardaki 6gretmenlerin baska ogretmenleri gozlemlemelerini
veya kendi 6grenme destegi yontemlerini fark etmelerini saglayacak ve simif ortaminda
kullanabilecekleri bir kontrol listesi gelistirmektir. Arastirma yontemi olarak en az ii¢ turda
yiiriitiilen Delphi Metodu uygulanmistir. Birinci tura 55 uzman katilmis ve Ingilizce 6grenen
ogrencilerini desteklemek i¢in neler yaptiklarini ve yapilmasi gerektigini listeler halinde
yazarak ac¢ik uclu bir anket doldurmuslardir. Veriler analiz edilerek kategorilere ayrilmistir.
Ikinci turda ise Ingilizce 6gretim alaninda iki uzmanin daha tespit edilen temalar hakkinda
yorum yapmalar1 istenmis ve yeniden kategorize edilmistir. Ayrica yeniden kategorize
edilen temalar gozlemlenebilir eylemlere doniistiiriilmiis ve kontrol listesinin tekrar
yorumlanmasi i¢in bagka bir uzmana verilmistir. Uzman gorlisii sonucunda ii¢ farkl
boliimden olusan bir kontrol listesi tasarlanmistir. Ugiincii turda, kontrol listesi farkli
kurumlardaki Ingilizce 6gretmenlerine ¢evrimigi olarak gdnderilmis ve kontrol listesindeki
maddelerin gézlenebilir ve kabul edilebilir olup olmadigini belirtmeleri istenmistir. Kontrol
listesinin son hali, gézlemlenebilir davranislar1 gosteren 52 maddelik iki boliim ve bes alt

basliktan olusmaktadir.

Anahtar sozciikler: Ogrenme destegi, Kontrol listesi, Tiim siif destegi
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ABSTRACT

DEVELOPMENT OF A CHECKLIST TO OBSERVE SCAFFOLDING IN EFL
CONTEXT: A DELPHI STUDY

Neslihan MUTLU EKMEKCI

Department of Foreign Language Education
English Language Teaching Program
Anadolu University, Graduate School of Educational Sciences, March 2023

Supervisor: Prof. Dr. Ilknur KECIK

In this study, the purpose is to provide a guide for the pre-service teachers who have
difficulties in supporting their students in EFL classes. The aim, therefore, is to develop a
checklist to be used in the classroom environment by pre-service teachers and in-service
teachers to observe other teachers’ scaffolding strategies or reflect on their own scaffolding.
The methodological approach to the study is the Delphi Method which is basically conducted
in at least three rounds. Fifty-five (55) experts, participated in the first round and responded
to an open-ended questionnaire in which they had to itemize what they do or what teachers
should do in their classes to support their students learning of English. The data was analyzed
and categorized by the researcher and a peer-debriefer. In the second round, two more
experts in the field of English language teaching were asked to comment on the themes
identified and a re-categorization was made. Furthermore, the re-categorized themes were
converted into observable actions. Once more the checklist was given to another expert to
comment on. In the third round, the checklist was sent to English teachers in different
institutions via online and were asked to state whether the items of the checklist were
observable and acceptable. According to the feedback from the teachers the checklist was
revised once more and the checklist was finalized. The final version of the checklist

consisted of two sections and five sub-titles with 52 items indicating observable behaviors.

Keywords: Scaffolding, Checklist, Whole-class scaffolding
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1. INTRODUCTION

(1) Inclass 5, I noted that she taught new vocabulary, but she just draws picture on the board
and say their meaning. She didn’t make repetition, checking understanding or guessing.

(2) Inclass 6, I noted that the lesson was reading lesson, and she didn’t make any lead in, didn’t
give any purpose to read and say just read it and then she said” do matching activity on the
book.’

(3) Inoted that she taught occupations and she asked them ‘which occupations do you know?’
And student said occupations and she wrote them on the board, and then said ‘Do the
activity on the book.” but students didn’t know what they would do and actually they didn’t

learn occupations.

The quotations above are written by various pre-service teachers in their observation
reports they were assigned to write during their practicum. These pre-service teachers were
assigned to observe their mentor teachers and write a report on how the teachers are teaching
their learners, whether they are effective or not. Most of the comments reflect some problems
on part of the mentor teachers. As in example (2), the pre-service teachers noticed that the
teacher did not try to activate background of the students while preparing the students to the
reading text, learners were not involved in the reading process. When we consider examples
(1) and (3) we see that the mentor teachers carry out teacher fronted lessons without much
involving the students in learning. In example (1) the teacher just gives the meaning and
does not check students’ understanding, let them repeat to make the learning of the words
permanent so that they can use the words in a different context independently. In example
(3), the teacher just asks the students the names of the occupations and makes a list on the
board, and without considering the students’ learning that is whether they know the meaning
of the occupations or not, she asks them to do an activity in the book. Similarly, when we,
as teacher trainers, observe the pre-service teachers, we notice that they also do not involve
the students in the learning process, check whether students have learned and support their
learning when students have problems. For example, pre-service teachers do not give the
students much opportunity to speak by asking lead-in and follow-up questions, make
learning easy by using visual support such as gestures and body-language or using simple
language. As given in the examples, they do not ‘engage learners in the classroom discourse,

encourage interactional adjustments between teacher and learners, promote opportunities for



self-expression and facilitate and encourage clarification by learners’ in Walsh’s terms
(2002, p.5). During feedback sessions on their performance pre-service teachers indicate that
they have problems in understanding students’ needs and interest and choosing suitable
strategies to create a more supportive learning environment. Whatever techniques and
strategies they use, they need to be sensitive to learner needs and give the necessary amount
of support in the right time like a mother helping her young child struggling to find the right
word at a given moment. This skill is known as scaffolding (Walsh, 2002).

Teachers’ role in the effective learning of students is very important and it is their duty
to mediate their learners’ achievement by scaffolding, such as applying suitable approaches
and methods, modelling, selecting suitable strategies, exposing them to real language use
and giving chances to more learning experiences. They should encourage the learners to be
sufficiently independent to learn by themselves and support them to learn, especially in the
classroom. The pre-service teachers as future teachers are also expected to lead their students
and give necessary support, that is they should scaffold students to help them achieve the
level of what the curriculum expects. So, it is not enough for the pre-service teachers just to
notice some problems related to student support/scaffolding while observing their mentors
but they also need to be aware of their own scaffolding actions during their teaching and to
work on the problems that occur.

As it is mentioned above, the observations of the pre-service teachers by their
supervisors and the reflections written by pre-service teachers during their practicum period
reveal that they face problems in scaffolding students. The pre-service teachers state that
they try to do everything they have learned in their methodology courses but still are not able
to transfer knowledge of language and skills to the students in state schools. For example,
when they give instructions, the students do not understand because pre-service teachers do
not know how to make the instruction clear to the students. They are not able to give enough
support to their students, that is they do not know how to scaffold their students’ learning.
So, it is necessary to insert the term scaffolding into curriculum and help pre-service teachers
understand what scaffolding is and what actions to take to scaffold their students. For this

purpose, it is thought that a checklist as an observation instrument with the actions indicating



scaffolding could, as an initial step, be helpful for the pre-service teachers to draw their

attention to those actions.

1.1. Background to the Study

In the past, teaching was considered to be effective if students were sitting quietly and
listening to the teacher, did all the necessary work. The teacher was in control of the students
and students were to adapt to the teacher’s environment. However, with the developments
in educational research there have been debates about how effective teachers are in using
their skills to accomplish the demands of the curriculum and the students. Students are no
more considered as passive listeners. Learning does not only take place cognitively but it
also happens in shared social practices. Interaction is the primary way of learning, more
specifically, there is an engagement with others such as other learners or teachers in activities
of the same interests which offer educational opportunities.

This broad shift in pedagogical thinking and practice from transmission of
information by teachers to learners, towards a student-centered pedagogy is based on the
ideas of constructivist theory which says learners construct knowledge rather than just
passively take in information. As people experience the world and reflect upon those
experiences, they build their own representations and incorporate new information into their
pre-existing knowledge. Teaching practice shifts from lectures and other transmittal modes,
to problem-based, collaborative and experiential designs for learning. Two major types of
constructivism are cognitive constructivism based on Piaget’s view and social
constructivism which is considered to be influenced by Vygotsky’s sociocultural theory. The
theory states that language and culture are the frameworks through which humans
experience, communicate, and understand reality. According to Vygotsky, language and
culture play essential roles both in human intellectual development and in how humans
perceive the world. Language is the most pervasive and powerful cultural artifact that
humans possess to mediate their connection to the world, to each other, and to themselves.

The knowledge about Sociocultural theory, makes it easier to understand the logic
behind scaffolding in education because the shared notion is social interaction. Walqui

(2006) summarizes the main tenets of Vygotsky’s learning theory as: learning precedes
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development which is based on the view that the learning will take place if the learners are
challenged with input above their actual cognitive level. The second tenet is that language
is the main vehicle of thought since private speech becomes inner speech which is a way of
thinking. Thirdly, he states that mediation, which is a tool used to accomplish some action,
is central to learning since activities mediated by tools are mediated by social interaction.
The fourth tenet which is social interaction is as much important as the notion of mediation.
Vygotsky’s concept of learning opposes with the idea of solitary work in the classroom since
for him all knowledge and ability occur in social interaction. The last tenet is the best-known
concept in Sociocultural Theory, that is the Zone of Proximal Development (ZPD). The
definition taken from Vygotsky (1978:86) is as follows:

It is the distance between the actual developmental level as determined by independent

problem solving and the level of potential development as determined through problem

solving under adult guidance or in collaboration with more capable peers.

In educational settings, Vygotsky’s ZPD is taken as a basis to the learning in
classrooms and can be paraphrased as the distance between a learner who is able to do an
activity or a task without any help or support at all, and a learner who cannot do the activity
or task without guidance and help from the teacher or peers who are more knowledgeable
and skilled (Read, 2006).

The role of the teacher in teaching English to students is to mediate the students to be
able to use the target language well by applying suitable approaches and methods, being a
good model and using appropriate teacher support strategies. If teachers use strategies to
support their students successfully, they will lead the students to more learning experiences
and students will be exposed to more English. These strategies to support students’
intellectual knowledge and skills and facilitate intentional learning are known as scaffolding
strategies (Balbay, 2018). Scaffolding is defined by Wood, et al. (1976: p. 90) as “the process
that enables a child or a novice to solve a problem, carry out a task or achieve a goal which
would be beyond his unassisted efforts”. Scaffolding especially important in language
classrooms, as negotiation of meaning and linguistic assistance are crucial to students’
language development (Kayi-Aydar, 2013).

The scaffolding metaphor is getting increasingly popular among educators. The initial

use of the scaffolding metaphor started in the late 1970s and 1980s with the empirical studies
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of adult-child interaction in the field of developmental psychology, in which adult assistance
played a great role in children’s development (Wood et al.,1976; Pacifici and Bearison,
1991). The analysis of teacher-student interactions started with Cazden (1979). In her study,
she made the link between Vygotsky’s ZPD and the scaffolding metaphor explicit by arguing
that adults scaffold children’s learning in any situation, be it adult-child or teacher-student
interaction. She also contributed that Vygotsky’s ZPD would provide an analytic link in
understanding the adult-child interactions. Other studies of classroom interactions linked to
the scaffolding metaphor began to appear in the mid-1980s (Applebee and Langer, 1983;
Palincsar, 1986; Buenner, 2013). Most of these studies focused on the conceptualization of
scaffolding, in that they observed teachers in the classroom and classified or defined the
scaffolded instruction.

Despite the many different definitions of scaffolding, Van de Pol et.al. (2010), in their
review article state that much remains unclear with regard to the effectiveness and use of
scaffolding in education and that a solid research and solid measurement instrument is
needed for this purpose. One way of determining the use of scaffolding strategies by teachers
is through an adequate observation instrument. Existing observation tools for language
teaching are not suitable because they do not focus on teaching strategies that scaffold
language learning in EFL context.

To fill in this gap and to compare and contrast teachers’ scaffolding functions (SFs)
and scaffolding strategies (SSs), Birjandi and Jazebi (2014) aimed at providing a tentative
model of a framework. They employed a top-down and bottom-up approach in that they first
compared and contrasted the classified functions and strategies in earlier researches to come
up with a tentative model. Then some re-specifications were made by three experts’ revision.
Later they conducted a structured interview in order to scrutinize the consistency between
the literature-based and the actual teacher practice of SFs and SSs in the classroom. The
result was a 55-items (scaffolding strategies) checklist classified into six scaffolding
functions.

Furthermore, Smit et al. (2017) concluded that existing observation tools for language
teaching are not satisfactory in measuring the effectiveness of teaching strategies to scaffold

EFL reading comprehension. Thus, they developed the instrument called ‘the English
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Reading Comprehension Observation Protocol’. By using the six scaffolding means as
identified by Van de Pol et al. (2010) (feedback, hints, instruction, explaining, modeling and
questioning), they collected a list of 71 items of possible teaching strategies from the L2
teaching literature. The clarity and comprehensibility of the items were measured through
the feedback of 99 observers on one lesson. They were asked to state whether the items were
“weak”, “weak rather than strong”, “strong rather than weak™ or “strong” using a four-point
Likert scale. As a result, the checklist was reduced to 45 items.

Smit’s study is limited to a specific area that is reading comprehension, whereas
Birjandi and Jazebi’s study covers a wider perspective covering six scaffolding functions as
linguistic, cognitive, metacognitive, social, cultural and affective/ emotive scaffolding. As
Birjandi and Jazebi (2014) state ‘the choice of scaffolding strategies largely depends on the
social context where one of the most determining factors is the learners’ ZPDs.” Depending
on the level of the learner, the choice of strategy may change or the learner attitudes formed,
like focusing on form rather than meaning may change the priorities. So, checklists formed
in different contexts could contribute to the development of a valid standard measurement
tool.

Therefore, the aim of this study is to develop an observation instrument namely a

scaffolding checklist to guide Turkish EFL in-service teachers and pre-service teachers in

scaffolding their students learning of English.

1.2. Statement of the Problem

The major reform in the Turkish primary and secondary education curriculum was
taken in 2005 and 2006. The new curricular was based on the constructivist approach to
foreign language classrooms as was the case for other lessons (MEB, 2005; MEB, 2006).
The aim for all the lessons was to develop high-level thinking skills of students such as
problem-solving skills, research enquiry skills, communication skills, creative thinking
skills, critical thinking skills, ability to use information technologies. This was done to
provide a more productive learning in a constructivist environment rather than transmitting

knowledge from teacher to student as it was done in the traditional learning environment.



This radical change from teacher-centered to student-centered classrooms led
researchers in Turkey to find out whether the new curricular was implemented effectively
by teachers. Bikmaz (2006) stated that there are misunderstandings by teachers of the new
concepts proposed to be implemented, because they did not get sufficient training. In order
to apply the new strategies in their classes effectively, they first need to understand the
conceptual background of the approach. In other words, they were not informed properly
about the whole process and concepts. The research conducted by PISA (The Programme
for International Student Assessment), which aims to identify whether students at the age of
fifteen acquired the necessary knowledge and skills to adapt themselves into the society,
reveals the fact that Turkey could not reach the expected outcome of the constructivist
curricular (OECD, 2016). This shows that they need to be trained in teaching strategies to
be effective teachers and to adapt into their new roles as teachers. The results of another
survey known as TALIS (teaching and Learning International Survey) reported that most of
the teachers although they felt competent in teaching could not involve their students
effectively in learning. Thus, teachers instead of adapting their teaching to the students’
needs, prefer to teach in the traditional way (OECD, 2019).

Pre-service teachers in the ELT department at Anadolu University get sufficient
methodology courses and are equipped with the necessary pedagogic knowledge. In the
course called ‘The Fundamentals of Teaching English’, for instance, pre-service teachers
encounter with the topics of classroom management, how to give effective instructions, how
to use transitions throughout the lessons, how to use visuals, such as realia, pictures, etc.
effectively, how to organize and use the board as an instructional tool, how to use videos as
technological devices. In the methodology courses, on the other hand, pre-service teachers
learn how to teach grammar, vocabulary and the skills (reading and listening as receptive
skills; speaking and writing as productive skills) respectively. The instructors in their courses
also focus on how to make the learning easy for students in the classrooms. For example,
while giving instructions, pre-service students learn that instructions should be simple and
clear to the students which is in fact a way of scaffolding learners to a new task. Simplifying
the instruction, giving the instruction in steps and paraphrasing if not understood or

providing an example are ways or means of scaffolding instruction.
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However, in practice, it is observed that the pre-service teachers have problems and
feel stressed in their teaching to EFL learners at practicum (Merg, 2010; Celik, 2008; Sali,
2008). They state that although they do everything to make learners learn, the learners are
not interested in what they do. However, are the pre-service teachers aware of their own
teaching? Do they use any scaffolding to support their students’ learning and let them feel
they are learning and achieving their goal? The researcher as a pre-service teacher supervisor
also came across with complaints in her feedback sessions with her prospective teachers.
Most of them complained that they asked a question to the students but did not get an answer
although students were able to do it. In some cases, student teachers had problems in giving
instruction to an activity. They thought that they had done everything that was necessary,
however, nearly all the students in their classes asked later on what they should do during
the activity.

The complaints above reveal that pre-service teachers, although they are equipped with
all teaching techniques and strategies, are not efficient in scaffolding the students. To clarify
the points that they have problems in, we need to develop a comprehensive set of behavior
list or actions that might occur in class so that an observation checklist could be developed

to check teachers’ actions in guiding the students.

1.3. Significance of the Study

Most of the research describing the scaffolding processes of teachers have dealt mainly
with one-to-one tutoring (Ewing McMahon, 2000) and scaffolding in other subject areas,
especially, Mathematics and Arts. The significance of scaffolding in a whole class setting
were also stated by several studies (Smit et al., 2013). They described experienced teachers’
scaffolding strategies and found the effectiveness of using scaffolding. In the field of
language teaching several studies confirmed that making use of these strategies helps and
assists learners in their improvement and success in language learning. Yet there is a need to
describe most of the strategies suggested in these studies in terms of observable behaviors in
order to understand what scaffolding is and to help in-service teachers and pre-service
teachers to identify and evaluate their teaching strengths and weaknesses in class. The

observation instrument will take the form of a checklist enabling teachers to use it for
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professional development purposes. Another reason why this study is of importance is that
there are limited number of studies investigating the scaffolding instructions of teachers in
Turkey. Although there is a study conducted by Birjandi and Jazebi (2014) to develop a
tentative model of a framework in the form of a checklist, there is no such checklist
developed in Turkey. This checklist outlines the actual perceptions and actions of English
teachers in Turkey about scaffolded instruction. Furthermore, what makes this study
distinctive from the other checklist development studies in the field of education is the
Delphi method used as a methodological approach which strengthens the credibility and
trustworthiness of the study.

As a consequence, the major outcome of the study will be that teacher education
programs such as Anadolu University English language Teaching will benefit a lot from such
an observation checklist which was developed by identifying the scaffolding instructions
that teachers use in practice. The teachers at schools and pre-service teachers can use it to
reflect upon their practices. Reflexive attitude of in-service teachers on their use of
scaffolding strategies will lead them to a high-quality teaching (Smets, 2017). Furthermore,
supervisors will be able to guide their pre-service teachers to the ways of being an effective

teacher.

1.4. Purpose of the Study

The purpose of the study is to develop an observation checklist for pre-service English
language teachers and English teachers at work. The checklist can help teachers in noticing
their own scaffolding actions through reflection on action, thus, it can serve as a guide for
the supervisors to raise preservice teachers’ awareness in scaffolding and help them develop

actions in improving their own scaffolding practices.



2. LITERATURE REVIEW

2.1. Introduction

In this chapter, after giving some information on theoretical background of the study,
the term ‘scaffolding” will be described. Following this section, studies conducted on
scaffolding will be introduced. The final section will focus on the implementation of

scaffolding in English language classes.

2.2. Theoretical Background

To improve the quality of their education system many countries have taken
Constructivism to the basis of their education programs. Constructivist conceptions of
learning have their historical roots in the work of Dewey (1929), Bruner (1961), Vygotsky
(1962), and Piaget (1980) (in Bada &Olusegun, 2015). Teachers cannot merely transmit
knowledge into students’ brains, because students need to construct knowledge on their own
in order to learn effectively. Constructivist theory of learning considers the learner to be
actively engaged in the process of acquiring knowledge (Bada and Olusegun, 2015). The
role of teacher is to be a facilitator coaching, mediating, prompting and supporting learners
learning. Knowledge is not memorizing information, but a dynamic view of the world which
learners explore and construct their own understanding. Learners construct knowledge by
building new information on the previous experiences. This is known as individual
constructivism in which the knowledge does not come from outside but instead learners
construct new knowledge from inside by reviewing their experiences and building on that
experience (Chang, et al. 2009). In other words, constructivists’ view on learning takes place
when learners create meaning by building upon previous experience. The learning process
is a learner-centered, hands-on process where learners are required to construct new ideas
and relate it with their existing knowledge (Schuh & Barab, 2008). Constructivists put
forward that the learner constructs knowledge rather than taking it in passively (Katz, 1996).

As one of the pioneers of the constructivist ideas Piaget focused more on cognitive and
relational features of development. Whereas Vygotsky was interested in mediational and

social features of development. This idea gave way to the next level of constructivism which
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1s known as social constructivism. The focus is on interaction in a social environment,
collaborating and building on previous knowledge to make new knowledge meaningful.
Although constructivism is known as a student-centered approach, one should not think that
teachers will be passive while teaching. On the contrary, their work is twofold in that they
have to organize a suitable learning environment by modelling learning strategies and
helping students to be independent learners (Bikmaz, 2006). Akpan et al. (2020) state that
teachers should use teaching methods that are learner centered, collaborative in nature and

teacher guided. This means that the teacher should;

- provide an environment that will increase group interactions,

- encourage collaboration rather than competition,

- Accept whether right or wrong all the opinions of students,

- Leading the students into knowledge construction by providing
resources and guidance,

- Encourage students to participate in group discussions freely and feel
secure when asking and answering questions,

- Ensure that weak and good students learn from each other,

- Provide support (scaffolding) where necessary (Akpan et al., 2020).

For the teachers, knowing about their roles is not enough. They should also know how
to implement a student centered, collaborative and teacher guided classrooms. According to
Vygotsky (1978), the person who teaches is not only a source of information or a person
who provides learners to understand new information, but also somebody who gives learners
support to think. Based on this view of Vygotsky, Wood et al. (1976) proposed the metaphor
of ‘scaffolding” emphasizing adult support or intervention in the child’s interaction with

his/her environment.

2.2.1. Vygotsky’s sociocultural theory

Vygotsky describes learning as a social process and human intelligence that depends
on society or culture. In Vygotskian perspective, on the other hand, knowledge is not
constructed individually, but it happens between two people of whom one is more capable
and provides collaboration and guidance. This will lead the learner from a lower level to a
higher level. Zhang et al. (2013) state that learning is the outcome of shared activity,

therefore, the traditional teacher-student relationship in a classroom should be changed into
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a collaborative relationship. In this sense, a knowledgeable member assists other members
who need help in learning and stops guidance gradually till the member who needs help can
act independently. As a result of this guidance, the learner becomes an effective member of
the community. To Vygotsky everything is learned first through interaction with others, then

the knowledge is integrated into the individual’s mental structure.

Every function in the child’s cultural development appears twice: first, on the social level, and
later, on the individual level; first, between people (interpsychological) and then inside the child
(intrapsychological). This applies equally to voluntary attention, to logical memory, and to the
formation of concepts. All the higher functions originate as actual relationships between

individuals. (Vygotsky, 1978, p.57)

Providing a supportive environment is the essence of sociocultural perspective to
learning. Learners to be successful in language learning need to switch their learning from
first dependent other-regulation to next independent self-regulation (Behroozizad et al.,
2014).

Mediation is the central construct of Sociocultural theory. In a literal sense, Walqui
(2006) describes mediation as “the tool to accomplish some action”. To illustrate she gives
the example of a farmer using a spade to till the soil. The spade mediates between the farmer
and the soil to get the best result. A child while learning uses various kinds of tools such as
cups, sticks, etc. that are given to the child in social interactions. From a sociocultural
perspective learning is also a mediated process through social interaction where language
plays an important role; language is the most powerful mediation tool.

According to Vygotsky (1978), children acquire conscious control and individuality
through three stages of interaction which is an important form of mediation and is known as
regulation (Lantolf et al., 2015). The stages are object regulation, other regulation and self-
regulation. Object regulation is a process when an individual is controlled directly by the
artifacts in the environment. Other regulation is a process in which an individual is regulated
by someone who is more knowledgeable such as an adult, peer or teacher in a social activity
they are in. The primary means of conducting other regulation is the dialogic speech which
enables people to carry out some tasks with linguistically mediated assistance from a parent,

teacher, or a more capable peer. The process of self-regulation which is a type of
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metacognition in human mental activity in which individuals gain more control over their

capacity to think and act.

2.3. Scaffolding

The metaphor of scaffolding has received a great deal of attention in educational
research over the past few decades. The term literally refers to a contractor constructing a
new building. Scaffolding is placed on the outside to access to the emerging structure that is
being created by a builder. The builder removes the scaffolding once the building is able to
support itself. It is the same way that teachers help students to develop new understandings,
new concepts, and new abilities. They provide temporary support as the builders do.
Teachers withdraw support when learners are ready to develop control over their abilities.
Teachers further help if there are new or extended tasks to do (Vacca, 2008).

Scaffolding is a metaphor that has been linked to the work of Soviet psychologist Lev
Vygotsky who argues that learning is a socially constructed process and that social
interaction plays an important role in cognitive development. Thus, when there is interactive
verbal support provided by an adult or more capable peer to a child to carry out a task that
they would be unable to do without help, the learning occurs within the child’s Zone of
Proximal Development (ZPD) (Figure 2.1.). ZPD is defined as the “distance between the
child's actual developmental level as determined by independent problem solving and the
higher level of potential development as determined through problem solving under adult
guidance and in collaboration with more capable peers” (Vygotsky, 1978, p. 86). Although
Vygotsky (1978) did not use the term ‘scaffolding’, helping the learner to bridge this gap
between the actual and the potential development depends on the support or scaffolding that
is provided.

Scaffolding was first introduced by Wood, Bruner and Ross (1976) without any
reference to Vygotsky. Scaffolding was defined as the provision of tutorial assistance by an
adult for a child for learning that is beyond the child’s capabilities. In this process learners
are given support until they can apply new skills and strategies independently. As they begin

to accomplish the task themselves, assistance and support is decreased gradually.
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Figure 2.1. Zone of Proximal Development (ZPD) (adapted from McGovern and Bray, 2012)

The aim here is to shift the responsibility for learning from the adult to the child
(Rosenshine and Meister, 1992). For example, a child learning how to use a playground slide
is likely to need assistance before trying it herself (Dixon, 1994, p. 51). The first thing the
adult might do is to carry the child up the steps and slide together with the child. Then the
adult would place the child on the lower portion of the slide which is a removal of some of
the scaffolding or support, and let her slide with little guidance. The adult then continues to
withdraw the scaffolding as the child demonstrates that he or she can slide longer distances
successfully without support.

There are three essential features of scaffolding that facilitate learning (Wood, D., &
Wood, H. 1996). The first feature is the interaction between the learner and the expert. In
order to have an effective interaction, it should be collaborative. The second, learning should
take place in the learner’s Zone of Proximal Development. To do that the expert needs to be
aware of the learner’s current level of knowledge and then work to a certain extent beyond
that level. The third feature of scaffolding is that the scaffold, the support and guidance
provided by the expert, is gradually removed as the learner becomes more proficient. The
support and guidance provided to learners facilitate internalization of the knowledge needed
to complete the task. This support is withdrawn gradually until the learner is independent
(Palincsar, A. S., 1986). The focus and context of the study conducted by Wood et al. (1976)

is mainly one-to-one tutoring of an adult supporting children learning. However, there was
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also a need to conceptualize the scaffolding in whole-class situations. The notion of
Instructional scaffolding was used by Applebee and Langer (1983) to describe necessary
features of classroom instruction. They also conclude that learning occurs gradually by
internalization of routines of procedures that are available for the learner in a social and
cultural context. In instructional scaffolding the language learner is assisted by a more
capable language user in a new task that the learners could otherwise not complete. The more
capable language user models the language task and by using leading or probing questions
tries to scaffold the learner to extend the knowledge that he or she already possesses. The
teacher’s aim is to support and encourage learners through collaboration rather than
evaluating the learner's answers. As the learners internalize the patterns, the scaffolding is
gradually reduced until the learner is able to function autonomously in that task. The features
described by Wood et al. (1996) and Applebee and Langer (1983) are presented in Figure
2.2.

Figure 2.2. FEssential features of Scaffolding

Instructional scaffolding also refers to the idea that specialized instructional supports
need to be in place in order to best facilitate learning when students are first introduced to a
new subject. These specialized instructional supports are the feaching strategies teachers
employ when engaged with learners “in a collaborative problem-solving activity with the
teacher providing demonstrations, support, guidance and input and gradually withdrawing

these as learners become increasingly independent.” (Richards and Schmidt, 2013, p. 507).
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2.4. Guideline for Scaffolded Instruction

Strategies teacher use in the classroom do not always imply the occurrence of
scaffolding. Hogan and Pressley (1997) summarized the literature to identify eight essential
elements of scaffolded instruction that teachers can use as general guidelines. The following
can be used as guidelines when implementing instructional scaffolding (adapted from Hogan
& Presley, 1997):

1. Pre-engagement with the learner and the curriculum (Larkin, 2001,2002): Choose
tasks that correspond to the aims of the curriculum, the learning objectives of the course, and
the needs of the students.

2. Establishing a shared goal: Allow students to participate in the creation of
instructional goals to enhance student motivation and commitment to learning.

3. Actively diagnosing the understandings and needs of the learners: To evaluate
students' progress, take into account their backgrounds and existing knowledge— material
that is too easy will quickly bore students and reduce motivation. However, material which
is too difficult can lower students’ interest levels.

4. Providing tailored assistance: As pupils proceed through a task, use a range of
assistance. (e.g., prompts, questions, hints, stories, models, visual scaffolding including
pointing, representational gestures, diagrams, and other methods of highlighting visual
information (Alibali and Nathan, 2007).

5. Maintaining pursuit of the goal: Encourage and praise students, as well as ask
questions and have them explain their progress, to keep them focused on the goal.

6. Giving feedback: Allows you to keep track of your students' development.

7. Controlling for frustration and risk: Create a friendly, safe, and supportive learning
environment that encourages students to take risks by allowing them to express themselves
without fear of negative consequences.

8. Assisting internalization, independence, and generalization to other contexts: As
students work on projects, assist them in becoming less reliant on instructional resources and

encourage them to practice the activity in a variety of contexts.

2.4.1. Intersubjectivity
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Successful scaffolding occurs when there is a shared understanding of the goal of the
activity with more knowledgeable other, whether a teacher, a better-informed peer, a
member of community, an expert or a parent. While sharing the goal mutual engagement
and rapport is provided. This increases the intersubjectivity between the learner and the more
knowledgeable other. There is encouragement and non-threatening participation (Walqui,
2006) which decreases learner frustration because the learner feels like he is not alone in

trying to accomplish the task. Putambekar and Hiibscher (2005) stated:
Intersubjectivity is attained when the adult and child collaboratively redefine the task so that
there is combined ownership of the task and the child shares an understanding of the goal that
he or she needs to accomplish. The adult or expert’s role is to ascertain that the learner is
invested in the task as well as to help sustain this motivation, making it worthwhile for the

learner to risk the next step. (p. 3)

Conflict in learning such as rejecting learning or other negative effects may arise if
there is no shared goal (Ahioglu, 2006). Intersubjectivity to be successful, both parties, the
learner and the more knowledgeable other, should be in collaboration and effective
communication sharing the same goal. The more knowledgeable other should determine the
learning environment, tasks, materials, and ways to achieve the target according to the
learners’ developmental level (Ahioglu, 2006). The participants interaction can be in learner-

adult or learner-peer form.

2.4.2. Contingency

Scaffolding is an interactive process in which the teacher and the student must
participate in the process actively. While interacting, the teacher’s support must be adapted
to the current level of the student’s performance. This is the major characteristic of
scaffolding which is known as contingency (Wood et al., 1976). The teacher is expected to
act contingently while supporting in one way or another a student or a group of students (van
de Pol et al., 2010). The contingent support to be effective, the teacher must first determine
the student’s level of competence using diagnostic strategies which is considered as the first
phase of scaffolding. Without the knowledge of students’ current levels and needs the
support will not be contingent. To evaluate students' progress, the teacher needs to take into
account students’ backgrounds and existing knowledge. For example, material that is too
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easy will quickly bore students and reduce motivation. However, material which is too
difficult can lower students’ interest levels. The importance of diagnosis has been reported
by many researchers and they were referred to as: dynamic assessment (Belland, 2017),
formative assessment or monitoring and checking students’ understanding. One way of
diagnosing students’ needs is questioning which is a means emphasized by van de Pol et al.
(2010) and is always available to teachers in the classroom. Questioning not only allows
teachers to determine the level of the students, but it also directs the learner. Questions keep
the flow of the interaction constant because there is always an answer. In this way learners
can achieve their instructional goals and teachers can easily understand the learner’s

frustration.

2.4.3. Giving feedback

In sociocultural approach, learners accomplish tasks through scaffolding which is a
collaborative process through which a teacher supports or guides the less proficient learner.
Rather than providing correct answers to learner’s linguistic mistakes, the teacher can assist
learners in solving their problems through collaborative scaffolding which can be
conceptualized as feedback. The difference between conventional types of feedback and
scaffolded feedback is that it is connected to learners’ needs, in other words, to a learner’s
zone of proximal development (ZPD); the difference between the learner’s actual level of
development, and the potential level of development with the collaborative performance.
Three features were identified by Aljaafreh and Lantolf (1994, cited in Rassaei, 2014, p.
421) identified three features of corrective feedback: ‘First, assistance should be graduated,
with no more help than is needed. Second, assistance should be contingent, that is, it should
be removed when the learner shows the capacity to function independently. Finally,
assistance should be dialogic, with both learners and teachers collaborating to solve the
problem. The feedback to become scaffolded, first the learners should be drawn on their
interlanguage knowledge to revise their incorrect answer, and if the attempt is unsuccessful,
the teacher increases the level of scaffolding by providing continuously more explicit

feedback.

18



2.4.4. Transfer of responsibility

A third characteristic is the transfer of responsibility. The teacher transfers
responsibility for the performance gradually by contingent fading which is the gradual
withdrawal of the scaffolding. Fading of the teacher occurs the level of support is decreased
over time. Van de Pol et al. (2010) interprets responsibility as the cognitive or metacognitive
activities of students or the students’ affect. The transfer of responsibility takes place when
a student takes increasing learner control and can do the task without the support of the

teacher.

2.5. Features of Scaffolding

Two important scaffolding classifications were a starting point for a framework of
scaffolding. These were classified by Wood et al. (1976) and Tharp and Gallimore (1988).
Wood et al. (1976) defined scaffolding as an “adult controlling those elements of the task
that are initially beyond the learner's capacity, thus permitting him to concentrate upon and
complete only those elements that are within his range of competence.” They identified six
features of effective scaffolding that can be used by the more knowledgeable other to help
the less knowledgeable learner complete a task. These six features of scaffolding are:
recruitment, reduction of degrees of freedom, direction maintenance, marking critical
features, frustration control and demonstration. Tharp and Gallimore (1988), on the other
hand, speak of six means of “assisting performance”: modeling, contingency management,
feeding back, instructing, questioning, cognitive structuring. Based on Tharp and Gallimore
and Wood et al. (1976), some researchers indicated the value of a further distinction in
scaffolding strategies; these were the distinction between tools and means for scaffolding.
Van de Pol et al. (2010) created a framework for analysis of scaffolding strategies with five
scaffolding intentions and six scaffolding means. Their framework distinguishes scaffolding
goals or intentions and scaffolding tools or means. Intentions for scaffolding focus on what
aspect of learning is scaffolded (metacognitive, cognitive or affective processes), scaffolding
means, on the other hand, focus on how scaffolding takes place. The five scaffolding
intentions are; 1) Direction Maintenance (keeping the learning on target); 2) Cognitive
Structuring (the teacher provides “explanatory and belief structures that organize and justify”
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(Tharp and Gallimore 1988, p. 63); 3) Reduction of the degrees of freedom (simplifying the
parts of a task that the student is not able to carry out; 4) Recruitment (getting students
interested in a task and helping them in fulfilling the requirements of the task); 5)
Contingency management/frustration control (keeping students motivated with a system of
rewards and punishments). Direction Maintenance focuses on the metacognitive activities of
students, whereas cognitive structuring and reduction of the degrees of freedom focus on the
cognitive activities of students. Recruitment and contingency management/frustration
control are concerned with learner affect.

Six scaffolding means are further distinguished to support the different scaffolding
intentions. (1) Feeding back involves the provision of information regarding the student’s
performance to the student him/herself. (2) The giving of hints entails the provision of clues
or suggestions by the teacher to help the student go forward. (3) Instructing involves the
teacher telling the students what to do or explanation of how something must be done and
why. (4) Explaining refers to the provision of more detailed information or clarification by
the teacher. (5) Modeling (i.e., Wood et al.’s (1976) demonstration category) is “the process
of offering behavior for imitation” (Tharp and Gallimore 1988, p. 47). This can include the
demonstration of particular skills. Finally, (6) questioning involves asking students questions
that require an active linguistic and cognitive answer. Van de Pol et al. (2010) state in their
review of article that a combination of intentions and means of scaffolding can be regarded
as a scaffolding strategy and that there are many scaffolding strategies introduced in the
reviewed articles.

With specific regard to language learning, another identification came from Leo Van
Lier (1996, p.196) who has formulated six principles of scaffolding: 1. Contextual support -
a safe but challenging environment: errors are expected and accepted as part of the learning
process; 2. Continuity - repeated occurrences over time of a complex of actions, keeping a
balance between routine and variation; 3. Intersubjectivity - mutual engagement and support:
two minds thinking as one; 4. Flow — communication between participants is not forced, but
flow in a natural way; 5. Contingency — the scaffolded assistance depends on learners’
reactions: elements can be added, changed, deleted, repeated, etc.; 6. Handover — the ZPD

closes when learner is ready to undertake similar tasks without help. In contrast to Wood et
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al. (1976) description of scaffolding which highlights how scaffolding is provided, van Lier
(1996) highlights what scaffolding looks like (Buenner, 2013).

Roehler and Cantlon (1997, cited in Bikmaz et al. 2010) identified five different
scaffolding strategies used by teachers to help students gain conceptual understanding. Two
social constructivist classrooms were observed and analyses of lesson transcripts, including
English as a second language, showed that five different types of scaffolding were commonly
used: offering explanation; inviting student participation; verifying and clarifying student
understanding; modeling of desired behaviors and inviting students to contribute clues.

McKenzie (2000) suggests that there are eight characteristics of scaffolding
instruction. In order to engage in scaffolding effectively, teachers: 1. Provide clear direction
and reduce students’ confusion; 2. Clarify purpose of the lesson and activities; 3. Keep
students on task so that they can make choices about how to proceed with the learning
process; 4. Offer assessment to clarify expectations using exemplars, rubrics; 5. Point
students to worthy sources to decrease confusion, frustration, and wasted time; 6. Reduce
uncertainty, surprise, and disappointment by testing or evaluating the lesson or activity
completely before implementation; 7. Deliver the lesson efficiently without wasting time; 8.
Create momentum so that learners want to learn more and increase their knowledge and
understanding.

In her research on specific types of scaffolding in classrooms with second language
learners, Walqui (2006) developed a model which was designed considering the structure
and process of scaffolding. The model consisted of six main types of instructional
scaffolding: The first one is ‘Modelling’ of examples which are requested from students to
reproduce. The examples of modelling can be teachers demonstrating the activity, examples
of student work and appropriate language use for the activity. The second type of
instructional scaffolding is ‘Bridging’ which entails activating students’ background
knowledge to make a connection with the new information. Another way of bridging can be
indicating how the new information can be relevant to student’s life by making a personal
link between the student and the topic. Asking students about their experiences to relate it to
the new topic is another aspect of bridging. Furthermore, to make the language engaging for

learners, teachers should ‘contextualize’ the subject by the use of visuals such as pictures,
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realia, videos and verbal clues. ‘Schema building’ is another factor that contributes to
effective scaffolding. By activating students’ general knowledge about the topic, the teacher
aims at preparing the students’ schema to the upcoming content which will ease the
understanding of the new content. ‘Re-presenting text’ in another genre is an engaging
activity for students to use the new language productively. There are different ways to re-
present a text: poems can be transformed into narratives, journalistic articles into role-plays,
historical narratives into eyewitness accounts, etc. The development of metacognition is the
last aspect in Walqui’s (2006) model since the main aim of scaffolding instruction is to make
the students ‘learners who can manage their own learning’. An overview of the features of

scaffolding are presented in Table 2.1.

Table 2.1. An overview of the scaffolding features in literature

Research Scaffolding classifications  Scaffolding intentions and Means

Tharp and Gallimore Six means of “assisting 1.Modeling,

(1988) performance” 2. Contingency management,
. Feeding back,

. Instructing,

. Questioning,

. Cognitive structuring.

. Recruitment,

. Reduction of degrees of freedom,
. Direction maintenance,

. Marking critical features,

. Frustration control

. Demonstration

. Contextual support

. Continuity

. Intersubjectivity

. Flow

. Contingency

. Handover

Wood, Bruner, Ross Six features of scaffolding
(1996)

Leo Van Lier (1996) Six principles of scaffolding

AN B WD~ WD~ WKW

Walqui (2006) Model of scaffolding
structure and processes

1. Modeling
2. Bridging
3. Contextualizing
4. Schema building
5. Re-presenting text
6. Developing metacognition
Roehler and Cantlon Five different scaffolding 1
(1997, cited in Bikmaz strategies 2
et al. 2010) 3
4
5

. Offering explanation;

. Inviting student participation;

. Verifying and clarifying student understanding;
. Modeling of desired behaviors

. Inviting students to contribute clues.
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Table 2.1. (Continued) An overview of the scaffolding features in literature

Van de Pol et al. (2010) Framework for analysis of Scaffolding Intentions
scaffolding strategies. 1. Direction Maintenance

2. Cognitive Structuring
3. Reduction of the degrees of freedom
4. Recruitment
5. Contingency management/ frustration control
Scaffolding means
1. Feeding back
2. Giving of hints
3. Instructing
4. Explaining
5. Modeling
6. Questioning

2.6. Characteristics of Scaffolding

The research conducted by Smit et al (2013) is an example of an empirical study
consisting of three teaching experiments. They also proposed three characteristics of
scaffolding that can be applicable in whole-class settings. The characteristic of scaffolding
is diagnosis which implies that in order to be a successful scaffolder the actual
developmental level of learners should be diagnosed. The second characteristic is
responsiveness (also known as contingency) which is the adaptation of scaffolding during
the teaching process. The third characteristic which is handover to independence is
considered as the main goal of the scaffolding process. This is the time when the teacher’s
support starts to fade and the responsibility is handed over to the learner. In their study, Smit
et al. (2013) discuss that diagnosing the process can take place in the classroom during the
interaction of teacher and students, but that an explicit diagnosis is necessary and can be
done during the lessons by checking students’ written work to take notes on their language
development. Responsiveness is seen in class situations when the teacher adapts his or her
utterances the students’ spoken and written utterances in order to develop their language use.
Responsiveness can also be seen when the teacher addresses the language-related mistakes
during the diagnosis in the following lessons. Handover comes after diagnosis and
responsiveness with the gradual handover to independence by designing activities of which
specific parts are left blank and students discuss to find the missing word. The missing parts
are gradually increased and finally students are asked to verbalize or write texts

independently. They conclude that whole-class scaffolding has three features: it is layered
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in that all characteristics can be seen in class or during the lessons; it is distributed in that
the characteristics operated in a scattered way; and it is cumulative which implies that
handing over to independence does not occur in one lesson but can occur after repeated

diagnosis and responsiveness.

2.7. Previous Studies

Using gestures have been examined in literature but not in the form of scaffolding. The
study by Alibali and Nathan (2007) suggest that teachers using gestures where appropriate
scaffold their students’ comprehension of instructional language. This way they foster
students’ learning of the lesson content. The purpose of the study was to examine one
teacher’s use of gestures in classroom communication. The researchers were expecting the
teacher to use more gestures 1) when introducing new material, 2) when talking about
aspects of the lesson content that are more complex, and 3) when responding to students’
questions and comments. Data was collected through video recordings of 6th grade
mathematics lesson. The video was transcribed and analyzed for meaningful idea units. The
results indicate that using gestures scaffold learner’s comprehension of instructional
language. Gesture was used most frequently for new material, for referents that were highly
abstract, and in response to students’ questions and comments as predicted.

Yaqubi and Mozaffari (2011) examined qualitatively how EFL teacher questions can
scaffold the learning process of EFL students drawing on conversation analysis within a
sociocultural perspective. Their aim was to analyze the questions in interactions with their
students and to examine the relationship between teacher scaffolding and student
involvement. The participants of the study were seven EFL intermediate-level teachers from
private schools in Iran with their 54 students. The question-answer sequences were video
recorded and transcribed later on. Using a conversation analysis framework, they looked for
question-answer sequences in which teachers tried to involve their students by scaffolding.
The findings revealed that teachers vary in their structuring of unfolding question-answer
sequences and that only a small number of teacher questions tended to provide learning
opportunities. Four question types were identified: simplifying questions, marking

questions, prompting questions and asking for agreement questions.
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In their study, Van de Pol et.al. (2012) argue that the interactive nature of scaffolding
is difficult to measure in classroom situations and that no such instrument had been
developed. Thus, their aim is to present two different instruments for analyzing how teachers
scaffold their students in small-group interactions. To do so they emphasize the importance
of contingency among the three main features of scaffolding: 1) contingency, 2) fading, and
3) transfer of responsibility. Fading and transfer of responsibility is only possible if they are
performed in a contingent way. Contingent tutoring adopted by Wood, Wood, and Middleton
(1978) has two basic rules. When there is a failure by the student, the teacher increases
control; when the student succeeds, the teacher decreases the control. These rules were called
the contingent shift principle and the interaction to be contingent had to be in a three-
sequence turn of teacher turn, student turn and teacher turn. If the teacher reacts in an
adaptive way in response to the student’s understanding, contingency occurs. This adaptation
is the way the teacher gathers information about the student’s understanding to decide on
whether to increase or decrease the level of control. The study is based on two frameworks:
the model of contingent teaching (qualitative) and the contingent shift framework
(quantitative). The model of contingent teaching has 4 steps: (1) applying diagnostic
strategies (discovering a student’s actual understanding); (2) checking one’s diagnosis with
the student (summarizing what the student said and asking whether this is correct to create
common understanding or intersubjectivity); (3) applying intervention strategies (the actual
support, adapted to the information gathered in steps 1 and 2); and (4) checking a student’s
understanding (verifying whether the student learned something). The teacher to be
contingent has to focus on these steps but the student’s response is the crucial point to
determine what the next step will be. Thus, the interactive nature of scaffolding is not
neglected in the model. The intention of contingent shift framework is to analyze the
interaction between two people.

A study by Durmaz (2013) aimed at finding out whether scaffolding instruction has an
impact on 6% grade students’ writing development. The students were asked to write
summaries of stories and received teacher scaffolding and peer checking on their writing.
The purpose was to investigate whether scaffolding helped them to score better on writing

summaries or not. The data was collected through qualitative and quantitative methods. To
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obtain quantitative data pre-tests and post-tests were given on their writing performances.
The qualitative data was gathered through interviews made at the end of the study. As a
result, students improved in writing summaries after getting scaffolding by the teacher.

The goals of most of the studies in literature is to explore, describe and identify types
of scaffolding. The study conducted lately in 2018 by van Driel et al., on the other hand,
examined how a teacher, a native speaker of Dutch, trained in scaffolding strategies selected
for the study support her 9-11-year-old students’ use of scientific language in inquiry-based
science lessons and identified the challenges the teacher came across. To collect the data
instructional meetings were held to introduce the pedagogy of inquiry-based learning; the
role of scientific language during inquiry-based science lessons and the concept of
scaffolding and scaffolding strategies. Pre-lesson and post-lesson interviews were conducted
and they asked the teacher to write a reflective report. The findings showed that teachers can
be trained in using scaffolding strategies to stimulate scientific language development. It was
noted that one strategy “reformulating pupils’ utterances” was used less than the others
because of the pedagogical content knowledge of the teacher.

The study by Mahan (2022) investigating the scaffolding strategies of teachers who
support their students learning English in content and language integrated learning (CLIL)
classrooms focuses on the interactional scaffolding practices of second language learner
(SLL) teachers. A framework consisting of comprehension strategies and task-solving
strategies has been suggested based on the literature from ELL and CLIL context. The first
comprehension strategy which helps learners understand the new material is ‘drawing on
previous knowledge’. It is the most important element in learning new information since
learners will link known knowledge to unknown knowledge. The second strategy is the
‘supportive materials’, such as using visual aids, body language, graphic organizers, real
objects etc. to help learners understand language in context. The third comprehension
strategy is the support of ‘academic language development’, in this case the development of
content terminology in content lessons. When scaffolding of the target academic language
is done explicitly by the teacher, learners learn vocabulary more efficiently. Task-solving
strategies are ‘use of discourse’ and ‘metacognition’. The aim of these strategies is to help

learners complete a learning activity effectively. The use of ‘discourse’ including revoicing,
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repetition, and elaboration can be a supportive tool to complete a task. The last task-solving
strategy is metacognition, or ‘learning to learn’. Teachers’ aim is to make the learners aware
of their own learning by showing them (modelling) how to solve a task. Using this
framework, Mahan (2022) analyzed 12 video-recorded lessons in 1 CLIL classroom. The
results indicate that CLIL teachers used more comprehension strategies such as making
connections to prior knowledge, providing supportive materials and supporting with

academic language, but did not use task-solving strategies much.

2.8. Related Studies

Smit et al. (2017) concluded that existing observation tools for language teaching are
not satisfactory in measuring the effectiveness of teaching strategies to scaffold EFL reading
comprehension. Therefore, they developed the instrument called ‘the English Reading
Comprehension Observation Protocol’. By using the six scaffolding means as identified by
Van de Pol et al. (2010) (feedback, hints, instruction, explaining, modeling and questioning),
they collected a list of 71 items of possible teaching strategies from the L2 teaching literature.
The clarity and comprehensibility of the items were measured through the feedback of 99
observers on one lesson. They were asked to state whether the items were “weak”, “weak
rather than strong”, “strong rather than weak™ or “strong” using a four-point Likert scale. As
a result, the checklist was reduced to 45 items because of several reasons: 1) the intention
was not clear, observers were to make inferences, 2) items could not be observed, 3) teacher-
student interactions that take a long time could not be scored on the rating scale, 4) some of
the observation points were merged to make it more transparent. Finally, to have a reliable
instrument, five observers scored a set of 20 lessons. They conclude that with this
observation list teachers can make their lessons more student-centered and learn how to
scaffold their students to be skilled readers.

To fill the gap of measuring scaffolding strategies of teachers in the classroom Birjandi
and Jazebi (2014) aimed at providing a tentative model of a framework. They intended to
compare and contrast teachers’ scaffolding functions (SFs) and scaffolding strategies (SSs).
They employed a top-down and bottom-up approach in that they first compared and

contrasted the classified functions and strategies in earlier research to come up with a
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tentative model. Then some re-specifications were made by three experts’ revision. Later
they conducted a structured interview in order to scrutinize the consistency between the
literature-based and the actual teacher practice of SFs and SSs in the classroom. The result
was a 55-items (scaffolding strategies) checklist classified into six scaffolding functions:

1. Linguistic scaffolding (9 items): The simplification of instructional language via various means

such as form-based descriptions, feedback provision and Consciousness Raising (CR).

2. Cognitive scaffolding (20 items): The enhancement of comprehension via 1) conceptual
scaffolding (i.e. supportive frameworks for meaning such as charts), and 2) Procedural

scaffolding (i.e. supportive framework for learning procedures).

3. Metacognitive scaffolding (11 items): The improvement of the structure and regulation of
cognitive processes, the co-construction of knowledge, and the monitoring and control of

learning processes.
4. Social scaffolding (8 items): The employment of social interaction (e.g., group work).

5. Cultural scaffolding (2 items): The employment of culturally and historically familiar artifacts,

tools and informational sources.

6. Affective/Emotive scaffolding (4 items): The provision of emotional support via encouragement

and approval.

The tentative framework was then used in a structured interview with teachers to
examine the relation between the literature-based scaffolding functions and strategies and
the actual practices of teachers. Finally, it was used to observe 90 hours of video-recorded
lessons to find whether there was relationship between teachers scaffolding practices and
their qualifications, negotiation type and high-support and low-support scaffolding.

The aim of studies by Smit et al. (2017) and Birjandi and Jazebi (2014) was to develop
a reliable framework (checklist). Both searched the literature to come up with a list of
scaffolding strategies. The clarity and comprehensibility of the items in the reading
observation tool was measured by 99 participants, and the tentative framework was
measured by three experts and an interview was held to compare scaffolding practices of
teachers and the items in the framework. Both studies concluded their study with teachers

observing video-recorded lessons.
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3. METHODOLOGY

This chapter presents the methodology for this study in four parts. The first part
introduces the methodological approach of the study (the Delphi Method), the second part
comprises of a description of the research design including the participants, the third part

outlines the data collection and the fourth part will consist of the data analysis.

3.1. Methodological Approach

In this study, the Delphi Method was used to identify the strategies teachers use to
scaffold their students in English Language classrooms. The aim of Delphi method is to
produce a detailed examination and has been used in educational settings to form guidelines,
standards, and to predict trends (Green, 2014). There has always been a debate about the
nature of the Delphi Method. Considering the characteristics of the method, some researchers
propose that it is a qualitative method because data is derived from subjective judgements
and opinions of experts and their responses are coded through content analysis. Others state
that it is quantitative because it focuses on statistical consensus in the ensuing rounds because
participants rank the statements in a Likert-type questionnaire by level of agreement
(Fletcher and Childon, 2014, p. 2), and some others argue that it has a mixed method design
(Skulmoski et al., 2007). Sekayi and Kennedy (2017), after reviewing the literature of the
traditional Delphi method, proposed a fully qualitative modification of the Delphi approach
which she called the Qualitative Delphi. Sekayi and Kennedy suggested that this version can
be used to gather expert perspectives for a broader purpose. This study will follow the
qualitative version (Sekayi and Kennedy, 2017) of Delphi to gather expert perspectives to
form a checklist. In the following part information on classical and qualitative Delphi will

be given.

3.2. The Delphi Method

Delphi method was first used in technology forecasting studies initiated by the RAND
(Research and Development) Corporation for the American military in 1944 (Hanafin,2004).
The Delphi technique was first defined by Dalkey and Helmer (1963) as "a method used to

obtain the most reliable consensus of opinion of a group of experts by a series of intensive
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questionnaires interspersed with controlled feedback" (p. 458). In other words, consensus is
gained through a series of rounds, usually two or three, where information is gained through
questionnaires and results are fed back to Delphi respondents between each round.

The term originates from Greek mythology, and was named after the Ancient Greek
oracle in Delphi, who could predict the future. Delphi, therefore, has been used in many
fields to forecast developments or to reach to a consensus about complex situations. This
group communication technique starts with the identification of a group of experts in the
field. These experts are sometimes from different but related fields or the same field. They
have a unique background knowledge base that needs to be brought together. A variety of
participants from researchers to practitioners in the field may be called as experts. The
selection of experts is very important because of the validity of the results. This study focuses
on experts from the same field.

There are different types of Delphi studies that have been identified in the literature.
Three of them are classical, policy and decision Delphi. There are also combinations or
modifications of the different types of Delphi techniques. A modified version of Delphi
called as Qualitative Delphi Method was suggested by Sekayi and Kennedy (2017).

The process in Classical Delphi technique is basically conducted in three rounds. The
participants have expertise and are asked to give their opinions on specific issues to arrive at
stability in responses (Hanafin, 2004). The first round is unstructured since the experts write
answers to open-ended questions, which are later on listed and formalized. The second round
consists of a questionnaire developed from the initial responses. The experts are asked to
express their levels of agreement to each of the points raised in the first round on a 5- or 7-
point Likert-type scale. In the third round the highest rated responses are fed back to the
experts and are asked to indicate their level of agreement with the panel ratings, which
indicates the strongest degree of consensus.

In policy Delphi, the aim is not to reach stability in responses among the experts. The
aim is to generate alternative policies in the form of structured dialogues in public meetings
(Hanafin, 2004). In these meetings, it is important to generate as many divergent ideas as
possible rather than reaching a consensus. The decision Delphi, on the other hand aims at

making decisions on social developments. The participants are a group of decision-makers
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who are involved in the problem rather than a small number of persons. Hanafin (2004)
defines it as ‘quasi-anonymity’ in which the people participating are known by their names
by every participant but the questionnaire responses are anonymous.

The classical Delphi has four key features (Rowe, Wright, 1999); anonymity, iteration,
controlled feedback, and the statistical aggregation of a group response. The respondents are
anonymous in that they can express their opinions and judgments privately without a social
pressure. Iteration of the questionnaire over a number of rounds gives the respondents a
chance to reconsider their ratings without the interference of the others in the group (Nworie,
2011). Controlled feedback is provided throughout the iteration of questionnaires by
informing the respondents of the opinions of their anonymous group members. The group
responses are often statistically aggregated, usually as means and median value (Rowe;
Wright, 1999).

The classical Delphi method is described as having a qualitative, quantitative and
mixed-methods approach. Sekayi and Kennedy (2017), in her article proposes a modified
Delphi method which is pure qualitative in nature. She argues that the narrative data loses
some value when the data is treated qualitatively in the following rounds. Thus, instead of
presenting quantitative results on qualitative results, it is better to get narrative feedback on
narrative statements. This modified Delphi can be used by researchers who aim to do a
qualitative research in which group-based data can answer their research question.

This study adopted the approach of Qualitative Delphi by Sekayi and Kennedy (2017),
since the aim of this study is to convene expert perspectives on teachers scaffolding strategies

and to develop a checklist.

3.3. Participants

The most important step of the Delphi method is the selection of participants taking
part in the study since the choice of the appropriate experts maximizes the quality of the
responses and increases the reliability of the study (Powell, 2003; Nworie, 2011). The
selection of the Delphi participants depends on the areas of expertise required by the specific

topic because the aim of Delphi is to elicit expert opinions over a period of time. Although
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there is no exact criterion listed for selecting the appropriate Delphi participants, individuals

are invited to participate in the Delphi study if they:

1. Have related backgrounds and experiences in the field of concern,

2. are willing to contribute to the study with their helpful thoughts,

3. have enough time to participate,

4. are also ready to review their previous contributions to reach a consensus

(Skulmoski et al., 2007).

In this study, therefore, purposeful sampling is used since this leads to a better
understanding of the incident under investigation (Creswell 2012: p.206). The criteria in
purposeful sampling for selecting participants is that they should be ‘information rich’ and
they are selected intentionally to learn and understand the issue. Among the several forms
of purposeful sampling strategies “maximal variation sampling” is preferred in this study
since the aim of this kind of sampling requires the researcher to choose participants that
share the same characteristic but differ on the dimensions of that characteristic (Creswell,
2012: p.207). In this study, the primary focus is on the scaffolding behaviors of teachers
teaching English in different settings, such as primary- secondary- high schools, English
teaching departments and preparatory schools.

The number of participants is another issue to consider, however, there is no single
opinion regarding the number of participants in Delphi studies. The size of the participants
may depend on the topic covered, the nature of different viewpoints and the time available
(Van Zolingen et al. 2003). Nworie (2011) recommends starting with a large group of
participants which can be advantageous because it is difficult to know how many of the
participants will be willing to continue to participate till it is completed. Skulmoski et al.
(2007) state that the size depends on whether it is a heterogeneous or homogenous sample.
In homogenous groups, for example, smaller sample of between 10 to 15 participants would
be sufficient to get meaningful results. They also add that when the sample size increases,
there will be an increase in decision quality.

Another issue and the primary characteristics of the Delphi is the anonymous responses
of participants, in other words subject anonymity (Hsu et al., 2007). The advantage of subject
anonymity is to ‘minimize the biasing effects of dominant individuals, of irrelevant

communication, and of group pressure toward conformity’ (Dalkey, 1969, p. v summary).
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3.3.1. Participants of the first round

The participants of this Delphi study are experts in the area in which the researcher is
interested (Khatib, 2014). The experts in the field of English language teaching volunteered
to participate in the study by accepting to answer the open-ended questionnaire. The
anonymity of the participants in a Delphi study is considered important because they can
express their ideas privately without being under pressure.

To generate a wide range of scaffolding strategies, the first round of data gathering
required a heterogeneous group of teachers who are experts in the same field but from
different EFL institutions. The criteria for the inclusion of the experts are being a teacher
trainer in English Language Teaching Departments at universities, an instructor at
Preparation Schools of universities and English teachers at Primary-, Secondary-, High
Schools. Professors in universities in the field of English language teaching were regarded
as teacher trainers since they were all equipped with the necessary methodological
knowledge and teacher education processes. Also, the doctorate students especially the ones
at Anadolu University were chosen because they had observed different methodology
courses of professors and also were involved in teacher training processes. The participants
regarded as teachers were chosen from primary-, secondary- and high-schools. Primary
school teachers in Turkey teach English to 2", 3 and 4™ grade students and secondary
school teachers teach 5% 6%, 7% and 8™ grade students. High-school teachers teach
9t 10™,11%, and 12" grade students. The curriculum they are implementing is based on the
constructivist approach and are required to conduct student-centered classes in which
students construct their own learning through experience. Instructors in Preparation Schools
of universities were also regarded as teachers since they were teaching English to different
levels of students at universities (Figure 3.1).

As a result, a group of 55 volunteer teachers (experts) from different EFL institutes
and a variety of demographic backgrounds volunteered to contribute. The experts were
mainly females (69,1%) (Figure 3.2). About half of the experts had PhD degrees or were
PhD students (45,5%), 30,9% of them had MA degrees or were still MA students, and 23,6%
of the experts had Bachelor’s degrees (Figure 3.3) The experts were teacher trainers in

English Language Teaching Departments at universities (n=24), instructors who are teacher
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Participants
(Experts)

English Language Teaching
Department Teacher

Trainers
Primary-school
Professors teachers
Secondary-
Re§earch school teachers
Assisstants
High-school
teachers

Figure 3.1. Participants in the first round

trainers at Preparation Schools of universities (n=3), instructors at Preparation Schools of
universities (n=7) and English teachers at Primary- (n=3), Secondary- (n=12), High- (n=4)

and Private Schools (n=1). Their age ranged between 20-50 and experience between 1 to

In-service Teachers Prep-school Instructors

Teacher trainers

Instructors

more than 21 years (Figure 3.4) The demographic data is presented in Table 3.1.

Table 3.1. Demographic Data of Participants in the first round of Delphi

Experts n
(55)
Gender Female 38
Male 17
Educational Background Bachelor’s Degree 13
Master’s Degree Student 11

Master’s Degree 6
PhD Student 15
PhD 10

Institution Primary School 3
Secondary School 12

High School 4

Private School 1
Preparation School 11
Education Faculty 24

34

Percentage

(%)

69.1 %
30.9 %
23.6 %
20 %

10,9 %
273 %
18.2

55%
21.8%
7.3 %
1.8 %
20 %
43.6 %



Male
31%

Female
69%

Figure 3.2. Round 1 Percentage of participants’ gender

PhD Bachelor's
18% Degree
24%
Master's
Degree
Student
Master'
aster's 20%
Degree
11%

Figure 3.3. Round 1 Percentage of participants’ educational Background

Primary
School Secondary
Education 5% School
0,
Faculty 22%
44%
High School
7%
Preparation
School
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Figure 3.4. Round 1 Percentage of participants from different institutions
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3.3.2. Participants of the second round

After the first round of collecting the scaffolding behaviors of teachers, content
analysis was done by two experts, one the researcher and the researcher’s advisor as the
debriefer while developing the checklist throughout the study. After content analysis and
coding by the researcher and the debriefer, other three independent experts were asked to
comment on the themes identified. This was done to enhance the trustworthiness and
credibility of the data analysis. Two of the independent experts were experienced teacher
trainers in the ELT Department at the Education Faculty, Anadolu University. They are
teaching methodology courses and are supervisors in teaching practicum. One was an expert
in the field of educational sciences and a previous member of the thesis committee. She also

had knowledge and experience in conducting Delphi studies.

3.3.3. Participants of the third round

After the second round the revised form of the checklist was given to a group of
hundred (n=100) experts, who were teachers at primary-, secondary-, and high schools,
teacher trainers at universities and instructors at Preparation Schools. The aim was to ensure
the checklists’ content validity. Creswell and Miller (2000) state that to establish the validity
of qualitative inquiry, the researcher can use the participants in the study as a second lens.
The assumption of qualitative approach is that ‘reality is socially constructed and it is what
participants perceive it to be’ (Creswell and Miller, 2000, p.125). The aim is to reflect the
participants realities in the final account and to assess whether ‘the interpretations accurately
represent them’. The checklist was sent online via e-mails and through their social media
accounts. The following Table 3.2 indicates the number of participants from different

institutions and Figure 3.5 shows the distribution of participants.

Table 3.2. Number of participants in the third round

Experts n %
Teacher Trainer 19 19%
Prep-school Instructor 44 44%
Primary School Teacher 7 07%
Secondary School Teacher 18 18%
High School Teacher 12 12%
TOTAL 100 100%
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Teacher
trainer
19%

Figure 3.5. Round 3 Percentage of participants from different institutions

3.4. Data Collection Procedure

For the data collection, the Delphi method is used and the data was collected through
a series of three rounds. The initial stage consisted of designing and planning the research
by taking the related literature into consideration. Afterwards, the data tools for the first

round were determined. The data collection procedure is described below in Figure 3.6.

3.4.1. First round

The first round was conducted in 2016. The nominated experts were invited to
participate in the Delphi process and were told about the process. They were asked to respond
to an open-ended questionnaire on scaffolding, and were assured that participation is on
voluntary basis and that their identity will be confidential. Questionnaires with open-ended
questions allow participants to respond freely and generate ideas. Participants will contribute
with as many opinions and ideas as possible to ensure that most of the opinions and issues
are covered (Hasson et al., 200).

The questionnaire was designed in two versions: one for the teachers in state schools
and preparation schools and one for the university instructors (teacher trainers) (Appendix

I). The Introductory part consisted of an invitation and an explanation of the procedure of
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Figure 3.6. The research processes
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the Delphi study. In the actual part of the questionnaire, teachers were asked to itemize what
they do in their classes to support their students learning of English. They were asked to
write at least six items as participants are likely to raise the same issue using different terms
and this will lead to a large amount of data (Schmidt, 1997).

The teacher trainers, on the other hand, were asked to itemize what teachers should do
in their classes to support their students learning English. The questionnaires were written in
the L1 (Turkish) of the experts, so that teachers could express their thought easily without
any language barriers. However, they were free to answer the questions which ever language
they preferred, Turkish or English.

The questionnaire was sent to the experts via online and 55 experts agreed to
participate and sent the questionnaire back. The data received from the participants was
analyzed for content by the researcher and an expert in the field of English language teaching
as debriefer. A peer debriefer was used for establishing interrater reliability (Barber &
Walczak 2009). It is a process in which the researcher works together with one or more
debriefers who are experienced in qualitative research and can have experience or knowledge
in the topic of research. Thus, in this study, both the researcher and the debriefer analyzed
and categorized the items received from the data independently, then in a peer debriefing
session, they met in person and discussed their interpretations and resolved the discrepancy
during the meeting. ‘Although this process is similar to traditional methods of achieving
interrater reliability, there are fundamental differences. The focus in the peer debriefing process
is not to train two researchers to evaluate data in the same way, but rather to challenge
assumptions about the data, manage subjectivities of the primary researcher, and provide
alternate interpretations of trends in the data in order to ultimately create knowledge that is more

robust and vetted than the researcher could produce working alone’. (Barber, Walczak, 2009:7).

3.4.2. Second round

In the second round, two independent experts among teacher trainers were asked to
comment on the themes identified. The items under the themes were once more categorized
to identify specific behaviors of teachers related to the theme and converted into statements.

The statements then were used to form the checklist by considering the lesson procedure
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since the aim is to observe what goes on in the classroom while the teacher is teaching.
Finally, the expert in the field of Education was asked to comment on the checklist that was

re-organized and developed by the researcher and the debriefer in the second round.

3.4.3. Third round

In the third round, an online form (Google Forms) with a letter of information about
the purpose of the study, and the instrument itself was prepared and the link to the online
form was sent to experts via e-mail or their social media accounts. The researcher sent the
link to each participant personally by their name and invited them to participate and respond
to the questionnaire. This was done to establish a rapport between the researcher and the
participants otherwise they would not have responded if the form was sent to all participants
at once.

In the form, an explanation on how the experts were expected to examine and comment
on the checklist items was also included. They were asked for endorsement to state whether
the item is acceptable namely whether the wording was good or should be changed, and
whether it was observable or not on a two-point scale, and if they thought it was not
acceptable or observable, some space was left under each item for them to write a narrative
comment on their view (Appendix 6). An overview of the procedure of the rounds is

presented in Figure 3.7.

*Open-ended eExpert opinion 1 eTentative checklist sent to
brainstorming experts
Questionnaire sent to eGeneration of the eDesignation of statements
experts tentative Checklist as observable or not

observable by experts

eDesignation of statements
as acceptable or not

eInterrater reliability (peer- «Modification of the acceptable by experts

debriefing) tentative checklist eNarrative feedback

eContent analysis «Expert opinion 2

Figure 3.7. Data collection procedure of the Rounds.
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3.5. Data Analysis

In this modified Delphi study adapted from Sekayi and Kennedy (2017), a qualitative
data analysis method was used depending on the data collection procedure. The data analysis

methods for each Delphi round are described below in Figure 3.8.

3.5.1. First round data analysis

The qualitative data for the first round was collected through an open-ended
questionnaire in which the experts were asked to list their scaffolding practices in their
classrooms. The data was analyzed through content analysis. The responses were mostly
single declarative statements or responses with follow-up statements explaining their choice
or giving further information. The statements were coded with numbers to be able to refer to
easily while re-coding and re-categorizing. The analysis and the coding process of the
responses were made by the researcher and a peer debriefer who is an expert in the field of
English language teaching. Each coder, both the researcher and the peer debriefer coded the

data. After coding they came together and held a peer de briefing session.

Figure 3.8. Data analysis of the Qualitative Delphi Rounds (adapted from Sekayi and Kennedy, 2017)
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The process of the coding started with analyzing every item and bringing together all
the statements that have the same content. Later, these groups of statements were compiled
under themes that reflected the purpose of the statements. An example of content analysis is
presented below in Table 3.3. The expressions such as fun, using games and songs reflect
the idea of having fun in class. Thus, the theme for the content of these statements was
‘Making the lesson enjoyable’. All the themes in round 1 were identified using the same

procedure.

Table 3.3. Content analysis of the participants’ responses in Round 1.

Responses of experts Theme

175 to make the lesson fun and interesting, to arouse
curiosity.

177 to support the learning process with games and songs.
Especially in the younger age group, making up a game
on almost any subject is much more fun and therefore
creates a permanent learning environment.

214 using songs, games, videoclips, subtitled movies and Making the lesson enjoyable
videos.

217 regarding the subject, I try to use games especially in my
St and 6th grades.

298 increasing motivation with games

311 supporting with games and songs to learn in a fun
environment

3.5.2. Second round analysis

In the second round, two experts in English Language Teaching commented on 30
themes and related items (n=321) resulting from the first round. They proposed some
changes on the wording of the themes. Taking the comments into consideration the
researcher again made necessary changes by changing wordings and adding new items to
the themes. Since the aim of the study was to develop a checklist to be used while observing
teachers in the classroom, the next attempt was to convert the items under the themes into
statements which would be observable in the teaching process. To illustrate, the theme and
items presented in round 2 analysis will be shown in Table 3.4. The items under the theme
‘making the lesson enjoyable, for example, were re-analyzed and specific behaviors of

scaffolding to make the lesson enjoyable were identified and formulated into a behavior
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statement. For example, item 175 to make the lesson fun and interesting, to arouse curiosity
has been reformulated as ‘creates a fun environment’. Item (177) to support the learning
process with games and songs. Especially in the younger age group, making up a game on
almost any subject is much more fun and therefore creates a permanent learning
environment; (214) using songs, games, videoclips, subtitled movies and videos; (217)
regarding the subject, I try to use games especially in my 5t and 6th grades; (311) supporting
with games and songs to learn in a fun environment; (298) increasing motivation with games,
all included using songs and games in each statement. Thus, the statements were formulated
as ‘makes students play games’ and ‘supports learning with songs.” The remaining themes

and items were handled in the same way.

Table 3.4. Content analysis of the items under the themes in Round 2.

Making the lesson enjoyable Statements
175 to make the lesson fun and interesting, to arouse .
o Creates a fun environment
curiosity.

177 to support the learning process with games and songs.
Especially in the younger age group, making up a game
on almost any subject is much more fun and therefore
creates a permanent learning environment.

214 using songs, games, videoclips, subtitled movies and Makes students play games
videos. +

217 regarding the subject, I try to use games especially in my Supports learning with songs
St and 6th grades.

311 supporting with games and songs to learn in a fun
environment

298 increasing motivation with games

The statements formulated by the researcher and the debriefer were once again
grouped under sections of a lesson. The tentative checklist was later revised by one other
expert in the field of education by giving narrative comments for re-categorization of the
sections and statements. The expert made comments on the sections and statements in the
checklist. Taking all the comments into consideration, the researcher re-designed the
checklist and had a meeting with the peer-debriefer to review and get feedback about the
checklist. Turkish has been chosen for the language of the checklist since 78 percent (257

out of 321) of the participants’ statements were written in Turkish.
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3.5.3. Third round analysis

In this round, the re-designed checklist was sent to 100 experts to comment on the
checklist in terms of whether the items were observable, whether they were well-formulated
and if they proposed anything new. Besides commenting on the statements, experts were
also given two choices to designate; observable/not observable and well-formulate/not well-
formulated. In rounds 2 and 3 in classical Delphi participants are asked to state their
agreement on a Likert scale with an in-between option (such as 5-point or 7-point Likert
scales). Green (2014) states that in designing a scale for a Delphi research, it is important to
use a scale with even number of points. In this way participants will be forced to choose one
side or the other. Green (2014) concludes that a mid-range response can lead to a false
consensus. The endorsement of one side will promote consistency in the meanings of
rankings (Sekayi and Kennedy, 2017). In this round, participants were forced to choose one
of the two options. The data was analyzed by calculating how many of the experts said it
was observable and well-formulated. The written narrative comments for each statement
were compiled and considering each comment necessary changes were made. This
qualitative version of Delphi results in more refined statements that adds a value to the

findings.
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4. RESULTS

4.1. Introduction

Scaffolding is a complicated issue which is defined with an emphasis on cognitive and
or behavioral issues. For a clarification of attitudes that can lead to scaffolding of both pre-
service and in-service teachers and in increasing their awareness on the issue, a checklist
which would include observable acts was observed as a necessity (Van de Pol, 2010).
Therefore, the aim of this study is to fill this gap by developing a checklist to observe English
teachers’ scaffolding strategies in the classroom.

Within this aim in mind, teachers’ perceptions on what they do to scaffold their
learners was asked in different rounds using Delphi method. In the first round an open-ended
questionnaire was sent to the experts in the field of English language teaching and 55 of
them agreed and responded to the questionnaire. 321 statements on scaffolding strategies
were listed by the experts and the researcher categorized and codified the statements into
common themes. In the second round, two experts on teacher training were asked to
comment on the themes identified and after re-categorizing and modifying the statements, a
checklist with two main sections, five sub-titles and 78 statements was created. A third expert
in the field of education was asked to comment on the checklist version of the data. In the
third round, the checklist with 78 items were sent to 100 experts to state whether the items
were acceptable in terms of the wording and whether they are observable or not in class. In

the following part, the findings of the rounds are presented in detail.

4.2. Results of the First Round

The questionnaires for both teacher trainers and teachers were sent to the experts via
an online survey application and e-mail (see Appendices-1 and 2). 55 participants agreed to
participate and sent the filled-in questionnaire back. The researcher compiled a pool of 321
statements out of 345 listed by the participants (see Appendix 3). The items which were not
related or explained a scaffolding behavior were excluded from the list of 345 items. The
remaining 321 statements on the questionnaire responded by the participants were analyzed

by the researcher and a peer debriefer who was an expert in the field of English language
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teaching to increase the reliability of the study (Barber, Walczak, 2009). The distribution of
the statements received from English teachers at work and ELT trainers in universities is
given in Table 4.1. 186 (%58) out of 321 were stated by the English Teachers and 135 (%42)
came from the Teacher Trainers. Each of the statements were coded with numbers in order

to make possible for the researcher to find and reorder in the following rounds.

Table 4.1. Statements collected in the First Round

Statements

Experts (n) (n) %

English Teachers (ET) 31 192 60
Teacher Trainers (TT) 24 129 40
Total 55 321 100

At the end of this analysis the statements (hereafter items) were grouped under 30
themes with 321 items (see Table 4.2). The items that reflected the idea of the theme were
written under the theme. For example, the items of the theme ‘Making the lesson enjoyable’
were (175) to make the lesson fun and interesting, to arouse curiosity.; (177) to support the
learning process with games and songs. Especially in the younger age group, making up a
game on almost any subject is much more fun and therefore creates a permanent learning
environment.; (214) using songs, games, videoclips, subtitled movies and videos.; (217)
regarding the subject, I try to use games especially in my 5t and 6th grades.; (298) increasing
motivation with games; 311 supporting with games and songs to learn in a fun environment.
This theme had six (6) items that experts listed in the first round. The subsequent themes

were also defined by compiling items that revealed the same content (Appendix-4).

Table 4.2. Themes identified in the First Round

1. Making the lesson enjoyable

2. Pre-teaching structures or vocabulary before a task

3. Encouraging and providing task for self-study (out of class)
4. Giving opportunities to use /produce the language

5. Preparing activities suitable to their level

6. Considering Individual differences

7.  From simple to complex

8. From known to unknown

9. Peer Support

10. Student Centered
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11. Using Body language/ Gestures/ Mime

12. Being a source/coach for the students

13. Using Audio-Visual materials (Technology)
14. Asking questions to raise awareness

15. Monitoring students’ needs

16. Giving Positive feedback

17. Teaching Learning Strategies

18. Providing a suitable environment for learning
19. Giving Feedback

20. Ignoring mistakes

21. L1 Use

22. Repeating

23. Explaining the purpose of learning a language
24. Giving examples

25. Providing activities suitable for their interests
26. Paraphrasing instructions

27. Giving clear instruction (simplifying)

28. Motivating students for learning

29. Being a model for the student (modelling)
30. Classroom language use

4.3. Results of the Second Round

In the second round two other experts in the field of English language teaching were
asked to review the list of themes together with the sub-statements and comment on whether
the themes are defined correctly and they were also asked whether any of the themes should
be omitted or any be added to the list. They made some suggestions on how to modify the
themes identified, such as, changing the theme ‘Making the lesson enjoyable’ into
‘Motivating students’, ‘Encouraging and providing tasks for self-study’ into ‘Encouraging
self-study’.

After the suggestions from the two experts, the researcher and the peer debriefer edited
the themes taking the suggestions into consideration. Since the aim was to develop a
checklist the researcher and the peer debriefer identified three aspects of the teaching process
which are ‘the actions taken by the teacher to teach content’, ‘to motivate students’ and ‘to
lead them to self-study’. The themes were grouped under titles starting with the introductory
sentences such as ‘During the lesson, the teacher...’; ‘To create situations to increase
motivation, the teacher...’; and ‘To give support for self-study, the teacher...” Thus, the
checklist comprised of three parts: ‘Application during the lesson’ with 66 items, ‘Creating
situations to increase motivation’ with 28 items and ‘Giving support for self-study’ with 9
items (see Table 4.3). Some themes which are considered as too general expressions such
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as, ‘From known to unknown’ are deleted and the items under that theme are regrouped.
After the grouping, the items within each group are revised once more and redundant items
or highly similar items are reduced and necessary changes for observable expressions are

made.

Table 4.3. Overview of the checklist

Titles Number of statements
(items)

Application during the lesson 66

Creating situations to increase motivation 28

Giving support for self-study 9

TOTAL 103

All the items underneath each theme are rephrased starting with an action verb to
indicate a scaffolding behavior. They were re-written as ‘Reminds students of the previously
learned content’, ‘Leads students from known to unknown’ and ‘Prepares activities to
practice previously learned content’ indicating an observable behavior. While doing this,
some expressions in the items are also changed such as; ‘Pre-teaching vocabulary items
before doing a task’ into ‘Gives the necessary/key vocabulary before doing a task’. Finally,
the checklist of 103 items (statements) grouped under three titles is obtained. The first part
of the checklist is as in Table 4.4. It starts with ‘During the lesson, the teacher...” because
all the items are related to the actions taken by the teacher during the teaching process. Some
of the items are; ‘Gives the necessary/key words before moving on to the topic’, ‘Uses

visuals while vocabulary teaching.’, ‘Uses songs or melody while vocabulary teaching.’ etc.

Table 4.4. ‘Application During the Lesson’ part of the checklist (the Turkish version in Appendix 6)

During the lesson, the teacher;
. Gives the necessary key words before moving on to the topic.
. Uses visuals while vocabulary teaching.
. Uses songs or melody while vocabulary teaching.
. Prepares activities suitable to the students’ level.
. Prepares activities suitable to the students’ needs.
. Asks questions suitable to students’ level in exams.
. Shortens and simplifies the reading texts.
. Modifies the text and words in a listening text according to the students’ level.
. Separates long listening texts into parts to make it more comprehensible.
10. Makes writing activities easier.
11. Orders the activities from simple to difficult.
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Table 4.5. (Continued) ‘Application During the Lesson’ part of the checklist (the Turkish version in

12.
13.
14.
15.
16.
17.
18.

19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.

56.
57.
58.
59.
60.
61.

Appendix 6)

First reminds the lesson content students have learned previously.

Builds new information on already known information.

Prepares activities in which students can use the previously learned knowledge.
Makes knowledge permanent by using association techniques.

Supports lesson presentations with gestures and mimics.

Uses body language while giving verbal instructions.

Enriches the topic presentation by using Visual-Audio materials (smart board, real objects, videos,
drawing, web sites, social media etc.)

Uses mother tongue when explaining to students with low level.

Gives examples of similarities between L1 and L2.

Gives meaningful examples (based on real life, students’ experiences) about the topic.
Explains the topic that is not understood by using different expressions.

Uses language that the students can understand.

Gives examples of language use.

Models the activity to be done first herself/himself.

Is a good role model for the student.

Provides variety a variety of tasks and activities.

Speaks English as much as possible.

Makes use of drama and theatrical activities while presenting the lesson.

Makes students repeat sentences and words frequently.

Models different learning strategies.

Teaches questioning techniques.

Teaches in context.

Uses the elicitation technique to enable students to say everything they can.
Explains instructions that are not understood by using different words.

Simplifies the instructions to make them clear.

Shortens the instructions to make them clear.

Guides students while they are doing the activities.

Repeats what she/he said to make understanding easier.

Uses some techniques (pointing, emphasizing, highlighting, prompting, etc.) to give clues.
Provides preliminary information about writing stages.

Makes abstract concepts concrete.

Increases the opportunity and time of speaking between students.

Gives students as much time as necessary in speaking activities.

Prepares an environment where students can express themselves freely in speaking activities.
Prepares productive activities that will enable students to use the new information.
Checks how much students have understood by asking questions

Asks questions to make students think and speak.

Draws their attention to idioms.

Does not give too many grammar rules.

Uses the ‘learning by doing’ technique.

Prepares worksheets to reinforce the learning outcomes.

Prepares activities for pronunciation practice.

Increases their language awareness.

Gives necessary information (such as grammar structure and vocabulary) when the student needs
help.

Provides sources when needed.

Gives feedback to the correct language use of students, too.

Gives individual feedback during the lesson.

Repeats the correct form so that students can correct their mistakes.

Gives immediate and frequent feedback.

Gives written and verbal feedback.
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Table 4.6. (Continued) ‘Application During the Lesson’ part of the checklist (the Turkish version in

62.
63.
64.
65.
66.

Appendix 6)

Corrects mistakes through direct and indirect feedback.

Enables students to do self-correction.

Takes notes of common mistakes and shows the correct form at the end of the lesson.
Allows peers to correct their friends’ mistakes.

Gives feedback by using gestures.

The second part of the checklist started with ‘To create situations to increase

motivation, the teacher...” and the statements were listed below as shown in the Table 4.5.

All the 1items are related with what the teacher does to increase their motivation. There are

28 items such as ‘reduces language learning anxiety by giving suggestions’, ‘makes learners

play games’, ‘supports learning with songs’; ‘creates a fun learning environment’ etc.

Table 4.7. ‘Creating situations to increase motivation’ part of the checklist

67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
3.
84.
85.
86.
87.
88.
89.
90.
91.
92.
93.
94.

To create situations to increase motivation, the teacher;
Reduces language learning anxiety by giving suggestions.

Makes students play games.

Supports learning with songs.

Creates a fun learning environment.

Treats students kindly.

Uses every kind of expression to encourage students.

Motivates students when they have difficulties.

Makes the student feel that she/he will be successful.

Simplifies the work done so that the student can succeed.

Encourages students to participate in the lesson.

Takes the opinions of students on the issues such as the lesson, materials etc.
Makes students speak at least once by asking questions in the target language.
Provides a positive atmosphere.

Prepares the topics and activities so as to get the attention of the students.
Attracts students’ interest by giving cultural information about the language.
Gives motivational rewards.

Provides a competitive environment by conducting competitions.

Arranges individual meetings.

Explains the language learning process.

Explains the reasons for language learning.

Ensures that students should not be afraid of making mistakes.

Ensures that students do not make fun of each other when they make mistakes.
Chooses topics that attract students’ interest and enables them to speak.
Gives examples from her/his own life and experiences.

Considers individual differences.

Prepares the lesson content considering the students’ needs.

Enables students to support each other by working in groups.

Starts the lesson with a visual related to the topic to get students’ attention.
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The third part of the checklist started with ‘To support self-study, the teacher...” and
the statements were listed below as shown in the Table 4.6; ‘suggests resources to benefit
from outside the classroom.’, ‘directs students to study outside classroom; enables students
to benefit from the social media, gives homework to practice the newly learned words at

home, gives productive homework, gives topics to search for, etc.

Table 4.8. ‘Giving support for self-study’ part of the checklist

To support self-study, the teacher;
95. Suggests resources to benefit from outside the classroom.
Directs students to study outside classroom;
96. Enables students to benefit from the social media.
97. Gives homework to practice the newly learned words at home.
98. Gives productive homework.
99. Gives topics to research.
100.Introduces studying methods to use when practicing outside the classroom.
101.Gives homework to overcome weaknesses in language.
102.Guides the students in developing their reading, listening, writing and speaking skills.
103.Gives activities to support language development outside classroom.

The checklist developed in the second round was given to another expert apart from
the subject area and who was experienced in educational sciences and the application of
Delphi method to comment on the clarity and acceptability of the items and the categories
they are placed. As a result, the expert stated that there are statements that do not belong to
the during stage of a lesson. She suggested that there should be another title that checks what
the teacher does before the lesson when planning the materials and activities to use in the
lesson. Thus, the statements like ‘4. prepares activities suitable to the students’ level’, ‘5.
prepares activities suitable to the students’ needs’, ‘7. simplifies and shortens the reading
texts’, "11. orders the activities from simple to difficult’, *80. prepares topics and activities
as to get the attention of the students were grouped under the title of ‘Planning’.

Another suggestion and modification were to merge some statements that overlapped
or could be regarded as one behavior, such as ‘teaches vocabulary using visuals’ can be
merged with ‘enriches teaching with audio-visual materials’, or ‘separates long listening
texts into smaller parts to make it comprehensive’, ‘simplifies the writing activities’,
‘shortens and simplifies reading texts’ could be merged and made one statement like

‘shortens and simplifies reading and listening texts’. The wording of some statements was
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also changed, such as ‘builds new information on the already known one’ to ‘activates
students’ background knowledge’.

The researcher modified the checklist taking the suggestions of the expert into
consideration and, finally, a checklist with two main sections, five themes (sub-titles) and
78 items indicating scaffolding behaviors was formed. The main sections were ‘Preparation
for the lesson’ and ‘ Application during the lesson’. The first section consisted of 8 statements
under the sub-title of ‘Planning’. The second section ‘Application of the lesson’, consists of
four more sub-titles, such as ‘Lesson Processing’ with 32 statements, ‘Giving Feedback’
with 12 statements, ‘Getting Attention and Motivation’ with 17 statements, and ‘Giving

support for self-study’ with 9 statements (see Table 4.7 for an outline)

Table 4.9. An overview of the checklist in the second round

Main Phases Sub-titles Number
of statements
Preparation for the lesson Planning 8
Application during the lesson Lesson processing 32
Giving Feedback 12
Getting Attention and Motivation 17
Giving support for self-study 9
TOTAL 78

The statements under ‘Planning’ reflected what teachers do in their lesson planning
stage when they are choosing and organizing the activities and materials to scaffold their
learners. The ‘Application during the lesson’ part consists sub topics and items that refer to
the actions of the teacher in class to scaffold the students. ‘Lesson processing’, one of the
subtopics of this part, consists of scaffolding strategies that the teacher uses while teaching
the content. ‘Giving feedback’ being another issue in scaffolding that needs to be observed
in class, this group involves the teacher’s scaffolding actions while giving feedback. To
involve students into the learning process, the teacher needs to get their interest in a task by
getting their attention and motivating. So, this subtopic covers the actions of the teachers to
motivate their students. The giving support for self-study is the stage when the teacher gives
students the opportunity to apply what they have learned in class outside with different

sources. The statements under the sub-titles are presented in Table 4.8.
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Table 4.10. The Checklist of the Second Round (the Turkish version in Appendix 7)

Lesson Preparation Phase

1. PLANNING

1. Prepares activities that will make new knowledge permanent.

2. Prepares activities suitable to the level of the students.

3. Prepares activities according to the students’ needs.

4. Shortens and simplifies the reading and listening texts.

5. Orders the activities from simple to difficult.

6. Provides variety in tasks and activities.

7. Prepares productive activities that will enable students to use the new information.
8. Prepares the topics and activities so as to get the attention of the students.

II. LESSON PROCESS

9. Teaches the necessary words by using visuals before moving on to the topic.
10. Stops the long listening texts time to time to make it understandable.

11. Provides help to write by giving necessary clues.

12. Activates students’ background knowledge.

13. Uses body language while presenting the topic.

14. Uses body language while giving verbal instructions.

15. Enriches the topic presentation by using Visual-Audio materials (smart board, real objects, videos,
drawing, web sites, social media etc.)

16. Uses mother tongue when explaining to students with low language level.
17. Gives examples of similarities and differences between L1 and L2.

18. Gives meaningful examples (based on real life, students’ experiences) about the topic.
19. Explains the subject using language that the students can understand.

20. Gives instructions in a way that students can understand.

21. Uses modeling in learning.

22. Speaks English as much as possible.

23. Uses drama and theatrical activities while presenting the topic.

24. Asks students to repeat words very often.

25. Models different learning strategies.

26. Teaches the topic in context.

27. Asks questions to reveal what students know.

28. Asks questions to make students talk.

29. Guides students while they are doing the activities.

30. Uses some techniques (pointing, emphasizing, highlighting, prompting, etc.) to give clues.
31. Provides opportunities for students to talk in groups.

32. Gives students as much time as necessary in speaking activities.

33. Prepares an environment where students can express themselves freely.

34. Prepares an environment where students can ask questions freely.

35. Checks how much students have understood by asking questions.

36. Draws their attention to idioms.

37. Does not give too many grammar rules.

38.Uses the ‘learning by doing’ technique.

39. Increases their language awareness.

40. Provides need-based support.

III. GIVING FEEDBACK

41. Gives feedback to the correct language use of students, too.
42. Gives individual feedback.

43. Gives immediate feedback.

44. Gives feedback frequently.

45. Gives written and verbal feedback.
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Table 4.11. (Continued) The Checklist of the Second Round (the Turkish version in Appendix 7)

46
47
48
49

51

Iv.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.

. Gives feedback by using gestures.

. Repeats the correct form so that students can correct their mistakes.
. Corrects mistakes directly.

. Corrects mistakes indirectly.

50.
. Allows peers to correct their friends’ mistakes.
52.

Enables students to do self-correction.
Takes notes of common mistakes and shows the correct form at the end of the lesson.

GETTING ATTENTION AND MOTIVATION

Reduces language learning anxiety by giving suggestions.

Reduces the language use anxiety by giving suggestions.

Provides a fun environment to motivate students.

Treats students kindly.

Simplifies the work done so that the student can succeed.

Encourages students to participate in the lesson.

Takes the opinions of students on the issues such as the lesson, materials etc.
Provides a positive environment.

Attracts students’ interest by giving cultural information about the language.
Gives motivational rewards.

Provides a competitive environment by conducting competitions.

Explains the language learning process.

Explains the reasons for language learning.

Ensures that students should not be afraid of making mistakes.

Chooses topics that attract students’ interest and enables them to speak.
Considers individual differences.

Enables students to support each other by working in groups.

V. SELF-STUDY SUPPORT

70.
71.
72.

73
74
75
76
77
78

4.4.

and reviewed, revised and grouped the items considering the views of experts and formed a
final checklist. For validation of the checklist, in the third round it was given to hundred
teachers in the field of English teaching. The checklist was sent to the teachers through an
online survey website (Google Forms) in the form of an electronic checklist (Appendix 6).
They were sent invitation letters in which they could also get a brief information about the

research. Together with the information of the link for the checklist was also sent. They were

Suggests resources to benefit from outside the classroom.
Enables students to benefit from the social media.
Makes them practice the newly learned words at home.

. Gives productive assignments.

. Gives research topics.

. Introduces studying methods to use when practicing outside the classroom.

. Gives assignments to overcome weaknesses in language.

. Guides the students in developing their reading, listening, writing and speaking skills.
. Gives activities to support extracurricular language development.

Results of the Third Round

In the first two rounds, the researcher compiled a pool of items from the participants

54



asked to decide whether each item was ‘acceptable or not’, and whether they were
‘observable or not’ respectively, and if they stated that it was unacceptable or not observable,
they also had to write why they thought so and whether they have any suggestions. However,
there was a misunderstanding by several participants since they thought they should
designate only one option, either ‘acceptable or not” or ‘observable or not’. The results for
all the sub-titles show that the response numbers for ‘acceptable or not’ is higher than the
numbers for ‘observable or not’. For example, the numbers of responses for ‘acceptable or
not’ in statements 1, 2 and 5 are 100, but the remaining responses to each statement vary. In
statement (1), 94 responses out of 100 designated that it is acceptable, but to the same
statement only 82 participants designated ‘observable or not’ although it should have been
100. This was due to misunderstanding the guideline. 18 of the 100 experts did not
understand that they should have also stated whether the behavior is observable or not. The
participants were warned by the researcher upon realizing the situation by explicitly stating

the requirements. The results for each sub-title will be presented in the following part.

4.4.1. Planning

A high percentage (over 90%) of responses to the planning stage agreed that the items
are acceptable and observable. The highest acceptable statement with 100% is number 2.
Prepares activities suitable to the level of the students. And the lowest acceptable statement
is number 4. Shortens and simplifies the reading and listening texts (86 %). The highest
observable statements are numbers 2. Prepares activities suitable to the level of the students,
6. Provides variety in tasks and activities, and 7. Prepares productive activities that will
enable students to use the new information. The lowest percentage for observable is 90.4 %;
3. Prepares activities according to the students’ needs. The percentages are presented in
Table 4.9.

The experts who stated that the statements were not observable, supported it with an
explanation. Taking their comments into consideration the researcher revised the sentences
so that they became observable as in statements 1 and 2 in Table 4.10. Some other statements
were revised because experts responded saying that the wording of the statements are not

clear. Statements 3, 5, 6, 7 and 8 were reformulated to make them more comprehensible.
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Statement 4 was elaborated because experts said that authentic reading text cannot be

simplified but can be supported with suitable tasks.

Table 4.12. Results of the Third Round Delphi: Number of Responses and percentages of responses for

planning.
Lesson Preparation Responses Acceptable o Responses  Observable %
Phase n n ° n n °
I. PLANNING
1. Prepares activities that
will make new knowledge 100 94 94 82 76 92.6
permanent.
2. Prepares activities
suitable to the level of the 100 100 100 82 81 98.7
students.
3. Prepares activities
according to the students’ 98 95 96.9 84 76 90.4
needs.
4. Shortens and simplifies
the reading and listening 93 80 86 90 85 94.4
texts.
5. Orders the activities
from simple to difficult. 100 99 99 83 81 97.5
6. Prov%d.es. variety in tasks 97 94 96.6 85 84 08 8
and activities.
7. Prepares productive
activities that will enable 98 95 96.9 85 84 3.8
students to use the new
information.
8. Prepares the topics and
activities so as to get the 100 97 97 82 78 95.1
attention of the students.
Table 4.13. Statements that were revised because they were not observable or acceptable.
L PLANNING
Round 3 Statements Reason for Revision Revised statement
(English Translation) (English Translation
1. Prepares activities that will make Changed because it was not includes interesting activities (e.g.,
new knowledge permanent. observable. puzzles, games, songs, visuals).

2. Prepares activities suitable to the Changed because it was not includes activities that provide
level of the students. observable. student participation.

3. Prepares activities according to the Wording was changed to takes the students level into

students’ needs. make it comprehensible. account while preparing the
activity.

56



Table 4.14. (Continued) Statements that were revised because they were not observable or acceptable.

4. Shortens and simplifies the reading
and listening texts.

5. Orders the activities from simple to
difficult.

6. Provides variety in tasks and
activities.

7. Prepares productive activities that

will enable students to use the new
information.

8. Prepares the topics and activities so
as to get the attention of the students.

4.4.2. Lesson processing

Wording  was  changed
because respondents stated
that a text cannot be
simplified.

Wording was changed to
make it comprehensible.

Wording was changed to
make it comprehensible.

The phrase  ‘Production
activities’ in Turkish was not
clear. So, the wording was
changed with an explanation.

Wording was changed to
make it comprehensible.

prepares activities that facilitate
the understanding of reading and
listening texts (e.g., activities that
will lead to the clues in the texts).

orders the activities to be used in
the lesson from simple to difficult.

provides variety in activities to be
used in the lesson.

prepares production activities in
which students will use the newly
learned knowledge in speaking
and writing.

includes topics and activities that
will get the attention of the
student.

The lesson processing consisted of 32 statements and a high percentage of responses

agreed that the statements are acceptable and observable (see Table 4.11). The percentages

of responses as acceptable range from 82.6 to 100. The lowest being number (/6) Uses

mother tongue when explaining to students with low language level. (21) Uses modeling in

learning. (37) Does not give too many grammar rules. (12) Activates students’ background

knowledge,; and (10) Stops the long listening texts time to time to make it understandable

respectively.

Table 4.15. Results of the Third Round Delphi: Number of Responses and percentages of responses stating

acceptable and observable.

Lesson Preparation
Phase n

II. LESSON PROCESS

9. Teaches the necessary

words by using visuals

before moving on to the 97
topic.

Responses Acceptable

%
n n

92 94.8 86
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n
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Table 4.16. (Continued) Results of the Third Round Delphi: Number of Responses and percentages of

responses stating acceptable and observable.

10. Stops the long
listening texts time to time

to make it understandable. 97 87 89.6 86 82 95.3
11. Provides help to write
by giving necessary clues. 95 90 94.7 87 84 96.5
12.  Activates students’
background knowledge. 97 84 86.5 86 70 81.3
13. Uses body language
while presenting the topic. 97 96 98.6 85 84 98.8
14. Uses body language
while  giving  verbal 08 98 100 36 85 08 8

instructions.

15. Enriches the topic

presentation by using

Visual-Audio  materials

(smart board, real objects, 97 97 100 85 84 98.8
videos, drawing, web

sites, social media etc.)

16. Uses mother tongue
when  explaining  to
students with low 92 76 82.6 92 82 89.1

language level.

17. Gives examples of

similarities and
differences between L1 96 89 92.7 86 82 95.3
and L2.

18. Gives meaningful
examples (based on real
life, students’
experiences) about the
topic.

97 96 98.6 85 82 96.4

19. Explains the subject
using language that the
students can understand.

97 96 98.9 86 84 97.6

20. Gives instructions in a

way that students can 97 96 98.9 86 81 94.1

understand.

21. Uses modeling in

learning. 93 79 84.9 90 74 82.2

22. Speaks English as
much as possible.

95 91 95.78 87 83 95.4
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Table 4.17. (Continued) Results of the Third Round Delphi: Number of Responses and percentages of

responses stating acceptable and observable.

23. Uses drama and
theatrical activities while

: X 98 96 9.9 85 84 98.8
presenting the topic.
24. Asks students to repeat
words very often. 97 92 9.8 86 84 97.6
25.  Models different
learning strategies. 98 93 9.8 84 77 91.6
26. Teaches the topic in
context. 97 95 9.3 88 85 95.5
27. Asks questions to
f(eveal what  students 99 98 98.9 36 85 08 8

now.

28. Asks questions to
make students talk. 99 97 97.9 86 84 97.6
29. Guides students while
they ~are doing the g 94 97.9 88 87 98.8

activities.

30. Uses some techniques

(pointing,  emphasizing,

highlighting, prompting, 99 98 98.9 86 85 98.8
etc.) to give clues.

31. Provides opportunities
for students to talk in
groups.

98 95 96.9 86 84 97.6

32. Gives students as
much time as necessary in 100 99 99 83 83 100

speaking activities.

33. Prepares an

environment where

students can  express 100 100 100 85 81 95.2
themselves freely.

34. Prepares an

environment where

students can ask questions 99 98 98.9 85 80 94.1
freely.

35. Checks how much
students have understood

b . . 99 94 949 87 84 96.5
y asking questions.

36. Draws their attention

to idioms. 99 93 939 85 80 94.1
37. Does not give too 9% 82 85.4 87 79 90.8

many grammar rules.

59



Table 4.18. (Continued) Results of the Third Round Delphi: Number of Responses and percentages of

responses stating acceptable and observable.

38.Uses the ‘learning by

doing’ technique. 95 93 97.8 89 85 95.5
39. Increases their
language awareness. 97 95 97.9 87 75 86.2

40. Provides need-based

97 93 95.8 87 77 88.5
support.

Although experts rated the statements highly as acceptable and observable, the ones
who did not endorse that the statements were acceptable or observable wrote the reason with
some suggestions (all the reasons and re-formulations are presented in Table 4.12). They
stated that some of the statements were not clear and gave some suggestions on how to re-
formulate the statements. They stated that some of the statements were not comprehensible
and needed to be clarified with examples. The statement (9) is one of the examples. Some
suggestions of the experts are as follows:

e When you say visuals only flashcards come to my mind. Give examples of visuals.
e Vocabulary is not taught only by using visuals. There are other techniques too.
o Topic should be elaborated because we teach vocabulary only before reading and listening but

not necessarily before grammar teaching.

Taking the suggestions into consideration, the researcher re-formulated the statement
adding more information about how to teach vocabulary. ‘teaches the necessary words by
using visuals before moving on to the topic’ was re-formulated as ‘presents new words using
different techniques (visuals, situations and drama) before moving on to the topic (reading,
listening, etc.)’.

The experts also suggested that some of the statements need to be re-written because
the wording is not acceptable and clear. For example, the experts’ comments for statement
(10) are as follows.

e Stopping the listening will disturb the unity of the text.
o Instead of saying time to time, it is better to say when necessary.

The suggestions led the researcher to change the wording so that it became more

comprehensible. Thus, ‘stops the long listening texts time to time to make it understandable.’
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was re-written as ‘makes students listen to the listening texts in sections without disturbing
the flow.’

Some of the statements were omitted such as statement (17) ‘gives examples of
similarities and differences between L1 and L2’ because talking about the differences would
lead to confusion in students. Another statement is (25) ‘models different learning strategies’
because in the Turkish version of the word model was not clear. Statement (36) ‘draws their
attention to the idioms’ was also omitted because it could not be considered as scaffolding.
Finally, the statement 39 ‘increases their language awareness’ was omitted because it was
not observable.

Three of the statements were combined with other statements to make one since they
had the same content. For example, statement (30) ‘uses some techniques (pointing,
emphasizing, highlighting, prompting, etc.) to give clues’ was combined with statement (29)
‘guides students while they are doing the activities. The statement was re-formulated as
‘gives clues to students while doing the activities to enable them to do the activities

themselves’.

Table 4.19. Statements that were revised because they were not observable or acceptable.

1I. LESSON PROCESS
Round 3 Statements Reason for Revision Revised statement
(English Translation) (English Translation
9. Teaches the necessary words by Examples were added to presents new words using
using visuals before moving on to the make it comprehensible. different techniques (visuals,
topic. situations and drama) before

moving on to the topic (reading,
listening, etc.)

10. Stops the long listening texts time Wording was changed to makes students listen to the

to time to make it understandable. make it comprehensible. listening texts in sections
without disturbing the flow.

11. Provides help to write by giving Examples were added to enables students to write by

necessary clues. make it comprehensible. making necessary preparations
(giving the skeleton structure of
the text, brainstorming, etc.) to
the writing activity.

12. Activates students’ background Examples were added to activates students background

knowledge. make it comprehensible. knowledge of the topic (in
reading, listening, speaking,
writing, etc.) by  asking

questions.
13. Uses body language while Wording was changed to makes use of body language
presenting the topic. make it comprehensible. while presenting a topic.
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Table 4.20. (Continued) Statements that were revised because they were not observable or acceptable.

14. Uses body language while giving
verbal instructions.

15. Enriches the topic presentation by
using Visual-Audio materials (smart
board, real objects, videos, drawing,
web sites, social media etc.)

when
low

16. Uses mother
explaining to
language level.

tongue
students with

17. Gives examples of similarities and
differences between L1 and L2.

18. Gives meaningful
(based on real life,
experiences) about the topic.

examples
students’

19. Explains the subject using
language that the students can
understand.

20. Gives instructions in a way that
students can understand.

21. Uses modeling in learning.

22. Speaks English as much as
possible.

23. Uses drama and theatrical
activities while presenting the topic.
24. Asks students to repeat words very
often.

25.  Models
strategies.
26. Teaches the topic in context.

different  learning

27. Asks questions to reveal what
students know.

28. Asks questions to make students
talk.

29. Guides students while they are
doing the activities.

Wording was changed
make it comprehensible.
Examples were added
make it comprehensible.

Wording was changed
make it comprehensible.

Omitted because

to

to

to

talking

about differences would lead

to confusion in students.
Wording was changed
make it comprehensible.

Wording was changed
make it comprehensible.

Wording was changed
make it comprehensible.

Examples were added
make it comprehensible.

Wording was changed
make it comprehensible.

Wording was changed
make it comprehensible.
Wording was changed
make it comprehensible.

to

to

to

to

to

to

to

Omitted because the word

modelling is not clear.
Wording was changed
make it comprehensible.
Wording was changed
make it comprehensible.

Wording was changed
make it comprehensible.
Wording was changed
make it comprehensible.
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to

to

to

uses body language when giving
verbal instructions.

enriches language learning
(reading, listening, grammar,
vocabulary teaching) by using
audio-visual materials (smart
board, real materials, pictures,
websites, social media, etc.)
uses mother tongue when
necessary (when the students
have difficulty in understanding
the instruction).

gives examples related to the
topic (from real situations, from
their own lives, from the
student’s life) that makes sense
for the student.

explains the subject using
classroom language appropriate
to the student’s level.

gives  instructions to  the
activities  using  classroom
language that is appropriate to
the student’s level.

uses modeling as a teaching
method (models by doing, eg:
shows how to do scanning
verbally)

speaks English throughout the
lesson.
makes students do drama
activities.

makes students repeat the newly
learned words or sentences in
different contexts.

teaches the subject in a clear and
understandable context.

asks students questions so that
they can relate old knowledge to
new knowledge.

asks questions that
students to speak English.
gives clues to students while
doing the activities to enable
them to do the activities
themselves.

enable



Table 4.21. (Continued) Statements that were revised because they were not observable or acceptable.

30. Uses some techniques (pointing,

emphasizing, highlighting,
prompting, etc.) to give clues.
31. Provides opportunities for

students to talk in groups.

32. Gives students as much time as
necessary in speaking activities.

33. Prepares an environment where
students can express themselves
freely.

34. Prepares an environment where
students can ask questions freely.

35. Checks how much students have
understood by asking questions.

36. Draws their attention to idioms.

37. Does not give too many grammar
rules.

38.Uses the
technique.

‘learning by doing’

39. Increases  their

awareness.

language

40. Provides need-based support.

4.4.3. Giving feedback

Combined with 29.

Wording was changed to
make it comprehensible.

Wording was changed to
make it comprehensible.
Examples were added to
make it comprehensible.

Combined with 33.

Wording was changed to
make it comprehensible.

Omitted because it cannot be
considered as scaffolding.
Wording was changed to
make it comprehensible.

Combined with 37.
Omitted because it cannot be
observed.

Examples were added to
make it comprehensible.

includes group and pair work to
give students the opportunity to
speak.

gives students enough time in
speaking activities.

provides an  environment
(without inhibiting behaviors
such as laughing or humiliating)
in which students can freely
express themselves/ ask
questions.

checks how well the students
understood the subject by asking
questions (checks how well the
subject is understood by the
student).

explains grammar topics with
example of usage rather than
rules.

gives the necessary information
(grammar structure, vocabulary,
etc.) to the students when he/she
needs it.

The ‘giving feedback’ section consisted of 12 statements and a high percentage of
responses agreed that the items are acceptable and observable (see Table 4.13). Only one
statement (number 47) was evaluated as unacceptable by 56% of the experts. They explained
that ‘correcting feedback immediately’ is not acceptable because this would demotivate the
students and that this cannot be scaffolding. However, the researcher did not omit this

statement because it is one of the ways of feeding back which is considered as scaffolding.
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Table 4.22. Results of the Third Round Delphi: Number of Responses and percentages of responses stating

acceptable and observable.

Lesson Preparation Responses Acceptable o Responses  Observable
Phase n n ° n n

III. GIVING FEEDBACK

41. Gives feedback to the

correct language use of 98 97 98.9 85 83 97.6
students, too.

42. Gives individual

foodback. 97 95 97.9 84 83 98.8
43. Gives immediate

foodback. 98 96 97.9 86 86 100
o oves feedback 92 86 93.4 91 85 93.4
requently.

45. Gives written and

verbal feedback. 92 77 83.6 88 81 92
46. Gives feedback by 93 90 96.7 38 7 08 8

using gestures.

47. Repeats the correct
form so that students can 91 51 56 90 73 81.1
correct their mistakes.

48. Corrects mistakes

di 95 89 93.6 89 84 943
irectly.

49.  Corrects  mistakes 92 87 94.5 91 83 91.2
indirectly.

50. Enables. students to do 93 38 94.62 91 85 93 4
self-correction.

51. Allows peers to correct

their friends’ mistakes. 920 81 90 89 83 93.2
52. Takes notes of

common mistakes and 91 84 93 90 87 96.6

shows the correct form at
the end of the lesson.

In this section (see Table 4.14), five of the statements were re-formulated because
experts stated they were not comprehensible enough because of the wording. Experts
suggested to use the word praise instead of feedback for statement (41) ‘gives feedback to
the correct language use of students, too’ which later became ‘praise students’ correct use of
language. The statement (42) ‘gives individual feedback’ was not clear because of the word
individual. So, the statement was re-formulated as ‘gives feedback to students who need help
while doing individual or group work.

Some of the statements such as (47) ‘repeats the correct form so that students can
correct their mistakes’ needed to be elaborated with details of the ways of giving feedback
because recasting is not the only way of doing it, and studies have shown that recasts are
perceived by advanced learners. As a result, the statement was re-formulated as ‘gives direct

64



feedback (asks them to correct themselves, allows their friend to correct them, the teacher
gives the correct answer by stating that they made a mistake) to the mistakes made by
students while answering the questions in the classroom. Finally, five of the statements were
combined with one other statement because they reflected the same action. For example,
statements (43) ‘gives immediate feedback’, (44) ‘gives feedback frequently’ and (51)
‘allows peers to correct their friends’ mistakes’ were inserted into statement (43). As
mentioned before, statement (48) ‘corrects mistakes directly’ was not endorsed as
acceptable, first because they stated that direct correction would be demotivating and
secondly, that the wording in Turkish is not clear. Therefore, instead of omitting the
statement the researcher re-formulated it as ‘corrects the language mistakes made by the

students immediately.

Table 4.23. Statements that were revised because they were not observable or acceptable.

III. GIVING

FEEDBACK
Round 3 Statements Reason for Revision Revised statement
(English Translation) (English Translation

41. Gives feedback to the correct

language use of students, too.
42. Gives individual feedback.

43. Repeats the correct form so
that students can correct their

mistakes.

44. Gives immediate feedback
45. Gives feedback frequently.

46. Gives written and verbal

feedback.

47.Corrects mistakes directly.

48. Corrects mistakes indirectly.

Wording was changed to
make it comprehensible.
Wording was changed to
make it comprehensible.

Examples were added to
make it comprehensible.

Combined with 43
Combined with 43

Wording was changed to
make it comprehensible.

Wording was changed to
make it comprehensible.

Combined with 49
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praises students’ correct
use of language.

gives feedback to students
who need help while doing
individual or group work.
gives direct feedback (asks
them to correct themselves,
allows their friend to
correct them, the teacher
gives the correct answer by
stating that they made a
mistake) to the mistakes
made by students while
answering the questions in
the classroom.

gives written feedback to

students’ paper
assignments

corrects the  language
mistakes made by the

students immediately.



Table 4.24. (Continued) Statements that were revised because they were not observable or

acceptable.

49. Enables students to do self- Examples were added to gives feedback indirectly
correction. make it comprehensible (by giving hints, mimics,
repeating the answers
correctly, etc.) to the
mistakes made by the
students while answering
the questions in the

classroom.
50. Takes notes of common Wording was changed to gives delayed feedback
mistakes and shows the correct make it comprehensible. (takes notes of the mistakes
form at the end of the lesson. made by the students

during the activity and
shares them at the end of
the lesson.

51. Allows peers to correct their Combined with 43.

friends’ mistakes.

52. Gives feedback by using Combined with 49.

gestures.

4.4.4. Getting attention and motivation

This section (Table 4.15), getting attention and motivation, consisted of 17 statements.
Experts endorsed with a high percentage (over 90%) that the statements are acceptable and
observable. Only one statement was rated low (84,2%) as acceptable; (57) ‘simplifies the
work done so that student can succeed. Additionally, another statement was rated below 90%

as observable; (53) ‘reduces language learning anxiety by giving suggestions.

Table 4.25. Results of the Third Round Delphi: Number of Responses and percentages of responses stating

acceptable and observable.

Lesson Preparation Responses Acceptable o Responses  Observable %
Phase n n ° n n °
IV. GETTING ATTENTION AND MOTIVATION
53. Reduces language
learning anxiety by giving 99 94 96.9 84 74 88
suggestions.
54. Reduces the language
use anxiety by giving 97 94 96.9 85 77 90.5
suggestions.
55. Provides a fun
environment to motivate 99 97 97.9 85 83 97.6
students.
56. Treats students kindly. 99 97 97.9 85 84 98.8
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Table 4.26. (Continued) Results of the Third Round Delphi: Number of Responses and percentages of

responses stating acceptable and observable.

57. Simplifies the work
done so that the student 95 80 84.2 90 85 94.4
can succeed.
58. Encourages students to
participate in the lesson.
59. Takes the opinions of
students on the issues such
as the lesson, materials
etc.
60. Provides a positive

. 100
environment.
61. Attracts students’
interest by giving cultural 99
information about the
language.
62. Gives motivational
rewards.
63. Provides a competitive
environment by 91 84 92.3 90 84 93.3
conducting competitions.
64. Explains the language
learning process. 96 94
65. Explains the reasons
for language learning.
66. Ensures that students
should not be afraid of 98 96 97.9 86 79 91.8
making mistakes.
67. Chooses topics that
attract students’ interest 100 96 96 84 82 97.6
and enables them to speak.
68. Considers individual

100 100 100 85 85 100

97 95 97.9 86 85 98.8

95 95 85 80 94.1

95 95.9 86 83 96.5

95 91 95.7 89 85 95.5

97.9 88 86 97.7
97 95 97.9 87 87 100

di 98 97 98.9 86 81 94.1
ifferences.

69. Enables students to

support each other by 99 98 98.9 85 84 98.8

working in groups.

In this section, there were eight statements to be re-formulated because they were not
clear enough because of wording. For example, statement (53) ‘reduces language learning
anxiety by giving suggestions’ was made more comprehensible with the statement ‘uses
encouraging statements to relieve language anxiety’. Three of the statements were merged b
to make one meaningful statement, such as the statement (54) ‘reduces the language use
anxiety by giving suggestions. This statement was merged with statement (53) because they
both were related to anxiety in learning. Statement (56) ‘treats students kindly’ was also
merged with statement (60) ‘provides a positive environment’ because they reflected the
same action. So, it became ‘enables students to trust her/himself with a positive approach.
Four of the statements were omitted because they overlapped with some of the statements in
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the planning section. Statement (63) ‘provides a competitive environment by conducting

competitions’ was omitted because it was not recommended by the experts to do in the

classroom (see Table 4.16).

Table 4.27. Statements that were revised because they were not observable or acceptable.

Iv.
Round 3 Statements
(English Translation)
53. Reduces language learning anxiety
by giving suggestions.

54. Reduces the language use anxiety
by giving suggestions.

55. Provides a fun environment to
motivate students.

56. Treats students kindly.

57. Simplifies the work done so that
the student can succeed.

58. Encourages students to participate
in the lesson.

59. Takes the opinions of students on
the issues such as the lesson, materials
etc.

60. Provides a positive environment.
61. Attracts students’ interest by
giving cultural information about the
language.

62. Gives motivational rewards.

63. Provides a  competitive
environment by conducting
competitions.

64. Explains the language learning
process.

65. Explains the reasons for language
learning.

66. Ensures that students should not be
afraid of making mistakes.

GETTING ATTENTION AND MOTIVATION

Reason for Revision

Wording was changed to make it
comprehensible.

Combined with 53.

Omitted because it already given in
the planning stage.

Wording was changed to make it
comprehensible.

Omitted because it already given in
the planning stage.

Wording was changed to make it
comprehensible.

Wording was changed to make it
comprehensible.

Combined with 56.

Omitted because it is not
observable.

Wording was changed to make it
comprehensible.

Omitted because it is not
recommended in classes.

Wording was changed to make it
comprehensible.

Combined with 64.

Omitted because it is given in the
planning stage.
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Revised statement
(English Translation
uses encouraging
statements to relieve
language anxiety.

enables students to trust
her/himself with a
positive approach.

encourages students to
participate in the lesson
using verbal statements
(such as ‘you can do it’,
‘I’1l help you’, etc.)

asks  for  students’
opinions  about  the
teaching of the lesson,
the materials used, and
the types of activities.

gives moral or small
material rewards (such
as a book) to the students
as a result of his/her
success.

helps students to set
goals for language
learning in the teaching
process.



Table 4.28. (Continued) Statements that were revised because they were not observable or acceptable.

67. Chooses topics that attract Omitted because it is given in the

students’ interest and enables them to  planning stage.

speak.

68. Considers individual differences. = Wording was changed to make it includes different types

comprehensible. of activities taking the

individual  differences
into account.

69. Enables students to support each Wording was changed to make it enables students to help

other by working in groups. comprehensible. each other by working in
groups.

4.4.5. Self-study support

This section, self-study support, consists of 9 statements. Experts endorsed with a high
percentage (over 90%) that the statements are acceptable and observable. Only one statement
was rated below 90% as observable; 72 ‘makes them practice the newly learned words at

home’ (see Table 4.17).

Table 4.29. Results of the Third Round Delphi: Number of Responses and percentages of responses stating

acceptable and observable.

Lesson Preparation Responses Acceptable o Responses  Observable
Phase n n ° n n

V.SELF-STUDY SUPPORT
70. Suggests resources to

benefit from outside the 97 97 100 86 84 97.6
classroom.

71. Enables students to

bengﬁt from the social 95 93 978 38 85 955
media.

72. Makes them practice

Lhe newly learned words at 96 9 058 ]7 77 88.5
ome.

73.  Gives productive

assignments. 98 96 97.9 86 83 96.5

74. Gives research topics. 08 97 08.9 86 84 97.6

75. Introduces studying

methods to use when

practicing outside the 97 97 100 86 83 96.5
classroom.
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Table 4.30. (Continued) Results of the Third Round Delphi: Number of Responses and percentages of

responses stating acceptable and observable.

76. Gives assignments to
overcome weaknesses in

) 98 92 93.8 85 79 92.94
anguage.

77. Guides the students in

developing their reading,

listening, writing and 98 96 97.9 85 81 95.2

speaking skills.
78. Gives activities to

support  extracurricular 100 36

97 97 83 96.5
language development.

In this section, there were two statements to be re-formulated because they were not
clear enough because of wording. For example, statement 73 ‘gives productive
assignments’’ was made more comprehensible with the statement ‘gives homework in which
students can use the language’. Experts stated that the word productive is not clear and
should be explanatory. Another statement was 74 ‘gives research topics’ which was not
clear. The statement was re-formulated as ‘gives research assignments. Statement 70
‘suggests resources to benefit from outside classroom’ was exemplified with different
resources as in ‘recommends resources (books, web-sites, worksheets, etc.) that students can
use outside of the classroom’. Statement 71 ‘enables students to benefit from the social
media’ was merged into statement 70 because it was one of the sources mentioned in the re-
formulated statement. Statement 72 ‘makes them practice the newly learned words at home’
was another one that was not clear enough and needed to be exemplified as in the new
statement ‘gives homework to reinforce vocabulary and grammar knowledge and language
skills’. Thus, four statements such as (75) ‘introduces studying methods to use when
practicing outside the classroom’, (76) ‘gives assignments to overcome weaknesses in
language’, (77) ‘guides the students in developing their reading, listening, writing and
speaking skills’, and (78) ‘gives activities to support extracurricular language development’
are merged with statement (72) because they reflected the examples in the re-formulated

statement (see Table 4.16).
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Table 4.31. Statements that were revised because they were not observable or acceptable.

SELF-STUDY SUPPORT
Round 3 Statements

(English Translation)

70. Suggests resources to benefit
from outside the classroom.

71. Enables students to benefit
from the social media.

72. Makes them practice the
newly learned words at home.

73. Gives
assignments.

productive

74. Gives research topics.

75. Introduces studying methods
to use when practicing outside
the classroom.

76.  Gives
overcome
language.

assignments  to
weaknesses in

77. Guides the students in
developing  their  reading,
listening, writing and speaking
skills.

78. Gives activities to support
extracurricular language
development.

4.4.6. The final checklist

The checklist was re-modified taking the suggestions of participants into consideration
and as a result a checklist with two main sections, five sub-titles and 52 statements emerged
(see Table 4.19). The first section called ‘preparation for the lesson’ consisted of the planning
stage with 8 statements. The following section, ‘application during the lesson’ consisted of
4 parts; lesson processing with 25 statements, giving feedback- correcting mistakes with 7

statements, getting attention- motivation with 8 statements and giving support for self-study

Reason for Revision
Examples were added
make it comprehensible.
Combined with 70
Examples were added
make it comprehensible.

Wording was changed
make it comprehensible.

Wording was changed
make it comprehensible.

Combined with 72.

Combined with 72.

Combined with 72.

Combined with 72.

to

to

to

to

Revised statement

(English Translation
recommends resources (books,
web-sites, worksheets, etc.) that
students can use outside of the
classroom.

gives homework to reinforce
vocabulary and grammar
knowledge and language skills.
gives homework in which students
can use the language in context.

gives research assignments.

with 4 statements. The Turkish version of the checklist is in Appendix-11.
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Table 4.32. An overview of the checklist in the third round

Main Sections Sub-titles Number of
behavior statements
Preparation for the lesson Planning 8
Application during the lesson Lesson processing 25
Giving Feedback-Correcting Mistakes 7
Getting Attention-Motivation 8
Giving support for self-study 4
TOTAL 52

The statements under the first section indicate inclusion of interesting activities and

activities that provide student participation. Taking the level of the students, preparing

facilitative activities, ordering the activities according to their difficulty level, providing

variety, leading students to use newly learned language with productive activities are the

other codes taking place in the planning phase. The statements of the checklist related to

these codes are given in Table 4.20.

Table 4.33. The final version of the Lesson planning phase
LESSON PREPARATION- PLANNING PHASE

In her/his lesson plan, the teacher/student teacher;

1.

includes interesting activities (e.g., puzzles, games, songs, visuals).

2. includes activities that provide student participation.

3. takes the students level into account while preparing the activity.

4 prepares activities that facilitate the understanding of reading and listening texts (e.g.,
activities that will lead to the clues in the texts).

5. orders the activities to be used in the lesson from simple to difficult.

6. provides variety in activities to be used in the lesson.

7. prepares production activities in which students will use the newly learned knowledge in
speaking and writing.

8. includes topics and activities that will get the attention of the student.

At the lesson processing part statements related to, presenting new vocabulary, making

students listen, enabling students to write, activating background knowledge, making use of

body language, using audio visual materials, making explanations and giving instructions

appropriate to the level of the students, modeling, speaking English, using drama, use of

newly learned words in different contexts, using context, relating old knowledge to new

knowledge, asking question to make students speak, giving clues, including group-work,

giving enough time to speak, students expressing themselves freely, checking understanding,
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teaching grammar through examples, providing necessary grammar or vocabulary are

presented in Table 4.21.

Table 4.34. The final version of the Lesson Process- Application Phase
LESSON PROCESS- APPLICATION PHASE
L Lesson Processing

In her/his lesson, the teacher/student teacher;

9. presents new words using different techniques (visuals, situations and drama) before moving
on to the topic (reading, listening, etc.)

10.  makes students listen to the listening texts in sections without disturbing the flow.

11.  enables students to write by making necessary preparations (giving the skeleton structure of
the text, brainstorming, etc.) to the writing activity.

12.  activates students background knowledge of the topic (in reading, listening, speaking,
writing, etc.) by asking questions.

13.  makes use of body language while presenting a topic.

14.  uses body language when giving verbal instructions.

15.  enriches language learning (reading, listening, grammar, vocabulary teaching) by using
audio-visual materials (smart board, real materials, pictures, websites, social media, etc.)

16.  uses mother tongue when necessary (when the students have difficulty in understanding the
instruction).

17.  gives examples related to the topic (from real situations, from their own lives, from the
student’s life) that makes sense for the student.

18.  explains the subject using classroom language appropriate to the student’s level.

19.  gives instructions to the activities using classroom language that is appropriate to the student’s
level.

20.  uses modeling as a teaching method (models by doing, eg: shows how to do scanning
verbally)

21.  speaks English throughout the lesson.

22.  makes students do drama activities.

23.  makes students repeat the newly learned words or sentences in different contexts.

24.  teaches the subject in a clear and understandable context.

25.  asks students questions so that they can relate old knowledge to new knowledge.

26.  asks questions that enable students to speak English.

27.  gives clues to students while doing the activities to enable them to do the activities
themselves.

28.  includes group and pair work to give students the opportunity to speak.

29.  gives students enough time in speaking activities.

30.  provides an environment (without inhibiting behaviors such as laughing or humiliating) in
which students can freely express themselves/ ask questions.

31.  checks how well the subject is understood by the student.

32.  explains grammar topics with example of usage rather than rules.

33.  gives the necessary information (grammar structure, vocabulary, etc.) to the students
whenever.
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Giving feedback and correcting mistakes phase includes the statements related to
giving positive feedback, individual feedback, written feedback, immediate feedback,

delayed feedback, indirect feedback, direct feedback (Table 4.22)

Table 4.35. The final version of the Giving feedback- Correcting mistakes phase
1L Giving Feedback- Correcting Mistakes

In her/his lesson, the teacher/student teacher;

34.  praises students’ correct use of language.

35.  gives feedback to students while doing individual or group work.

36.  gives written feedback to students’ paper assignments.

37.  corrects the language mistakes made by the students immediately.

38.  gives delayed feedback (takes notes of the mistakes made by the students during the activity
and shares them at the end of the lesson.

39.  gives feedback indirectly (by giving hints, mimics, repeating the answers correctly, etc.) to
the mistakes made by the students while answering the questions in the classroom.

40.  gives direct feedback (asks them to correct themselves, allows their friend to correct them, the
teacher gives the correct answer by stating that they made a mistake) to the mistakes made
by students while answering the questions in the classroom.

The statements in the drawing attention-motivation phase are; using encouraging
statements to relieve language learning anxiety, trust-building, encouraging to participate,
getting feedback about the lesson and materials, rewarding, helping to set language learning

goals, different activities according to individual differences, peer-support in group-work
(Table 4.23).

Table 4.36. The final version of the Drawing attention- Motivation Phase
1. Drawing Attention- Motivation

In her/his lesson, the teacher/student teacher;

41.  uses encouraging statements to relieve language anxiety.

42.  enables students to trust her/himself with a positive approach.

43.  encourages students to participate in the lesson using verbal statements (such as ‘you can do
it’, ‘"1l help you’, etc.)

44.  asks for students’ opinions about the teaching of the lesson, the materials used, and the types
of activities.

45.  gives moral or small material rewards (such as a book) to the students as a result of his/her
success.

46.  helps students to set goals for language learning in the teaching process.

47.  includes different types of activities taking the individual differences into account.

48.  enables students to help each other by working in groups.
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The last phase, supporting self-study, comprises of statements related to offering
sources outside, giving homework to reinforce language use, to use the language in a

different context, and to do research (Table 4.24)

Table 4.37. The final version of the Supporting Self-study phase
Iv. Supporting Self-study

In her/his lesson, the teacher/student teacher;
49.  recommends resources (books, web-sites, worksheets, etc.) that students can use outside of
the classroom.
50.  gives homework to reinforce vocabulary and grammar knowledge and language skills.
51.  gives homework in which students can use the language in context.
52.  gives research assignments.

This final checklist will be used to identify the English teachers’ scaffolding
instructions, whether they are available and whether they are conducted effectively. It
itemizes descriptions of teacher behavior in one column and a space provided beside each
item in a second column to check the availability of the behavior. The classic evaluation
checklists use dichotomous items such as done/not done. However, because they are not
adequate for assessing complex tasks, an extended format with more categories (e.g.,
done/done insufficiently/not done) has been used. Versions of the final checklist in English

and Turkish are presented in the Appendix-11 and 12.
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5. DISCUSSION AND CONCLUSION

5.1. Introduction

The necessity of an observable measurement tool of the scaffolding strategies of
English teachers and pre-service teachers, led the researcher to develop a checklist for
observing the scaffolding process of teachers in the classroom.

This chapter will revisit the results of the study and discuss the results by comparing
the existing research and findings on scaffolding. Furthermore, conclusion with a brief
summary of the research, pedagogical implications, limitations of the study and

recommendations for further studies are included in this chapter.

5.2. Discussion of the Results

Classroom observation is widely considered to be a significant tool for teachers'
professional development. It is necessary to have a solid checklist for teachers and
observers to express the points that were achieved and those that were missed in order to
improve teaching practice. Although there are many checklists to observe classroom
practices, developing a checklist for the scaffolding strategies of English teachers to support
their students has been neglected. With the aim of fulfilling this gap, a checklist to observe
and evaluate the scaffolding strategies of English teachers in the classroom was developed.
During the development of the checklist English language teachers’ perceptions related to
what they do to scaffold are taken. The results indicate that English teachers in Turkey use
a variety of scaffolding strategies that support the findings of numerous studies (e.g., Wood,
Bruner, Ross, 1996; Tharp and Gallimore, 1988; McKenzie, 2000; Hogan and Pressley,
1997; Roehler and Cantlon, 1997, Van de Pol et al, 2010; Smit et al., 2017; Birjandi and
Jazebi, 2014) van Driel et al., 2018; Mahan 2022).

The items gathered from the teachers are re-formulated into observable actions by the
researcher. Taking the intentions of the observable actions into consideration a checklist with
two sections such as Preparation to the lesson with a sub-title of Planning, and Application
during the lesson with the sub-titles of Lesson Processing, Giving Feedback-Correcting

mistakes, Getting Attention-Motivation and Giving Support for Self-study was formed. The
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actions described in the items of the checklist will be evaluated and discussed in the light of
the scaffolding strategies mentioned in the literature.

One of these studies is Hogan and Presley’s (1997) study who drew some guidelines
for teachers. When we compare this study with their study, the themes and sub-themes cover
most of their suggestions. Moreover, this study presents some concrete observable actions
that indicate scaffolding, which will guide the teachers especially pre-service teachers in
class on how to act. The first suggestion in their study is selecting tasks matching curriculum
goals, learning objectives and student needs. For example, the items of this section are
exemplified as preparing activities to get attention with games, songs etc., activities
involving students, activities suitable to the learners’ level, activities from simple to
complex, variety of activities, productive activities, activities with topics of students’
interest, and activities that make comprehension of reading and listening texts easier. The
preparation of such activities needs actively diagnosing the needs of students during the
interaction in the classroom which reflects another element in the guideline of Hogan and
Pressley (1997). Following the guideline another element which is the provision of tailored
assistance is elaborated with various scaffolding actions in the lesson processing stage of
this checklist. Thus, the effectiveness of this checklist lies in the detailed description of what
teachers do to assist their students in learning, such as, presenting new vocabulary, making
students listen, enabling students to write, activating background knowledge, making use of
body language, using audio visual materials, making explanations and giving instructions
appropriate to the level of the students, modeling, speaking English, using drama, use of
newly learned words in different contexts, using context, relating old knowledge to new
knowledge, asking question to make students speak, giving clues, including group-work,
giving enough time to speak, students expressing themselves freely, checking understanding,
teaching grammar through examples, providing necessary grammar or vocabulary. As in the
guideline of Hogan and Pressley, giving feedback as proposed and identified by most of the
studies (Wood et al., 1976; van de Pol, 2010) has been dealt with separately since monitoring
student progress through feedback is a crucial aspect in diagnosing and leading students to
being independent learners by applying suitable feedback strategies for suitable situation.

The monitoring of students’ progress through feedback was described in detail by the experts
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in this study, which also indicates the necessity of the present checklist. The last section of
the present checklist also complements and exemplifies the element of assisting
internalization, independence, and generalization to other contexts in Hogan and Pressley’s
guideline. One of the characteristics of scaffolding is transfer of responsibility or in other
words handover which is also one of the six principles van Lier (1996) proposed. Although
transfer of responsibility in most studies (Smit et al., 2013; van de Pol, 2010) was described
as a process that takes place in the classroom, this checklist confirms that transfer of
responsibility can also be done outside the classroom by assigning students productive and
reinforcing activities such as researching or making use of sources students can use outside
as was listed in the present study. Overall, this study elaborates the guideline proposed by
Hogan and Pressley (1997) with every aspect of scaffolding to raise awareness in especially
pre-service teachers about scaffolding, and to guide them with concrete actions.

When compared with the framework developed by Birjandi and Jazebi (2014), there
are overlapping and distinguishing points to be stated. First of all, Birjandi and Jazebi (2014)
outlined the scaffolding strategies under scaffolding functions such as linguistic, cognitive,
metacognitive, social and affective functions. The checklist developed in this study,
however, reflects the actual scaffolding actions of teachers during the flow of the lesson
which can be more practical to observe. Besides, the items in their framework are not clear
enough and not much elaborated. Items such as encouraging learners, creating fun,
controlling frustration, making evaluative comments, for example, are not explained in detail
how they encourage learners, control frustration and create fun. However, the present
checklist, for instance, gives examples for activities that would get students attention and
have fun such as games, puzzles, songs, etc.; or encouraging learners by making motivating
statement; or to control frustration teachers can reward students for their success.

The concept of scaffolding as defined by van de Pol et al. (2010) was adapted by
another study conducted by Smit et al. (2017) to scaffold the reading comprehension skills
of students in the EFL context. In line with this study, their observation tool includes some
of the same strategies under the scaffolding means proposed by van de Pol (2010). For
example, activating background knowledge, making students active participants, creating a

supportive environment as means of instructing; using visuals, helping students to produce
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in L2 and using L2 for instruction as means of modeling. The items mentioned are also
included in the present study but not organized in the same way since this checklist does not
focus only on one skill.

The needs of students can be classified as cognitive, metacognitive and affective and
each action in the planning part of this checklist reflects also the scaffolding intentions
proposed by van de Pol et al. (2010). The statements in the present checklist related to
preparing activities to involve student participation, activities suitable to students’ level,
activities from simple to complex, activities making reading and listening comprehensible,
variety of activities and activities to produce language can be considered as metacognitive
together with the intention of Direction maintenance because choosing these types of
activities will keep the learning on target and maintain the learners’ active participation.
Preparing activities to get students’ attention and topics or activities related to the students’
interest can be considered as affective activities with the intention of recruitment and
frustration control because the aim is to get students interested in the task and be motivated.
Cognitive structuring and reducing the degrees of freedom which are concerned with the
cognitive needs of students are not stated in the planning stage of this checklist since they
are observable during the process of teaching in which teachers explain complex tasks and
simplify them for the students

The lesson processing has an interactive nature in which scaffolding can take place.
Teachers need to adapt their utterances to the responses of students since choosing the
appropriate scaffolding strategy by the teacher under a certain situation largely depends on
the responses of the students. The lesson processing and feedback sections of this present
scaffolding checklist elaborates the support teachers can give during the teaching process
with a variety of scaffolding strategies. They are the scaffolding means to scaffold the
cognitive, metacognitive and affective activities of students (van de Pol, 2010). The present
checklist mainly supports the scaffolding means identified by van de Pol (2010) and the
assisting performances proposed by Tharp and Gallimore (1988). The scaffolding means are
feeding back, giving of hints, instructing, explaining and modeling. Furthermore, the
statements in this checklist exemplify the scaffolding means in detail. In other words, it

extends the scaffolding means by providing specific actions taken by the teacher. Each
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strategy in the present study serves also for the intentions of scaffolding. The scaffolding
means together with their intentions covered in this checklist are as follows; providing the
necessary vocabulary (cognitive with the intention of cognitive structuring); breaking the
listening into smaller units (cognitive with the intention of reduction of degrees of freedom);
providing pre-writing activities (metacognitive with the intention of direction maintenance);
activating background knowledge about topic called as schema building by Walqui (2006);
and activating background knowledge referring to students’ experiences known as bridging
in Walqui’s terms (cognitive with the intention of cognitive structuring); using body
language and gestures while teaching the topic and while giving instructions (cognitive with
the intention of reducing the degrees of freedom); contextualizing (Walqui, 2006) language
by using audio-visual materials (cognitive with the intention of reducing the degrees of
freedom); explaining and giving instructions by adapting language to the students’ levels;
modeling strategies which is a frequently mentioned means of scaffolding (Walqui,2006;
van de Pol, 2010; Tharp and Galimore, 1988; Wood, Bruner and Ross, 1996; Roehler and
Cantlon, 1997); re-presenting language in different genre e.g. using drama or context
(Walqui, 2006); asking questions to make connections between old knowledge and new
knowledge, to encourage speaking, to check comprehension; giving hints (van de Pol, 2010)
so that students can do themselves; providing peer-interaction to give opportunities to talk
and share; giving time to speak (Birjandi and Jazebi, 2014); giving chances to speak;
teaching grammar with examples and not rules; providing necessary vocabulary and
structures whenever a student needs.

The sub-title of feeding back should be considered as a separate element since the
interactive nature of scaffolding requires teachers to work collaboratively with the students.
They give guidance to accomplish a task and monitor their progress through feedback. Thus,
the teacher while guiding the student to use appropriate and accurate language, needs to
decide on the different feedback techniques. The scaffolding strategies for giving feedback
in the present study are; giving positive feedback, immediate correction, delayed correction,
indirect and direct corrections. Giving individual feedback and written feedback are two
more approaches that were identified in this study. Aljaafreh and Lantolf (1994, cited in

Rassaei, 2014) emphasized the importance of feedback and considered it as scaffolding when
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the learner is involved in the correction of the incorrect answer with the collaboration of the
teacher. Thus, teachers using the present scaffolding checklist are expected to use the ways
of feedback by collaborating with the student and giving student a chance to self-correct for
self-regulation.

Another important scaffolding action in the present checklist was to get students
interested in the tasks and activities. Experts stated that the teacher should take some actions
to motivate and get the attention of the students. The intentions of the actions identified were
affective in that their aim was to create a welcoming, safe and supportive learning
environment. All the actions listed in this checklist, such as, reducing language learning
anxiety, building trust in the teacher, encouraging participation, rewarding, taking the
individual differences into consideration encourage students to take risks and feel free to
express their thoughts to fulfill this affective aspect.

Transfer of responsibility or handing over (van de Pol, 2010; Smit et al. 2013)) is the
third characteristic of scaffolding. To assist internalization of knowledge, the teacher
encourages students to practice the tasks in different contexts (Hogan and Pressley, 1997;
Walqui, 2006). Assignments can be the most suitable ways to develop self-regulated
learning, in other words, have students do task independently without having instructional
support. Thus, the expert’s suggestions for self-study such as, giving homework to practice
vocabulary and grammar knowledge in contexts, and doing research leads to transfer of
responsibility. Offering sources such as books, web-sites etc. is another self-study item in
the present checklist. This is an item teachers’ in Turkish context stated as a supportive
behavior which has not been identified in any of the studies conducted on scaffolding.

The results of the present study revealed the scaffolding actions of English teachers in
an EFL context. The checklist provides a variety of scaffolding means in relation to
scaffolding intentions as van de Pol et al. (2010) proposed. This checklist also covers most
of the scaffolding strategies presented in descriptive studies (e.g. Wood, Bruner, Ross, 1996;
Tharp and Gallimore, 1988; McKenzie, 2000; Hogan and Pressley, 1997; Roehler and
Cantlon, 1997, Walqui (2006); Van de Pol et al, 2010).
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5.3. Conclusion
5.3.1. Summary of the study

The aim of this study is to develop a checklist to be used in the classroom environment
by pre-service teachers and in-service teachers to observe or reflect on their scaffolding
strategies. The methodological approach to the study is the qualitative Delphi Method which
is conducted in three rounds. The participants with expertise are asked to give their opinions
on specific issues to arrive at stability in responses. Fifty-five (55) experts, who are English
teachers at governmental schools and instructors in prep-schools and ELT departments,
participated in the first round and responded to an open-ended questionnaire in which they
had to itemize what they do or what teachers should do in their classes to support their
students learning of English. The data was analyzed and categorized by the researcher first
and then an expert in the field of English Language Teaching. In the second round, two more
experts in the field of English language teaching were asked to comment on the themes
identified and a re-categorization was made. Furthermore, the re-categorized themes were
converted into observable actions and a checklist with three different sections was designed.
In the third round, the checklist was sent to English teachers in different institutions via
online and were asked to state whether the items of the checklist were observable and
acceptable. According to the feedback from the teachers the checklist was revised once more.
The final version of the checklist consisted of two sections and five sub-titles with 52 items

indicating observable behaviors.

5.3.2. Conclusion of the study

The results indicate that the checklist includes most of the identified scaffolding
concepts in literature to support students’ learning English. These strategies are selecting
activities that match with the level and interest of students, activating students’ backgrounds
to lead them from known to unknown, modeling tasks and strategies to offer behavior for
imitation, giving feedback to contribute to students’ success, creating a context where
students feel secure and encouraging them to use language in stress free environment, using
gestures while explaining content or giving instructions which enables learners to follow and

stay focused.
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In conclusion, this checklist with various scaffolding concepts will provide pre-service
teachers and in-service teachers with a framework for understanding important processes in
students’ learning, enhancing their self-awareness and professional development, and

improving their everyday classroom practice and the quality of students’ learning.

5.4. Implications

The present research contributes to the few studies on measurement tools of
scaffolding in foreign language teaching. One of the practical implications of the study is
that the scaffolding checklist can be used in the observation process of the practicum period.
The checklist will provide a framework for effective scaffolding of students’ learning to pre-
service teachers. The pre-service teachers can get some instruction on what scaffolding is,
what characteristics it has and what the related strategies are in order to grasp the concept of
scaffolding before they do observations and reflection. As a next step, they can be trained in
using the checklist by observing sample lessons. As the checklist includes different stages
and purposes for observation, the focus of observation (i.e., whether to observe how teachers
scaffold students learning by giving feedback, or whether to observe the strategies they
employ during the process of teaching the content) can be determined before the observation
of the sample lesson, and just the determined focus can be observed. While observing, pre-
service teachers will learn the functions of scaffolding in a classroom. After observing
another teacher and learning how scaffolding operates, the pre-service teachers can use the
checklist while watching video recordings from their own lessons to reflect on their
scaffolding actions while teaching. This will enhance the pre-service teachers understanding
of own scaffolding actions. To receive feedback about the actual quality of their teaching,
pre-service teachers can be observed by their supervisors. The aim of the supervisors’
observation and feedback will be to evaluate their performance so that pre-service teachers
can improve their scaffolding actions. The pre-service teachers’ attention can be drawn to
the points they are strong or weak in scaffolding their students with the help of the checklist.
Consequently, they can develop and improve their scaffolding strategies and add quality to

their teaching.
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Another implication is that EFL mentor teachers can also benefit from the use of this
checklist in two ways. Mentor teachers in Turkey have the chance to observe pre-service
teachers more than the supervisors, and they are required to give feedback on the teaching
performances of pre-service teachers. However, the feedback they give is mostly on
classroom-management but not on the way pre-service teachers teach. Therefore, one way
mentor teachers can benefit from using the checklist is that they can also be trained to use
the checklist to observe the scaffolding actions of pre-service teachers and comment on how
they performed. The second benefit they will get from will be to reflect on their own teaching
and scaffolding students’ learning. While giving advice on specific problems, they can

realize their own teaching problems and try to overcome their problems.

5.5. Limitations of the study

A first limitation of the study is that classroom application of the checklist has not been
done because of the time limitations, so field test of the checklist is not available.

A second limitation is that the researcher was involved in the development process,
which could have led to bias. This effect was minimized by including experts not involved

in the development process.

5.6. Recommendations for further research

The aim of the present study was to develop an observation checklist for pre-service
English language teachers and English teachers at work. Examining and field testing the
practicality of the checklist is an important quality which has not been examined in this
study. To show the checklist’s usefulness and practicality, further research on the application
of the checklist in actual classrooms is required.

The study was fully qualitative in nature with narrative comments and endorsement by
the participants. Consensus was reached with the participants agreement on whether the
statements were observable and acceptable. A further research can be conducted to prove the
consensus statistically in numbers. The items can be rated on a 5- or 7-point Likert-type scale

until consensus is reached.
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The present study includes scaffolding instructions for the four skills (reading,
listening, writing and speaking) in one checklist. Another suggestion would be to develop
checklists separately for each skill. This would ease the teachers use of scaffolding strategies
in skill-based lessons.

Another possibility for further research can be investigating the impact of the teachers’
scaffolding actions on the students’ learning in a range of different classrooms with different
age groups and levels of proficiency. The three characteristics of scaffolding namely
contingency, fading and transfer of responsibility can be scrutinized with the help of this
checklist.

Considering the cognitive gap between primary-school students and high-school

students, a checklist to use in classes of young learners can be developed separately.
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APPENDICES

APPENDIX-1 Questionnaire for Teachers
Degerli Katilimci,

Bu ¢alismanin amaci Ingilizce dgretmenlerinin derslerinde dgrencilerin 6grenmelerini
kolaylastirmak icin nasil destek sagladiklarini saptamaya yonelik gecerli ve gilivenilir bir
checklist (gézlem formu) gelistirmektir. Bu anket bir doktora tez c¢alismasi kapsaminda
hazirlanacaktir.

Bu ¢alisma ii¢ asamadan olusacaktir. Calismanin sonunda, katilimci ¢cogunlugunun hem
fikir oldugu Ingilizce Ogretmenlerinin Ingilizce 6grenmeyi kolaylastirict destek ve
yardimlar1 belirleyen maddelerden olusan bir checklist (gézlem formu) olusturulacaktir. Bu
birinci asamada sizden agik uclu sorular1 yanitlamaniz istenmektedir.

Calismaya katilim tamamen goniilliiliikk esasina dayalidir. Calisma boyunca kimlikleriniz
gizli tutulacak, vermis oldugunuz bilgiler sadece bu ¢alismanin amaglari i¢in kullanilacak ve

ticlincii sahislarla paylasilmayacaktir.

Vereceginiz yanitlar ¢alismanin gegerliligini ve giivenilirligini dogrudan etkileyecektir.

Bu ¢alismaya yapacaginiz katkilardan dolayi sizlere ¢ok tesekkiir ederim.

Ogr. Gor. Neslihan Ekmekgi

[Type here]



1. ASAMA
Admiz:
Yasimiz:
Egitim Durumunuz: Lisans ()

Yiiksek Lisans yapiyorum ( )

Yiiksek Lisans ()
Doktora yapiyorum ()
Doktora ()

Gorev yaptiginiz Kurum:

Kac yildir 6gretmen olarak gorev yapiyorsunuz?

1-5 () 6-10 ( ) 11-15( ) 16-20 ( ) 21- ()

Kendi derslerinizde dgrencilerinizin Ingilizce grenmelerini kolaylastirmak igin ne

tiir destek ve yardimda bulunuyorsunuz?

Ornek: Yénerge dilini 6grencilerin seviyesine gore basitlestirmek.

(Listeyi uzatabilirsiniz)



APPENDIX-2 Questionnaire for University Instructors (Experts)
Degerli Katilimci,

Bu ¢alismanim amaci Ingilizce dgretmenlerinin derslerinde dgrencilerin 6grenmelerini
kolaylastirmak icin nasil destek sagladiklarini saptamaya yonelik gecerli ve gilivenilir bir
checklist (gézlem formu) gelistirmektir. Bu anket bir doktora tez c¢alismasi kapsaminda
hazirlanacaktir.

Bu ¢alisma ii¢ asamadan olusacaktir. Calismanin sonunda, katilimci ¢cogunlugunun hem
fikir oldugu Ingilizce Ogretmenlerinin Ingilizce 6grenmeyi kolaylastirict destek ve
yardimlar1 belirleyen maddelerden olusan bir checklist (gézlem formu) olusturulacaktir. Bu
birinci asamada sizden agik uclu sorular1 yanitlamaniz istenmektedir.

Calismaya katilim tamamen goniilliiliikk esasina dayalidir. Calisma boyunca kimlikleriniz
gizli tutulacak, vermis oldugunuz bilgiler sadece bu ¢alismanin amaglari i¢in kullanilacak ve

ticlincii sahislarla paylasilmayacaktir.

Vereceginiz yanitlar ¢calismanin gegerliligini ve giivenilirligini dogrudan etkileyecektir.

Bu ¢alismaya yapacaginiz katkilardan dolayi sizlere ¢ok tesekkiir ederim.

Ogr. Gor. Neslihan Ekmekgi



1. ASAMA

Admiz:

Yasiniz:

Egitim Durumunuz: Lisans
Yiiksek Lisans yapiyorum
Yiiksek Lisans
Doktora yapiyorum

Doktora

Docent
Yardimci Docent
Ogretim Gorevlisi

(

(

(

(

(

Akademik Unvanimz: Profesor (
(

(

(

OKkutman (
(

N’ N N’ N N N N N N N’ N

Diger(liitfen belirtiniz)
Gorev yaptiginiz Kurum:
Kac yildir 6gretmen egitimi alaninda gorev yapiyorsunuz?
1-5 () 6-10 ( ) 11-15( ) 16-20 ( ) 21- (
Sizce Ingilizce ogretmenlerinin derslerinde 6grencilerinin Ingilizceyi &grenmelerini
kolaylastiracak ne tiir destek saglayici davraniglarda bulunmalari gerekir?

Ornek: Yénerge dilini 6grencilerin seviyesine gore basitlestirmek.

(Listeyi uzatabilirsiniz)



APPENDIX-3 (321) Statements gathered from English teachers and instructors in the field
of ELT.

1. Ogrencilerin seviyesine gore ana dili kullanima.

2. Ogrencinin yaptig1 her hatay1 dikkate almama.

3. The teacher should anticipate errors after choosing a task, because learners are likely to commit errors
when working on a new task

4. Hatalarin olagan oldugunun ve 6grenme siirecinin olagan bir pargast oldugunun vurgulanmasi

5. Yalnizca yanlis ve eksiklerin iizerine degil, iyi noktalara da gereken déniitiin verilmesi

6. Giving corrective feedback; especially recasts.

7. Herkesin dil 6grenirken hata yapabilecegini algilamalarini saglamak.

8. Ogretmenin grenciye tavsiye ettigi her seyin 6nemli oranda icracist olmasi. (Model olmas1)

9. Modelleme yapmasi.

10. Modelleme/Orneklendirme yapmak.

11. Uygun bir tane drnek verip bagka drnekleri onlardan istemek.

12. They should model compelling tasks.

13. Modelling

14. Yapilacak aktiviteyi 6nce dgretmenin gostermesi ve dgrencilerden beklentileri agik sekilde belirtmesi.
15. Teaching and modelling various strategies.

16. Thinking aloud while dealing with a text for example.

17. Kendilerinden beklediklerimi dncelikle kendim ve daha basarili olan &grencilerden birkagiyla
orneklendiriyorum.

18. Kendi 6grenciligimi ve ingilizceyi 6grenirken kullandigim teknikleri dgrencilerime anlatirim.

19. Ogrencilerin en ¢cok model aldiklar1 6gretmenler oldugu igin iyi bir model olmaya ¢alistyorum.

20. Gorsel isitsel materyallerin yanisira onlari ¢ok etkiledigini diisiindiigiim seyler bir tanesi 6gretmenin
model olmasi ve kendi yasantisindan 6rnekler ve tecriibeler aktarmasi.

21. Ogretmen Ogrenme igin iyi bir ortam yaraticis1 olmali.

22. Ortam hazirlamanin bir pargasi olarak ciddi bir 6n hazirlik yapmasi

23. Ogrencilerin endise ya da hayal kiriklig1 yasamamalari i¢in dnlemler almak

24. Zamana uygun araglardan yararlanmasi.

25. Olabildigince ¢esitli materyal kullanabilmek (visual-audio-technology)

26. Egitim teknolojilerini derslerimde uygulamaya ¢alisyorum. Gegen sene beyaz pano isimli web sitesini,
daha 6nceki senelerde sosyal medyayi egitim amaglh kullanmistim

27. Display sorular1 sormast.

28. Monitoring yapmasi ihtiyaglari belirlemesi.



29. Monitoring students’ learning and trying to catch up the points that students have difficulty in
understanding and therefore readjusting what have been covered or classifying elaborating those points
needs to be elicited.

30. Oncelikle 6grencilerime dilin kullanim amacinin iletisim oldugunu, ana dilimizi cevremizle iletisime
geemek icin 6grendigimiz gibi ingilizceyi de iletisim amaglh 6grenmemiz gerektigini agiklryorum.

31. Ders esnasinda Ozellikle onlar bir task la ugrasirken siralar arasinda dolasip neler yaptiklarini
gdzlemlemeye ¢alistyorum. Zaman ve siifin durumu el verdikce bireysel doniit vermeye ¢aligtyorum

32. Cesaret verecek her tiirlii ifade kullanmasi

33. Ogrencinin zorlandig1 durumlarda yiireklendirmek.

34. The teacher should encourage these learners.

35. Increase motivation of the students by giving the impression that they can be successful.

36. Motivasyon artirict davraniglar

37. Endise azaltici telkinler.

38. Being motivating all the time.

39. Lowering down anxiety

40. Cesaretlendirmek

41. Dil 6grenme siirecini agiklamak / motivasyon saglamak

42. Sik, bol ve olumlu pekistire¢ vermek.

43. Ogrencilerin motivasyon ve ilgilerini artirmak igin kelime ya da dilbilgisi oyunlar1 oynamalarina imkan
saglamak.

44. Ogrenci ile beraber yapmay1 denemesi.

45. Anlagilmayan konuyu farkli ifadelerle anlatmaya galigmasi.

46. Yapilan agiklamalari degisik ifadelerle farkli agilardan agiklamak.

47. Paraphrasing the instructions

48. Arkadaslarinin yardim etmesini saglamasi.

49. Preparing an environment in the class in which better students help their inferior friends. Asking
successful students to help poor students in order to increase their academic success

50. Ogrencilerin bir arada galisarak birbirlerinin grenmelerine yardime1 olmasini saglamak.

51. Ogrenciler, dersteki aktivitelerde sadece dgretmenle degil, arkadaslariyla da iletisim halinde olmalidir.
52. Self-evaluation veya Peer-evaluation yapmalarini saglayacak aktiviteler olusturuyorum, bu siirecte
foreign language speaking anxiety leri artmasin diye birbirlerine saygili olmalarini saglamaya ¢alisiyorum
53. Grup ¢alismasi yaptirmasi.

54. Giliniimiiz 6grenim sistemi iletisim odakli oldugun i¢in dgrencilere diyalog ve soru-cevap yontemiyle
grup ¢alismasi yapmalarim sagliyorum. (Teamwork)

55. Bilinmeyen yapi ve kavramlart kullanmamasi.

56. Anlatilanlar viicut diliyle desteklemek.



57. The use of body language or realia or technology.

58. Yeni bir kavram ya da kelime 6gretirken mimiklerimi kullanmak.

59. Ogrencilere kars1 fiziksel feedback veririm,mesela bagimla onaylarim, isaret ederim.

60. Using body language.

61. Jest ve mimiklerle Ingilizce konusurken beni anlayabildiklerini gostererek. Ozgiivenleri beni Ingilizce
konusurken anlayabildiklerinde ¢ok artiyor, daha ¢ok heyecan duyuyorlar.

62. Ogrencilere sézlii olarak ydnerge verirken, aym yonergeyi beden diliyle (rnegin; “open your
notebooks” derken ellerimizi kullanarak), ya da tahtay1 kullanarak (6rnegin “open page 65 derken tahtaya
“p. 65” yazarak) hem kulaga hem goze hitap etmeye caligirim.

63. Yonergeler verilirken ya da ders sunumu yapilirken icerigi destekleyen jest mimik ve gorsel materyal
kullanimi kesinlikle gerekli olmakta.

64. Jest ve mimikler ya da gostererek.

65. Aktiviteleri basitten zora dogru siralamak.

66. Yapilacak caligmalari somut adimlara boliip, kolaydan zora bir yol izlemek.

67. Basitten karmasiga dogru bir icerikle dersi sunmak

68. Cesitli materyalleri-gorsel, isitsel- kullanarak konu anlatimini zenginlestirmek.

69. Using visual clues or hints to promote learning

70. Dersi gorsellerle desteklemek.

71. Konuyla ilgili gorseller kullanilabiliyorsa kullanmak.

72. Using various materials to support this attitude such as visuals, materials and activities

73. Tiim d6gretecegim konularda gegen kelimeleri gorsellestirmek.

74. Yeni kavramlar1 miimkiinse gorsel materyallerin desteklemek.

75. Yeni bir sey Ogretilecegi zaman konuyu yada kavramlari anlamli kilmak i¢in gorseller, resimler,
animasyon yada videolar ve ses dosyalart kullanirim.

76. Using visuals.

77. Sik sik gorseller ve projeksiyon kullanarak dikkatlerini ¢cekmeye ¢alistyorum.

78. Gorsel materyaller, videolar ve slayt gosterileri de 6grenmeyi kolaylastirtyor.

79. "Real object " kullanim yine ¢ok fazla etkili oldugunu gordiigiim etkenlerden.

80. Kullandigim gorsel materyallerin renkli ama sade olmasina dikkat ederim. Cok fazla gorsel
ogrencilerimin dikkatini dagitiyor ve konudan uzaklasiyoruz.

81. Miimkiin oldugunca materyal kullanmaya ¢alisiyorum.

82. Kelime 6gretiminde gerekli ve uygun gorsel kaynaklari kullanmak,

83. Eger tabi miimkiinse ¢izerek anlatiyorum.

84. Akilli tahtay1 ¢ok fazla kullaniyorum, gorsel ve isitsel 6gelerin

85. dgrencilerin 6grenimini kolaylastirdigini diisiinityorum.

86. Her 6grencinin stil ve stratejilerini dikkate alarak geregi kadar yardimcei olmak.



87. Ogrencilerin arasindaki farkliliklar1 dikkate alarak , onlarin nelerin etkiledigini ya da motive ettigini
bulmaya calisarak dersi buna goére islemesi.

88. They should provide guidance on the development of cognitive and social skills.

89. Designing and sequencing tasks appropriate for their needs and levels.

90. Ogrenciler, ne sekilde en iyi 6grendikleri konusunda bilinglendirilmelidirler. Ogrenci duyarak en iyi
Ogreniyorsa, ona bu konuda yardimci olunmalidir.

91. Tailoring their teaching to students’ styles and other individual factors.

92. Talking to students and asking for their opinions on their needs for better learning opportunities that
can be offered in lessons.

93. Gorsel hafizasi daha baskin olan dgrencilerime 6grenilen konuyla ilgili ekstra gorseller saglamak.

94. Isitsel ve miiziksel zekasi yiiksek olan dgrencilerime yaslarina uygun ekstra Ingilizce sarkilar
saglamak.

95. Kinestetik 6grenmeye yatkin 6grenciler i¢in TPR sisteme yonelik etkinlikler diizenliyorum, mesela
kelimeleri, hikayeleri hareketlerle hayata gegcirip daha iyi kavramalarimi sagliyorum. (Role Playing/
Acting)

96. Tlkokul seviyesi icin sarkilar ve oyunlar olmazsa olmazdir. Ozellikle 2. Siniflarda hemen hemen her
iinitede mutlaka konuyla alakali bir sarkiyla yeni 6grenilen konuyu pekistiriyoruz.

97. Ornek verirken anlamli olmalarma dikkat edilmeli.

98. Contextualizing

99. Organizing the information (Schema-building)

100. To provide as many examples as possible as the language models

101. Providing a great deal of examples in relation to the topic of the lesson.

102. Ingilizce dilinin gergek hayatta nasil kullanildigina dair 6rnekler sunmak.

103. Baz1 ogrencilere sadece bir drnekle konuyu agiklarken, kimilerine birden fazla 6rnekle anlatimi
gerceklestiriyorum.

104. Dilbilgisi konularinin &gretiminde 6rnekleri miimkiin oldugunca 6grencilerin yasamlarindan ve
ilgilerinden vermek.

105. Ogrencinin anlayabilecegi dilde agiklamalar yapmak.

106. Simplification of instruction.

107. Simplification of question stems of an exam

108. Yonerge dilini dgrencilerin seviyesine gore basitlestirmek gergek bir zorunluluk Yoksa aktarilmaya
calisilanlar tamamen havada kalmakta

109. Ogrenciye seviyesine gore ve yerine getirebilecegi alistirma ve aktiviteler yaptirmak.

110. The ue of topics/tasks that students would be interested in and according to their levels of English
and to their cultural aspects

111. Verilen taski 6grenci i¢in basarilabilir olacak sekilde basitlestirmek.



112. Yapilan aktiviteler 6grencilerin seviyesine ve profiline uygun olmalidir

113. Smavlarda zor zoru sorup 6grenci giivenini kirmak yerine seviyesine uygun olan sorulara yer vererek
daha yiiksek not almasim saglayip, Ingilizce ényargisini ortadan kaldirip 6zgiiven kazandirmak.

114. Seviyelerine uygun handout hazirlarim instruction lar da agik ve net olur.

115. Bagarilabilir hedefler koymak. Basardiklarinda daha istekli olup, derse daha fazla katiliyorlar.

116. Ogrencilerin seviyesinin iizerindeki okuma parcalarim basitlestirerek onlarm seviyesine indirmek.
117. Mutlaka Ingilizce konusunda Self-Efficant olmalarimi istiyorum, bunun icin building self-efficacy
yaparken kolay aktiviteler yapip, yapabildiklerini géstermeye ¢aligtyorum.

118. Ogrenciye ihtiya¢ duydugunda gerekli bilgiyi vermek (gramer yapisi ve kelime gibi)

119. Baz1 kavramlari/kelimeleri dersin basinda netlestirmek.

120. They should provide coaching.

121. They should help their students master a task by providing outlines, recommended documents,
storyboards, or key questions.

122. Creating language awareness for students so that they can handle tasks.

123. Okuma yada listening dncesi gerek varsa muhakkak gorsel destekle kelime 6gretimi yaparim.

124. Pre-teaching new vocabulary before the tasks.

125. En basta, sozliik kullanmadan temel sozciikleri ben veririm . Daha sonraki sézciikler i¢in sozliik
kullanimi1 , oyun , video i¢in tesvik ederim. Konunun temelini iyi kavrarlarsa , ileri diizeyde 6grenmeyi
de kendileri basarabilirler diye diisiiniiyorum.

126. Izlettigim kisa video ya da sarkilar izletmeden dnce ¢ogu yapinin anlammi énceden soylityorum.
Ciinkii video boyunca bilmedikleri sdzciiklerle karsilasirlarsa takip etmeyi birakiyorlar.

127. Dinleme etkinliklerindeki metin ve kelimeleri 6grenci seviyesine gore yeniden diizenlemek.

128. Ogrenciye ders disinda faydalanabilecegi ve self-study yapabilecegi kaynaklar 6nermek.

129. Ogrenciyi ders dis1 calismaya yonlendirmek ve yiireklendirmek.

130. Gerekli gordiigii 6grencilere dogru kaynak, kitap ve materyal dnermek.

131. Keeping them engaged in language even out of the classroom thanks to online materials (social media
use)

132. Ogrendikleri kelimelerle ilgili kendi evlerinde / odalarinda da calismalar yapip fotograflar veya
videolarla sinifa getirmelerini istiyorum.

133. Bolca uygulama yapilmali.

134. Bu uygulamalara aninda doniit verilmeli.

135. Yazili ve sozli doniitler de verilmeli

136. Giving implicit/explicit feedback

137. Ogrencilere déniit vermek.

138. Bireysel doniitlerde bulunmak

139. Siklikla doniit vermek.



140. Ogrencilere mutlaka farkli tipte geri doniit veriyorum

141. Derslere uygun materyal hazirlama.

142. Materyal kullanimini artirmak.

143. Motivasyon amagch farkli materyaller kullanmaya calisiyorum

144. Diisiinmeleri i¢in zaman vermek.

145. Konusma etkinliklerinde 6grencilere gerektigi kadar zamani saglamak ve kendilerini 6zgiirce ifade
edebilecekleri ortami hazirlamak

146. Daha dnceden bilineni vurgulayip/hatirlatip yeni bilgiyi ona gore insa etmek

147. Linking to prior experiences and learnings (Bridging).

148. Using students’ background knowledge and starting from what is known and move towards what is
not known. Activating the necessary schema students already have and guiding them to learn the intended
information by referring to students’ own sources.

149. Ders islenisi sirasinda background bilgilerini kullanmalarina izin verecek igerikte aktivite ve
yonlendirici sorular hazirlarim

150. Ogrenilen yeni bilgiyi kullanmalarini saglayacak iiretim odakl1 aktiviteler hazirlayip yapmak.

151. Preparing tasks that increase the students’ talking/using the language time.

152. Uretici 6devler ya da gorevler vermek

153. Choosing approppriate content to teach.

154. Diigiinmelerini saglayacak sorular sormak.

155. Aragtirma konular1 vermek.

156. Verdikleri cevaplar ya da ddevlerle ilgili ‘Neden bu cevabi verdin?’ ‘Bunun neden dogru oldugunu
aciklar misin’ seklinde de bol bol ama anlamli WHY? Sorulari yoneltmek.

157. Sorular sorarak 6grencinin farkindaligini arttirmaya ¢aligmak.

158. Ogrenci ihtiyag¢ duydugunda sorularini sormasi ve bilgi almasi i¢in uygun zaman yaratmak.

159. Asking ‘recall questions’ such as “What else do we do before starting writing an essay?

160. Doing elicitation, giving cues.

161. Eliciting anything students can tell/do with the assistance of the teacher or other peers who are in the
upper level

162. Creating student centered classroom environment to provide communicative interaction among the
students.

163. Ders 6gretmen merkezli degil, grenci merkezli olmalidir. Ogretmen 6grenme siirecinde sorumlulugu
daha ¢ok 6grencilerine vermelidir.

164. Encouraging student involvement by paying attention to classroom interactional competence.

165. Ders planlarin1 6grenci odakli hazirlamak.

166. Smif i¢inde yapilan canlandirmalar da 6grenmeyi kolaylastirmaktadir

167. The use of cues such as pointing, emphasizing, highlighting, prompts, etc.



168. Using a variety fo techniques such as recasting, repetitions, clarification checks, hand technique, body
language, gestures, mimics, etc. to ease understanding.

169. Authentic dil 6rnekleri sunmak.

170. Agiklayict 6rnekler sunmak.

171. Konuyu agiklamak i¢in 6rnekler vermek.

172. Konulara drnekler vermek.

173. Writing yapacaksak asamalari ile ilgili 6n bilgilendirme yaparim ve dgrencilere outline veririm

174. Sik sik tekrar yapmak

175. Dersi eglenceli ve ilgi ¢ekici hale getirmek, merak uyandirmak.

176. Eglenceli ve sicak bir atmosfer saglamak.

177. Ogrenme siirecini oyunlarla ve sarkilarla desteklemek ozellikle kiiciik yas grubunda hemen her
konuda bir oyun uydurmak ¢ok daha eglenceli ve dolayisiyla kalict bir 6grenme ortami olusturuyor.

178. Ogretmeni seven dgrenci dersi de seviyor. Tam tersine dgretmeni sevmeyen 6grenci de o dersten
nefret ediyor. Dersimi sevdirmek i¢in sevimli olmaya ve dersi zevkli hale getirmeye calisiyorum.

179. Ogrencinin sempatisini ve ilgisini cekmek ¢ok énemli, hazir bulunurluklarini ne kadar arttirabilirsek
(en azindan psikolojik olarak) 6grenme o kadar kolay olmakta.

180. Olabildigince fazla ingilizce konusmak.

181. Smif igerisinde tamamen Ingilizce konusmak her zaman miimkiin olmasa da, sdyleyecegim her
ifadeyi Ingilizce sdylemeye galismak ya da bazen once Ingilizce sdyleyip sonra da Tiirkge agiklamak.
182. Miimkiin oldugunda hedef dili kullanip 6grencilerime sorular sorarak onlar1 derste her birine en az
bir kere s6z hakki vermeye ¢alisiyorum.

183. Okul iginde onlarla Ingilizce selamlasmak, basit ifadelerle konusturmak.

184. Verilen gorev ve aktivitelerde ¢esitlilik saglanmasi 6zellikle lilkemizde MEB’in 6nerdigi kitaplardan
ya tamamen siyrilmak ya da biiyiik degisiklikler yapmak.

185. Ogretmen derslerine farkli aktiviteler uygulayarak cesitlilik katmalidir

186. Ogrencilere dile ait kiiltiirel ve diinyevi bilgiler sunarak ilgi kazanmak

187. Ogrenilecek konuyu gercek hayata baglayabilmek, rnekler sunmak.

188. Ogrendigi kaliplarla ve kelimelerle ilgili bol bol diyalog kurmasini saglamak.

189. Giinliik yasamdan ornekler, gorsel materyaller, sarkilar, egitsel oyunlar.

190. Varsa ana dildeki benzerliklerden yararlanmak.

191. Ana dilde ingilizce diline benzemeyen kullanimlar varsa bunlara dikkat gekmek.

192. Ben dogru diizgiin kelime bilmiyorum diyen 6grencilerimin aslinda bir siirii kelime bildiginin farkina
varmasini saglarim. (Ingilizce ve Tiirkge ayni olan kelimeleri sayarak)

193. Ogrencinin anladigini kendi yontemi ile (6rnek vererek, resim gizerek, vb) anlatmasini istemek.



194. Ogrencilerin Ingilizce dgrenme ihtiyaclari belirlenmeli, daha sonra da Ogrenciler bu konuda
bilinglendirilmelidirler. Ogrenci neden Ingilizce 6grenmesi gerektiginin farkina varirsa, motivasyonunu
kendisi yiikseltebilir. Ogrencinin motivasyonunun olmasi, §grenmeyi gerceklestirmede en biiyiik etkendir.
195. Oncelikle Ingilizce 6grenmenin gerekliligini, yeni bir dil §grenmenin heyecanim saglayarak

196. Kendilerinin kesfetmelerini saglamak

197. Kaynak olma/ saglama

198. Ders dis1 ¢alisma yontemlerini tanitmak

199. Sik ve geri doniit saglayarak kelime quizleri uygulamak

200. Cok derin dilbilgisi kurallarindan kaginmak (Miifredatta yer alsa bile dilbilgisi yerine dnceligimi
okudugunu anlamaya vermekteyim)

201. Task dedigimiz aktiviteleri 6grencilerin ilgisini ¢ekecek ve yas grubuna uygun igerikle hazirlarim
202. Ogrencilerimi 6grenmeye tesvik etmek igin gesitli ddiiller veririm.

203. Derse katilan 6grencilere + veriyorum

204. Ogrencilerime 6grenme tekniklerini dgretiyorum

205. Soyut kavramlar1 somutlagtirarak

206. Yaparak yasayarak 6grenme gergekten en kalici yontemlerden biri olmakta.

207. Drama,tiyatral etkinlikler, gerek dersin sunumunu yaparken yada konuyu pekistirirken ¢ok faydali
oldugu goriilmektedir.

208. Yaparak yasayarak 6grenme ilkesini kullanmaya dikkat ediyorum.

209. Yazma etkinliklerinde gerekli ipuglar1 ve 6rnekleri saglamak

210. Shortening some reading texts.

211. Modifying some writing tasks.

212. Pausing the long listening texts in order to make them recognize the information they need.

213. Showing a slight show related to the new words

214. Using songs, games, videoclips, subtitled movies and videos.

215. Bu sene Graded Readers organizasyonu yapiyorum. Dogru 6rnekleri gérmelerini ve kelime bilgilerini
arttirmay1 hedefliyorum.

216. Kazanmimlar1 pekistirmeye yonelik calisma kagitlar1 yazip fotokopi yoluyla &grencilerimle
paylastyorum.

217. Konu ile alakali olarak 6zellikle 5. Ve 6.siniflarimda oyun kullanmaya ¢alistyorum.

218. Portfolio 6dev sistemini kullantyorum. Kazanimlar1 kullandiklari hedef yapilart dosya seklinde
isteyip not degerlendirmelerine katryorum.

219. Proje oOdevlerinde video c¢ekimi odevleri vererek Ogrendikleri yapilari kamera karsisinda
kullanmalarini sagliyorum.

220. Su ana kadar uyguladigim baz1 etkinlikler; 9.sinif 6grencilerime Yurt Disindan bir sinif ayarlayip

mektup arkadasi olmalarini sagladim, meslek lisesinde galistigim donemde bir sene degerlendirmeyi 4



beceri lizerinden yaptim.

221. Ogrencilerime gerektiginde tavsiyelerde bulunurum.

222. Ornegin sinavdan 100 alan dgrenciye yemek 1smarliyorum, ya da 90 iizeri alana gikolata altyorum,
ders iginde uygulanan bazi aktivitelerde de cikolata, seker bazen meyve gibi minik 6diiller veriyorum.
223. Rekabet ortami yaratmak ve gerek sinif i¢i, gerekse siniflar arasi

224. Yarigmalar diizenlemek de dil 6grenimindeki basarty1 arttirtyor.

225. Smif iginde 6grencilerin yaptig1 canlandirmalari kayit edip, bir sonraki derste projeksiyondan yansitip
tlim sinifa izletmek de, derse olan ilgiyi arttirtyor

226. En 6nemli konulardan biri Lisede 6grenim yaptigim i¢in 6grencilerin ilgilendikleri konular1 yakindan
takip ederek aktivitelerimi bu konular tizerine olusturmaya ¢alistyorum.

227. Orneklerle aciklamak

228. Derse katilma konusunda cesaretlendirmek

229. Yanlislarin dogruya gotiirecegine ikna etmek

230. Ogrencinin diizeyine gore anlatim dil diizeyini ayarlamak.

231. Farkli duyu alanlarina (gorsel isitsel, vb.) olabildigince hitap edebilmek ve materyalleri bu agidan
¢esitlendirmek

232. Olabildigince farkli ve ¢ok drnekler vermek

233. Ogrencilerin kendi &rneklerini derse katmak

234. Dersteki konulart pekistirici ve konularimi kendileri sectikleri 6devler vermek ve &grencilere
hazirladiklari 6devleri (6rn. poster) sundurmak

235. Ogrencilerden dersler, begendikleri ve zorlandiklar1 konular, dgretim ve gretmen konusunda yazili
ve s0zli goriisler almak (hem isimli hem anonim)

236. Ogrencilere derste 6grendikleri kavramlar listeletmek ve beraber veya birbirlerine agiklatmak

237. Ogrenme ortamlarni gesitlendirmek (yiiz yiize, uzaktan, ¢oklu medya, vb.)

238. Ogrencilere bire bir sozlii/yazili doniit vermek, yazili déniitlerde yazisini tekrar diizeltip kontrol igin
istemek

239. Alternatif 6grenme ortam ve materyali konusunda yardim istediklerinde yol géstermek

240. istediklerimde bireysel goriisme ve dgretim destesi igin ofiste gdriismek

241. Konugma zamanlarini arttirabilmek i¢in ikili ve grupla ¢aligmalar yapmak

242. Ogretim konusu olan dili modellemek, ¢esitli medyadan drnekler gostermek

243. Dogru kullanimlarinda 6vgii saglamak

244. Yanlis kullanimlarda aktivite amacina gore yanlist kendi kendine bulmasini saglamak (accuracy i¢in
ise) veya konusmasini bitirmesini bekledikten sonra dogrudan veya dolayl: yollardan error correction
yapmak

245. Ogrenme i¢in motive edici, olumlu atmosfer olusturmaya saglamak

246. Ogrencileri hata yapmaktan korkmamaya 6zendirmek, digerlerinin kiigiik diisiirmeye ydnelik



tutumlarini ortadan kaldirmaya ¢alismak

247. Yonergeyi paraphrase etmek

248. Gorsel malzeme kullanmak

249. Onceki bilgilerini aktive etmek

250. Onceki bilgileri ve yeni 6grenecekleri konuyu birbirine baglamak

251. Konu ile ilgili video izlemek

252. I always start my lessons with a set of visuals related to the content of the lesson. These visuals help
me and my students to feel more involved in the lesson, and therefore enhance motivation and learning.
253. Using L1for lower levels usually help them feel more secure at the beginning. I gradually use less L1
after we have set up a good bond.

254. Using www as much as possible helps me and my students a lot because that’s an important part of
their lives and they feel more motivated and comfortable when www is used.

255. Students need a lot of guidance and they ask for it only if they feel themselves close to you. Therefore
I always try to behave as if we are brothers and sisters! (I remember you did the same thing too©)

256. I make a list of common errors after each lesson and every week I put those mistakes on the board
and we discuss together. They stop doing them after a while.

257. T utter a lot of “ If I were you...” sentences and give them advice on how to study.

258. "Prompt' verme

259. Ingilizcesi iyi olan 6grenciyle daha kétii olan 6grencinin birlikte caligmasini saglama

260. Eksiklerini giderecek ddevler verme

261. Anadilden yardim alma

262. Ornekler verme

263. Basitten karmasiga giden alistirmalar yapma

264. Verilen yonergeleri basitlestirmek

265. Bolca ve miimkiinse onlarin yasantilarindan 6rnekler vermek

266. Ekstra kitap, web sitesi onermek, ekstra ¢alisma kagitlart hazirlamak veya bulmak

267. Psikolojik ve duygusal destek

268. Yavas d6grenen 6grencilere ayrica 6zen gostermek, hizli 6grenenleri desteklemek

269. Yonergeleri kisa tutarim

270. Ornek veririm

271. Kullanacabilecegi anahtar kelimeleri veririm

272. Soyledigi kelime yada climle yanlis bile olsa cesaretini kirmamak i¢in kabul edilebilecgini sdyler ama
Dogruya yaklagmasi i¢in baska arkadaslarinin da fikrini 6grenip tekrar ayni 6grenciye soz hakki veririm
273. Zaman tanirim

274. Yarigmalarla rekabet ortami yaratirim

275. Odiil veririm



276.
277.
278.
279.
280.
281.
282.
283.
284.
285.
286.
287.
288.
2809.
290.
291.
292.
293.
294.

Paraphrasing

Helping them complete their sentences

Providing the words they need while they are speaking

Recasts

Clarification requests

Metalinguistic explanations

Providing repetitions of utterances

Drawing their attention to certain idiomatic expressions

Giving examples

Always asking questions to make them speak

Yonergeleri tekrar etmek

Beden dilini kullanmak

Onceki derslerden igerikleri hatirlatmak

Okuma, dinleme, yazma ve konusma becerilerini gelistirebilmeleri igin yonlendirme yapmak.
Ogretilen yeni konuyu bildikleri konular iizerine inga etmek.
Hazir bulunusluklari géz 6niinde bulundurarak derse baglamak
Yaptiklari hatalarla ilgili doniit vermek.

Sinifta kullanilan dili diizeylerine uygun bir sekilde ayarlamak..

Ogrenmeyi kolaylastirip kalic1 hale getirmesine yardimci olacak gorsel ve isitsel donanimlardan

faydalanmak.

295.
296.
297.
298.
299.
300.
301.
302.
303.
304.
305.
306.
307.
308.
309.

Dili sadelestirmek

Orneklendirmek

Peer work ile daha kétii olanlara destek vermek

Oyunlarla motivasyonu artirmak

Gorsel ve isitsel materyaller

Yaparak 6grenme

Ders isleniginde rolleri degisme

Bol bol drnek vermek

Yapt kullanim ve anlam bilgisini ayn1 anda vermek

Cagrisim teknigi ile bilgiyi kalic1 hale getirmesini saglamak

Dayatma 6rnek climleler yerine kendi yasantilarindan 6rneklerle konuyu igsellestirmelerini saglamak
Pekistirmelerini saglayacak benzer ifadeler kullanmak

Soru ¢6zme tekniklerini vermek

Yeni 6grendigi yapiya da kelimeyi kullanabilecegi ger¢ek hayattan durumlar saglamak

Miifredatta var olup ger¢ek hayatta duymayacaklar1 kelime ve yapilar eleyip gerekli olan kismi

Ogrenen kisiye vermek



310. Telaffuzlarini kolay ifade edebilmeleri igin aktivite sunmak

311. Eglenceli ortamda 6grenebilmek i¢in oyun ve sarkilarla destek olmak

312. Gramer anlatirken durumu bir film senaryosu gibi kurgulamak.

313. Melodi/ sarki ekleyerek kelime 6grenimini akilda kalir hale getirmek.

314. Kelime 6gretiminde gercek materyaller kullanmak.

315. Konusma uygulamalarinda dgrencinin ilgi alanlarindan sorular sikistirmak.
316. Yazili sinav sorularinin benzerlerini 6nceki iinite quizlerinde vermek.

317. Yazma aktivitelerini kolaylastirmak icin iskelet yapiy1 &grenciler ile fikir aligverisi yaparak
tablolagtirmak.

318. Ingilizce haftasi olusturarak okuldaki ilgi sevisini yiikseltmek.

319. Okuma uygulamalarinda 6rnek okuma yapip 6grenciye model olmak.

320. Role-play aktivitelerinde dnce model olarak rol almak.

321. Dinleme aktivitelerinde giincel ve liste basi popiiler sarkilari segerek ilgi seviyesini yiikseltmek.



APPENDIX-4 Round 1- Thirty (30) Themes and Statements
Making the lesson enjoyable
175. Dersi eglenceli ve ilgi ¢ekici hale getirmek, merak uyandirmak.
177. Ogrenme siirecini oyunlarla ve sarkilarla desteklemek. Ozellikle kiigiik yas
grubunda hemen her konuda bir oyun uydurmak ¢ok daha eglenceli ve dolayisiyla kalici
bir 6grenme ortami olusturuyor.
214. Using songs, games, videoclips, subtitled movies and videos.
217. Konu ile alakali olarak 6zellikle 5. Ve 6. siniflarimda oyun kullanmaya ¢alistyorum.
298. Oyunlarla motivasyonu artirma
311. Eglenceli ortamda 6grenebilmek i¢in oyun ve sarkilarla destek olmak
Pre-teaching structures or vocabulary before a task
118 Ogrenciye ihtiya¢ duydugunda gerekli bilgiyi vermek (gramer yapisi ve kelime gibi)
119 Bazi1 kavramlari/kelimeleri dersin basinda netlestirmek.
122 Creating language awareness for students so that they can handle tasks.
123 Okuma ya da listening 6ncesi gerek varsa muhakkak gorsel destekle kelime 6gretimi
yaparim.
124 Pre-teaching new vocabulary before the tasks.
125 En basta, sozliik kullanmadan temel sozciikleri ben veririm. Daha sonraki sozciikler
i¢in sOzliik kullanimi, oyun, video i¢in tesvik ederim. Konunun temelini 1yi kavrarlarsa,
ileri diizeyde 6grenmeyi de kendileri basarabilirler diye diistiniiyorum.
126 izlettigim kisa video ya da sarkilar1 izletmeden 6nce ¢ogu yapinin anlamini énceden
sOyliiyorum. Ciinkii video boyunca bilmedikleri sozciiklerle karsilagirlarsa takip etmeyi
birakiyorlar.
213 Showing a slight show related to the new words
271 Kullanacabilecegi anahtar kelimeleri veririm
Encouraging and providing task for self-study (out of class)
128 Ogrenciye ders disinda faydalanabilecegi ve self-study yapabilecegi kaynaklar
onermek.
129 Ogrenciyi ders dis1 calismaya yonlendirmek ve yiireklendirmek.

130 Gerekli gordiigii 6grencilere dogru kaynak, kitap ve materyal dnermek.



131 Keeping them engaged in language even out of the classroom thanks to online
materials (social media use)

132 Ogrendikleri kelimelerle ilgili kendi evlerinde / odalarinda da ¢alismalar yapip
fotograflar veya videolarla sinifa getirmelerini istiyorum.

155 Arastirma konular1 vermek.

198 Ders dis1 ¢alisma yontemlerini tanitmak

220 Su ana kadar uyguladigim bazi etkinlikler; 9.smif 6grencilerime Yurt Disindan bir
siif ayarlayip mektup arkadasi olmalarini sagladim, meslek lisesinde calistigim
donemde bir sene degerlendirmeyi 4 beceri lizerinden yaptim.

260 Eksiklerini giderecek 6devler verme

266 Ekstra kitap, web sitesi onermek, ekstra caligma kagitlar1 hazirlamak veya bulmak
Giving opportunities tu use /produce the language

133 Bolca uygulama yapilmali.

145 Konusma etkinliklerinde 6grencilere gerektigi kadar zamani saglamak ve kendilerini
Ozgiirce ifade edebilecekleri ortami hazirlamak

150 Ogrenilen yeni bilgiyi kullanmalarini saglayacak iiretim odakli aktiviteler hazirlayip
yapmak.

151 Preparing tasks that increase the students’ talking/using the language time.

152 Uretici 6devler ya da gdrevler vermek

164 Encouraging student involvement by paying attention to classroom interactional
competence.

183 Okul iginde onlarla ingilizce selamlasmak, basit ifadelerle konusturmak.

216 Kazanimlar pekistirmeye yonelik calisma kagitlar1 yazip fotokopi yoluyla
ogrencilerimle paylagiyorum.

241 Konugma zamanlarini arttirabilmek i¢in ikili ve grupla ¢caligmalar yapmak
Preparing activities suitable to their level

109 Ogrenciye seviyesine gore ve yerine getirebilecegi alistirma ve aktiviteler
yaptirmak.

110 The ue of topics/tasks that students would be interested in and according to their

levels of English and to their cultural aspects



111 Verilen taski1 6grenci i¢in basarilabilir olacak sekilde basitlestirmek.

112 Yapilan aktiviteler 68rencilerin seviyesine ve profiline uygun olmalidir

113 Sinavlarda zor zoru sorup Ogrenci giivenini kirmak yerine seviyesine uygun olan
sorulara yer vererek daha yiiksek not almasimi saglayip, Ingilizce 6nyargisini ortadan
kaldirip 6zgiiven kazandirmak.

114 Seviyelerine uygun handout hazirlarim instruction lar da agik ve net olur.

115 Basarilabilir hedefler koymak. Basardiklarinda daha istekli olup, derse daha fazla
katiliyorlar.

1160grencilerin seviyesinin iizerindeki okuma pargalarimi basitlestirerek onlarmn seviye
sine indirmek.

117 Mutlaka Ingilizce konusunda Self-Efficant olmalarini istiyorum, bunun i¢in building
self-efficacy yaparken kolay aktiviteler yapip, yapabildiklerini géstermeye ¢alistyorum.
127 Dinleme etkinliklerindeki metin ve kelimeleri 6grenci seviyesine gore yeniden
diizenlemek.

Considering Indvidual differences

86 Her 6grencinin stil ve stratejilerini dikkate alarak geregi kadar yardime1 olmak.

87 Ogrencilerin arasindaki farkliliklar1 dikkate alarak , onlarin nelerin etkiledigini ya da
motive ettigini bulmaya ¢alisarak dersi buna gore islemesi.

88 They should provide guidance on the development of cognitive and social skills.

89 Designing and sequencing tasks appropriate for their needs and levels.

91 Tailoring their teaching to students’ styles and other individual factors.

93 Gorsel hafizasi daha baskin olan 6grencilerime Ogrenilen konuyla ilgili ekstra
gorseller saglamak.

94 Isitsel ve miiziksel zekas: yiiksek olan dgrencilerime yaslaria uygun ekstra ingilizce
sarkilar saglamak.

95 Kinestetik Ogrenmeye yatkin 6grenciler i¢cin TPR sisteme yonelik etkinlikler
diizenliyorum, mesela kelimeleri, hikayeleri hareketlerle hayata gecirip daha iyi

kavramalarini sagliyorum. (Role Playing/ Acting)



96 Ilkokul seviyesi i¢in sarkilar ve oyunlar olmazsa olmazdir. Ozellikle 2. Siniflarda
hemen hemen her iinitede mutlaka konuyla alakali bir sarkiyla yeni 6grenilen konuyu
pekistiriyoruz.

103 Baz1 6grencilere sadece bir o6rnekle konuyu agiklarken, kimilerine birden fazla
ornekle anlatimi gergeklestiriyorum.

268 Yavas 0grenen 6grencilere ayrica 6zen gostermek, hizli 6grenenleri desteklemek
From simple to complex

65 Aktiviteleri basitten zora dogru siralamak.

66 Yapilacak caligmalar1 somut adimlara boéliip, kolaydan zora bir yol izlemek.

67 Basitten karmasiga dogru bir igerikle dersi sunmak

263 Basitten karmasiga giden alistirmalar yapma

From known to unknown

146 Daha 6nceden bilineni vurgulayip/hatirlatip yeni bilgiyi ona goére inga etmek

147 Linking to prior experiences and learnings (Bridging).

148 Using students’ background knowledge and starting from what is known and move
towards what is not known. Activating the necessary schema students already have and
guiding them to learn the intended information by referring to students’ own sources.
149 Ders islenisi sirasinda background bilgilerini kullanmalarina izin verecek igerikte
aktivite ve yonlendirici sorular hazirlarim

249 Onceki bilgilerini aktive etmek

250 Onceki bilgileri ve yeni 6grenecekleri konuyu birbirine baglamak

288 Onceki derslerden icerikleri hatirlatmak

290 Ogretilen yeni konuyu bildikleri konular {izerine insa etmek.

Peer Support

48 Arkadaslarinin yardim etmesini saglamasi.

49 Preparing an environment in the class in which better students help Asking
successful students to help poor students in order to increase their academic success their
inferior friends

50 Ogrencilerin bir arada calisarak birbirlerinin 6grenmelerine yardimec1 olmasini

saglamak.



51 Ogrenciler, dersteki aktivitelerde sadece dgretmenle degil, arkadaslariyla da iletisim
halinde olmalidir.

52 Self evaluation veya Peer-evaluation yapmalarin1 saglayacak aktiviteler
olusturuyorum, bu siirecte foreign language speaking anxiety leri artmasin diye
birbirlerine saygili olmalarini saglamaya calistyorum

53 Grup galigmas1 yaptirmasi.

54 Giinlimiiz 68renim sistemi iletisim odakli oldugun i¢in 6grencilere diyalog ve soru-
cevap yontemiyle grup ¢alismasi yapmalarini sagliyorum. ( Teamwork

236 Ogrencilere derste 6grendikleri kavramlar listeletmek ve beraber veya birbirlerine
acgiklatmak

259 Ingilizcesi iyi olan dgrenciyle daha kétii olan dgrencinin birlikte ¢alismasini saglama
297 Peer work ile daha kotii olanlara destek vermek

Student Centered

162 Creating student centered classroom environment to provide communicative
interaction among the students.

163 Ders d6gretmen merkezli degil, dgrenci merkezli olmalidir. Ogretmen 6grenme
stirecinde sorumlulugu daha ¢ok 6grencilerine vermelidir.

165 Ders planlarin1 68renci odakli hazirlamak.

Using Bodylangiage/Gestures/Mime

56 Anlatilanlan viicut diliyle desteklemek.

57 The use of body language or realia or technology.

58 Yeni bir kavram ya da kelime 6gretirken mimiklerimi kullanmak.

59 Ogrencilere kars1 fiziksel feedback veririm,mesela basimla onaylarim, isaret ederim.
60 Using body language.

61 Jest ve mimiklerle Ingilizce konusurken beni anlayabildiklerini gdstererek.
Ozgiivenleri beni Ingilizce konusurken anlayabildiklerinde c¢ok artiyor, daha ¢ok
heyecan duyuyorlar.

62 Ogrencilere sdzlii olarak yonerge verirken, ayn1 ydnergeyi beden diliyle (6rnegin;

“open your notebooks” derken ellerimizi kullanarak), ya da tahtay1 kullanarak (6rnegin



“open page 65” derken tahtaya “p. 65” yazarak) hem kulaga hem goze hitap etmeye
calisirim.

63 yonergeler verilirken ya da ders sunumu yapilirken igerigi destekleyen jest mimik ve
gorsel materyal kullanimi kesinlikle gerekli olmakta.

64 Jest ve mimikler ya da gostererek.

287 Beden dilini kullanmak

Being a source/coach for the students

120 They should provide coaching.

158 Ogrenci ihtiya¢ duydugunda sorularin1 sormasi ve bilgi almasi i¢in uygun zaman
yaratmak.

197 Kaynak olma/ saglama

221 Ogrencilerime gerektiginde tavsiyelerde bulunurum.

239 Alternatif 6grenme ortam ve materyali konusunda yardim istediklerinde yol
gostermek

278 Providing the words they need while they are speaking

Using Audio-Visual materials (Technology)

24 Zamana uygun araglardan yararlanmasi.

25 Olabildigince ¢esitli materyal kullanabilmek (visual-audio-technology)

26 Egitim teknolojilerini derslerimde uygulamaya calisyorum. Gegen sene beyaz pano
isimli web sitesini, daha 6nceki senelerde sosyal medyay1 egitim amaglh kullanmistim
68 Cesitli materyalleri-gorsel, isitsel- kullanarak konu anlatimini zenginlestirmek.

69 Using visual clues or hints to promote learning

70 Dersi gorsellerle desteklemek.

71 Konuyla ilgili gorseller kullanilabiliyorsa kullanmak.

72 Using various materials to support this attitude such as visuals, materials and activities
73 Tim 6gretecegim konularda gecen kelimeleri gorsellestirmek.

74 Yeni kavramlart miimkiinse gorsel materyallerin desteklemek.

75 Yeni bir sey oOgretilece§i zaman konuyu yada kavramlari anlamli kilmak igin
gorseller, resimler, animasyon yada videolar ve ses dosyalar1 kullanirim.

76 Using visuals.



77 Sik sik gorseller ve projeksiyon kullanarak dikkatlerini ¢cekmeye calistyorum.

78 Gorsel materyaller, videolar ve slayt gosterileri de 6§renmeyi kolaylastiriyor.

79 "Real object " kullanim yine ¢ok fazla etkili oldugunu gordiigiim etkenlerden.

80 Kullandigim gorsel materyallerin renkli ama sade olmasina dikkat ederim. Cok fazla
gorsel 6grencilerimin dikkatini dagitiyor ve konudan uzaklasiyoruz.

81 Miimkiin oldugunca materyal kullanmaya ¢alistyorum.

82 Kelime 6gretiminde gerekli ve uygun gorsel kaynaklar1 kullanmak,

83 Eger tabi miimkiinse ¢izerek anlatryorum.

84 Akill1 tahtay1 cok fazla kullantyorum, gorsel ve isitsel 6gelerin

85 dgrencilerin 6grenimini kolaylastirdigini diigtinliyorum.

141 Derslere uygun materyal hazirlama.

142 MATERYAL KULLANIMINI ARTIRMAK.

231 Farkli duyu alanlarma (gorsel isitsel, vb.) olabildigince hitap edebilmek ve
materyalleri bu acgidan ¢esitlendirmek

248 Gorsel malzeme kullanmak

251 Konu ile ilgili video izlemek

252 1 always start my lessons with a set of visuals related to the content of the lesson.
These visuals help me and my students to feel more involved in the lesson, and therefore
enhance motivation and learning.

254 Using www as much as possible helps me and my students a lot because that’s an
important part of their lives and they feel more motivated and comfortable when www
is used.

294 Ogrenmeyi kolaylastirip kalic1 hale getirmesine yardimci olacak gorsel ve isitsel
donanimlardan faydalanmak.

299 Gorsel ve isitsel materyaller

314 Kelime 6gretiminde gercek materyaller kullanmak.

Asking questions to raise awareness

27 Display sorular1 sormasi.

154 Diistinmelerini saglayacak sorular sormak.



156 Verdikleri cevaplar ya da 6devlerle ilgili ‘Neden bu cevabi verdin?’ ‘Bunun neden
dogru oldugunu agiklar misin’ seklinde de bol bol ama anlamli WHY? Sorulari
yoneltmek.

157 Sorular sorarak 6grencinin farkindaligini arttirmaya ¢alismak.

Monitoring students needs

28 Monitoring yapmasi ihtiyaglar1 belirlemesi.

29 Monitoring students’ learning and trying to catch up the points that students have
difficulty in understanding and therefore readjusting what have been covered or
classifying elaborating those points needs to be elicited.

92 Talking to students and asking for their opinions on their needs for better learning
opportunities that can be offered in lessons.

Giving Positive feedback

42 Sik, bol ve olumlu pekistire¢ vermek.

243 Dogru kullanimlarinda 6vgii saglamak

Teaching Learning Strategies

15 Teaching and modelling various strategies.

16 Thinking aloud while dealing with a text for example.

18 Kendi 6grenciligimi ve Ingilizceyi 6grenirken kullandigim teknikleri dgrencilerime
anlatirim.

90 Ogrenciler, ne sekilde en iyi 6grendikleri konusunda bilinglendirilmelidirler. Ogrenci
duyarak en iyi 6greniyorsa, ona bu konuda yardimc1 olunmalidir.

204 Ogrencilerime 6grenme tekniklerini dgretiyorum

257 I utter a lot of “ If I were you...” sentences and give them advice on how to study.
307 Soru ¢ozme tekniklerini vermek

Providing a suitable environment for learning

21 Ogretmen Ogrenme igin iyi bir ortam yaraticis1 olmali.

22 Ortam hazirlamanin bir parcasi olarak ciddi bir 6n hazirlik yapmasi

23 Ogrencilerin endise ya da hayal kiriklig1 yasamamalar1 i¢in dnlemler almak

176 Eglenceli ve sicak bir atmosfer saglamak.

245 Ogrenme i¢in motive edici, olumlu atmosfer olusturmaya saglamak



Giving Feedback

5 Yalnizca yanlis ve eksiklerin {izerine degil, iyi noktalara da gereken doniitiin verilmesi
6 Giving corrective feedback; especially recasts.

31 Ders esnasinda 6zellikle onlar bir task la ugrasirken siralar arasinda dolasip neler
yaptiklarim1 goézlemlemeye calistyorum. Zaman ve sinifin durumu el verdikge bireysel
dontit vermeye ¢alistyorum

134 Bu uygulamalara aninda doniit verilmeli.

135 Yazili ve s6zlii doniitler de verilmeli

136 Giving implicit/explicit feedback

137 Ogrencilere doniit vermek.

138 BIREYSEL DONUTLERDE BULUNMAK

139 Siklikla doniit vermek.

140 Ogrencilere mutlaka farkli tipte geri doniit veriyorum

238 Ogrencilere bire bir sozlii/yazili doniit vermek, yazili doniitlerde yazisim tekrar
diizeltip kontrol i¢in istemek

244 Yanlhs kullanimlarda aktivite amacina gore yanlist kendi kendine bulmasini
saglamak (accuracy i¢in ise) veya konusmasini bitirmesini bekledikten sonra dogrudan
veya dolayl yollardan error correction yapmak

256 I make a list of common errors after each lesson and every week I put those mistakes
on the board and we discuss together. They stop doing them after a while.

272 Soyledigi kelime yada climle yanlis bile olsa cesaretini kirmamak i¢in kabul
edilebilecgini sOyler ama Dogruya yaklagmasi i¢in baska arkadaglarimin da fikrini
Ogrenip tekrar ayni1 6grenciye soz hakki veririm

279 Recasts

292 Yaptiklar1 hatalarla ilgili doniit vermek.

Ignoring mistakes

2 Ogrencinin yaptig1 her hatay1 dikkate almama.

3 The teacher should anticipate errors after choosing a task, because learners are likely

to commit errors when working on a new task



4 Hatalarin olagan oldugunun ve 6grenme siirecinin olagan bir pargasit oldugunun
vurgulanmasi

7 Herkesin dil 6grenirken hata yapabilecegini algilamalarini saglamak.

229Yanliglarin dogruya gotiirecegine ikna etmek

246 Ogrencileri hata yapmaktan korkmamaya ozendirmek, digerlerinin kiigiik
diisiirmeye yonelik tutumlarini ortadan kaldirmaya ¢alismak

L1 Use

1 Ogrencilerin seviyesine gore ana dili kullanimu.

190 Varsa ana dildeki benzerliklerden yararlanmak.

191 Ana dilde ingilizce diline benzemeyen kullanimlar varsa bunlara dikkat ¢ekmek.
192 Ben dogru diizgiin kelime bilmiyorum diyen 6grencilerimin aslinda bir siirii kelime
bildiginin farkina varmasini saglarim. (ingilizce ve Tiirkge ayn1 olan kelimeleri sayarak)
253 Using L1for lower levels usually help them feel more secure at the beginning. |
gradually use less L1 after we have set up a good bond.

261 Anadilden yardim alma

Repeating

174 Sik sik tekrar yapmak

282 Providing repetitions of utterances

Explaining the purpose of learning a language

30 Oncelikle dgrencilerime dilin kullanim amacinin iletisim oldugunu, ana dilimizi
cevremizle iletisime gecmek icin Ogrendigimiz gibi ingilizceyi de iletisim amagh
O0grenmemiz gerektigini agikliyorum.

186 Ogrencilere dile ait kiiltiirel ve diinyevi bilgiler sunarak ilgi kazanmak

194 Ogrencilerin ingilizce 6grenme ihtiyaglar1 belirlenmeli, daha sonra da 6grenciler bu
konuda bilinglendirilmelidirler. Ogrenci neden Ingilizce 6grenmesi gerektiginin farkina
varirsa, motivasyonunu kendisi yiikseltebilir. Ogrencinin motivasyonunun olmasi,
ogrenmeyi gerceklestirmede en biiyiik etkendir.

195 Oncelikle Ingilizce dgrenmenin gerekliligini, yeni bir dil 6grenmenin heyecanini

saglayarak



Giving examples

97 Ornek verirken anlamli olmalarina dikkat edilmeli.

100 To provide as many examples as possible as the language models

101 Providing a great deal of examples in relation to the topic of the lesson.
102 Ingilizce dilinin gergek hayatta nasil kullanildigina dair 6rnekler sunmak.
169 Authentic dil 6rnekleri sunmak.

170 Agiklayict 6rnekler sunmak.

171 Konuyu agiklamak i¢in 6rnekler vermek.

172 KONULARA ORNEKLER VERMEK.

187 Ogrenilecek konuyu gercek hayata baglayabilmek, drnekler sunmak.
189 Giinliik yasamdan ornekler, gorsel materyaller, sarkilar, egitsel oyunlar.
227 Orneklerle agiklamak

232 Olabildigince farkli ve ¢ok 6rnekler vermek

262 Ornekler verme

265 Bolca ve miimkiinse onlarin yasantilarindan 6rnekler vermek

270 Ornek veririm

284 Giving examples

296 Orneklendirmek

302 Bol bol 6rnek vermek

305 Dayatma oOrnek cilimleler yerine kendi yasantilarindan oOrneklerle konuyu

igsellestirmelerini saglamak

308 Yeni Ogrendigi yapiya da kelimeyi kullanabilecegi gercek hayattan durumlar

saglamak

Providing activities suitable for their interests

104 Dilbilgisi konularinin  6gretiminde ornekleri miimkiin oldugunca 6grencilerin

yasamlarindan ve ilgilerinden vermek.

153 Choosing approppriate content to teach.

201 Task dedigimiz aktiviteleri 6grencilerin ilgisini ¢ekecek ve yas grubuna uygun

igerikle hazirlarim



226 En 6nemli konulardan biri Lisede 6grenim yaptigim i¢in 6grencilerin ilgilendikleri konular
yakindan takip ederek aktivitelerimi bu konular iizerine olusturmaya ¢alisiyorum

315 Konusma uygulamalarinda 6grencinin ilgi alanlarindan sorular sikistirmak.

321 Dinleme aktivitelerinde giincel ve liste basi1 popiiler sarkilar1 segerek ilgi seviyesini
yukseltmek.

Paraphrasing instructions

45 Anlasilmayan konuyu farkli ifadelerle anlatmaya ¢alismasi.

46 Yapilan agiklamalar1 degisik ifadelerle farkli agilardan agiklamak.

47 Paraphrasing the instructions

247 Yonergeyi paraphrase etmek

276 Paraphrasing

Giving clear instruction (simplifying)

55 Bilinmeyen yap1 ve kavramlar1 kullanmamasi.

105 Ogrencinin anlayabilecegi dilde aciklamalar yapmak.

106 Simplification of instruction.

107 Simplification of question stems of an exam

108 Yonerge dilini 6grencilerin seviyesine gore basitlestirmek gercek bir zorunluluk
yoksa aktarilmaya caligilanlar tamamen havada kalmakta

230 Ogrencinin diizeyine gore anlatim dil diizeyini ayarlamak.

264 Verilen yonergeleri basitlestirmek

269 Yonergeleri kisa tutarim

286 Yonergeleri tekrar etmek

Motivating students for learning

32 Cesaret verecek her tiirlii ifade kullanmasi

33 Ogrencinin zorland1g1 durumlarda yiireklendirmek.

34 The teacher should encourage these learners.

35 Increase motivation of the students by giving the impression that they can be successful.

36 Motivasyon artirict davraniglar

37 Endise azaltici telkinler.

38 Being motivating all the time.



39 Lowering down anxiety

40 Cesaretlendirmek

41 Dil 6grenme siirecini agiklamak / motivasyon saglamak

43 Ogrencilerin motivasyon ve ilgilerini artirmak i¢in kelime yada dilbilgisi oyunlari
oynamalarina imkan saglamak.

143 Motivasyon amacl farkli materyaller kullanmaya ¢alistyorum

228 Derse katilma konusunda cesaretlendirmek

Being a model for the student (modelling)

8 Ogretmenin 6grenciye tavsiye ettigi her seyin dnemli oranda icracisi olmasi. (Model
olmast)

9 Modelleme yapmasi.

10 Modelleme/Orneklendirme yapmak.

11 Uygun bir tane 6rnek verip bagka 6rnekleri onlardan istemek.

12 They should model compelling tasks.

13 Modelling

14 Yapilacak aktiviteyi once 0gretmenin gostermesi ve 6grencilerden beklentileri agik
sekilde belirtmesi.

17 Kendilerinden beklediklerimi 6ncelikle kendim ve daha basarili olan 6grencilerden
birkaciyla 6rneklendiriyorum.

19 Ogrencilerin en ¢ok model aldiklar1 6gretmenler oldugu icin iyi bir model olmaya
caligtyorum.

20 gorsel isitsel materyallerin yanisira onlar1 ¢ok etkiledigini diisiindiigiim seyler bir
tanesi 6gretmenin model olmasi ve kendi yasantisindan 6rnekler ve tecriibeler aktarmas.
242 Ogretim konusu olan dili modellemek, ¢esitli medyadan drnekler gostermek

319 Okuma uygulamalarinda 6rnek okuma yapip 6grenciye model olmak.

320 Role-play aktivitelerinde dnce model olarak rol almak.

Classroom language use

293 Sinifta kullanilan dili diizeylerine uygun bir sekilde ayarlamak..
295 Dili sadelestirme



APPENDIX-S First version of the checklist; statements with the items (Turkish)

Ogretmen Ders isleme Sirasinda...

1. Konuya gecmeden gerekli/anahtar kelimeleri verir.

119 119. Baz1 kavramlari/kelimeleri dersin basinda netlestirmek.
124 124. Pre-teaching new vocabulary before the tasks.
125. En basta, sozliik kullanmadan temel s6zciikleri ben veririm . Daha sonraki sézciikler
125 icin sozlik kullanimi , oyun , video igin tegvik ederim. Konunun temelini iyi kavrarlarsa
126 , ileri diizeyde dgrenmeyi de kendileri basarabilirler diye diisiiniiyorum.
271 126. izlettigim kisa video ya da sarkilar1 izletmeden dnce ¢ogu yapinin anlamimi énceden
sOyliiyorum. Ciinkii video boyunca bilmedikleri s6zciiklerle karsilasirlarsa takip etmeyi
birakiyorlar.

271. Kullanacabilecegi anahtar kelimeleri veririm
2. Kelime 6@retimini gorseller kullanarak yapar.
73 73. Tim &gretecegim konularda gegen kelimeleri gorsellestirmek.
74 74. Yeni kavramlar1 miimkiinse gorsel materyallerin desteklemek.
75. Yeni bir sey 6gretilecegi zaman konuyu yada kavramlart anlamli kilmak i¢in gorseller,

s resimler, animasyon yada videolar ve ses dosyalar1 kullanirim.
82 82. Kelime 6gretiminde gerekli ve uygun gorsel kaynaklari kullanmak,
123 123. Okuma yada listening 6ncesi gerek varsa muhakkak gorsel destekle kelime dgretimi
213 yaparim.
213. Showing a slight show related to the new words
314 314. Kelime 6gretiminde gercek materyaller kullanmak.
3. Kelime 6gretiminde sarki veya melodi kullanir.
313 313. Melodi/ sarki ekleyerek kelime 6grenimini akilda kalir hale getirmek.
4. Ogrencinin seviyesine gore aktiviteler hazirlar.
109 109. Ogrenciye seviyesine gore ve yerine getirebilecegi alistirma ve aktiviteler yaptirmak.
110 110. The use of topics/tasks that students would be interested in and according to their

levels of English and to their cultural aspects
112. Yapilan aktiviteler 6grencilerin seviyesine ve profiline uygun olmalidir
114 114. Seviyelerine uygun handout hazirlarim instruction lar da agik ve net olur.

112

5. intiyaclarina gore aktiviteler hazirlar.
89 89. Designing and sequencing tasks appropriate for their needs and levels.

6. Siavlarda 6grenci seviyesine uygun soru sorar.

113 113. Smavlarda zor zoru sorup 6grenci giivenini kirmak yerine seviyesine uygun olan
sorulara yer vererek daha yiiksek not almasim saglayip, Ingilizce 6nyargisini ortadan
kaldirip 6zgiiven kazandirmak.

7. Okuma parcalarim kisaltir ve basitlestirir.
116 116.0grencilerin seviyesinin iizerindeki okuma pargalarini basitlestirerek onlarin seviyes
210 ine indirmek.
210. Shortening some reading texts.
215. Bu sene Graded Readers organizasyonu yapiyorum. Dogru 6rnekleri gormelerini ve
kelime bilgilerini arttirmay1 hedefliyorum.

215



8. Dinleme etkinliklerindeki metni ve kelimeleri 68renci seviyesine gore yeniden diizenler.

127 127. Dinleme etkinliklerindeki metin ve kelimeleri dgrenci seviyesine gore yeniden
diizenlemek.
9. Uzun dinleme metinlerini anlasilir olmasi icin béliimlere ayirir.
212 212. Pausing the long listening texts in order to make them recognize the information they
need.
10. Yazma aktivitelerini kolaylastirir.
209 209. Yazma etkinliklerinde gerekli ipuclar1 ve 6rnekleri saglamak
211 211. Modifying some writing tasks.
11. Aktiviteleri basitten zora dogru siralar.
65 65. Aktiviteleri basitten zora dogru siralamak.
66 66. Yapilacak ¢alismalari somut adimlara boliip, kolaydan zora bir yol izlemek.
67. Basitten karmagiga dogru bir igerikle dersi sunmak
67 263. Basitten karmagiga giden aligtirmalar yapma
263
12. Once 6grendikleri ders iceriklerini hatirlatir.
249 249. Onceki bilgilerini aktive etmek
288 288. Onceki derslerden igerikleri hatirlatmak
159. Asking ‘recall questions’ such as ‘What else do we do before starting writing an
159 essay?
13. Bilinenin iizerine yeni bilgiyi insa eder.
146 146. Daha 6nceden bilineni vurgulayip/hatirlatip yeni bilgiyi ona gore inga etmek
147 147. Linking to prior experiences and learnings (Bridging).
148. Using students’ background knowledge and starting from what is known and move
148 towards what is not known. Activating the necessary schema students already have and
250 guiding them to learn the intended information by referring to students’ own sources.
290 250. Onceki bilgileri ve yeni 6grenecekleri konuyu birbirine baglamak

290. Ogretilen yeni konuyu bildikleri konular iizerine inga etmek.
14. Onceden bilineni kullanmalarim saglayacak aktiviteler hazirlar.
149 149. Ders islenisi sirasinda background bilgilerini kullanmalarina izin verecek icerikte
aktivite ve yonlendirici sorular hazirlarim

15. Cagrisim teknigi ile bilgiyi kalici hale getirir.

304 304. Cagrisim teknigi ile bilgiyi kalici hale getirmesini saglamak
16. Ders sunumunu jest mimiklerle destekler.
56 56. Anlatilanlar1 viicut diliyle desteklemek.
58 58. Yeni bir kavram ya da kelime 6gretirken mimiklerimi kullanmak.
60. Using body language.
60 61. Jest ve mimiklerle Ingilizce konusurken beni anlayabildiklerini gdstererek.
61 Ozgiivenleri beni Ingilizce konusurken anlayabildiklerinde ¢ok artiyor, daha ¢cok heyecan
63 duyuyorlar.
64 63. Yonergeler verilirken ya da ders sunumu yapilirken igerigi destekleyen jest mimik ve

gorsel materyal kullanimi kesinlikle gerekli olmakta.
287 64. Jest ve mimikler ya da gostererek.
287. Beden dilini kullanmak



17. Sozlii yonergeler verirken beden dilini kullanir.

62

62. Ogrencilere sozlii olarak yonerge verirken, ayni yonergeyi beden diliyle (6rnegin;
“open your notebooks” derken ellerimizi kullanarak), ya da tahtay: kullanarak (6rnegin
“open page 65” derken tahtaya “p. 65” yazarak) hem kulaga hem goze hitap etmeye
caligirim.

18. Gorsel isitsel materyallerle (akilh tahta, gercek materyaller, video, resim ¢izme, web sitesi, sosyal
medya vb.) konu anlatimini zenginlestirir.

24
25
26
57
63
68
69
70
71
72
76
77
78
79
80
81
83
84
85
141
142
143
248
251
254
294
299

24. Zamana uygun araglardan yararlanmasi.

25. Olabildigince ¢esitli materyal kullanabilmek (visual-audio-technology)

26. Egitim teknolojilerini derslerimde uygulamaya calisyorum. Gegen sene beyaz pano
isimli web sitesini, daha 6nceki senelerde sosyal medyay1 egitim amagcli kullanmigtim

57. The use of body language or realia or technology.

63. Yonergeler verilirken ya da ders sunumu yapilirken igerigi destekleyen jest mimik ve
gorsel materyal kullanimi kesinlikle gerekli olmakta.

68. Cesitli materyalleri-gorsel, isitsel- kullanarak konu anlatimini zenginlestirmek.

69. Using visual clues or hints to promote learning

70. Dersi gorsellerle desteklemek.

71. Konuyla ilgili gorseller kullanilabiliyorsa kullanmak.

72. Using various materials to support this attitude such as visuals, materials and activities
76. Using visuals.

77. Sik sik gorseller ve projeksiyon kullanarak dikkatlerini ¢gekmeye calisiyorum.

78. Gorsel materyaller, videolar ve slayt gosterileri de 6grenmeyi kolaylastirtyor.

79. "Real object " kullanim yine ¢ok fazla etkili oldugunu gérdiigiim etkenlerden.

80. Kullandigim gorsel materyallerin renkli ama sade olmasina dikkat ederim. Cok fazla
gorsel dgrencilerimin dikkatini dagitiyor ve konudan uzaklasiyoruz.

81. Miimkiin oldugunca materyal kullanmaya calisiyorum.

83. Eger tabi miimkiinse ¢izerek anlatiyorum.

84. Akilli tahtay1 ¢ok fazla kullaniyorum, gorsel ve isitsel 6gelerin

85. dgrencilerin 6grenimini kolaylastirdigini diistiniiyorum.

141. Derslere uygun materyal hazirlama.

142. MATERYAL KULLANIMINI ARTIRMAK.

143. Motivasyon amagli farkli materyaller kullanmaya ¢alisryorum

248. Gorsel malzeme kullanmak

251. Konu ile ilgili video izlemek

254. Using www as much as possible helps me and my students a lot because that’s an
important part of their lives and they feel more motivated and comfortable when www is
used.

294. Ogrenmeyi kolaylastirip kalic1 hale getirmesine yardimci olacak gorsel ve isitsel
donanimlardan faydalanmak.

299. Gorsel ve isitsel materyaller

19. Seviyesi diisiik 6@rencilere aciklama yaparken anadilini kullanir.

1
253

1. Ogrencilerin seviyesine gore ana dili kullanima.
253. Using Llfor lower levels usually help them feel more secure at the beginning. I
gradually use less L1 after we have set up a good bond.



20.

21.

22,

23.

261 261. Anadilden yardim alma

Anadildeki benzerliklerden érnekler verir
190 190. Varsa ana dildeki benzerliklerden yararlanmak.
191 191. Ana dilde Ingilizce diline benzemeyen kullanimlar varsa bunlara dikkat gekmek.
192. Ben dogru diizgiin kelime bilmiyorum diyen &grencilerimin aslinda bir siirii kelime
192 bildiginin farkina varmasini saglarim. (Ingilizce ve Tiirkce ayn1 olan kelimeleri sayarak)
Konuyla ilgili anlamh (gercek hayat, 6grenci yasantisindan) érnekler verir.
97 97. Ornek verirken anlamli olmalarina dikkat edilmeli.
100 100. To provide as many examples as possible as the language models
101. Providing a great deal of examples in relation to the topic of the lesson.
101 102. ingilizce dilinin gercek hayatta nasil kullanildigina dair drnekler sunmak.
102 104. Dilbilgisi konularinin 6gretiminde 6rnekleri miimkiin oldugunca 6grencilerin
104 yasamlarindan ve ilgilerinden vermek.
169 169. Authentic dil 6rnekleri sunmak.
170. Agiklayict 6rnekler sunmak.
170 171. Konuyu agiklamak i¢in 6rnekler vermek.
171 172. KONULARA ORNEKLER VERMEK.
172 187. Ogrenilecek konuyu gercek hayata baglayabilmek, rnekler sunmak.
189. Giinliikk yasamdan 6rnekler, gorsel materyaller, sarkilar, egitsel oyunlar.
187 227. Orneklerle agiklamak
189 232. Olabildigince farkli ve gok drnekler vermek
227 262. Ornekler verme
265. Bolca ve miimkiinse onlarin yagantilarindan 6rnekler vermek
232 270. Ornek veririm
262 284. Giving examples
265 296. Orneklendirmek
270 302. Bol bol 6rnek vermek

305. Dayatma Ornek ciimleler yerine kendi yasantilarindan orneklerle konuyu
284 i¢sellestirmelerini saglamak

296 308. Yeni ogrendigi yapiya da kelimeyi kullanabilecegi gergek hayattan durumlar

302 saglamak

305

308

Anlasilmayan konuyu farkh ifadelerle agiklar.

45 45. Anlagilmayan konuyu farkli ifadelerle anlatmaya galismasi.

46 46. Yapilan agiklamalar1 degisik ifadelerle farkli agilardan agiklamak.
276. Paraphrasing

276

Ogrencinin anlayabilecegi seviyede dil kullanir.

55 55. Bilinmeyen yapi ve kavramlart kullanmamasi.

105 105. Ogrencinin anlayabilecegi dilde agiklamalar yapmak.

230. Ogrencinin diizeyine gore anlatim dil diizeyini ayarlamak.
230 293. Sinifta kullanilan dili diizeylerine uygun bir sekilde ayarlamak..
293 295. Dili sadelestirmek



24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

295

Dil kullanimu ile ilgili 6rnekler verir.
242 242. Ogretim konusu olan dili modellemek, cesitli medyadan drnekler gostermek

Yapilacak aktiviteyi 6nce kendisi modeller.
9 9. Modelleme yapmasi.
10 10. Modelleme/Orneklendirme yapmak.
11. Uygun bir tane drnek verip bagka ornekleri onlardan istemek.

1 12. They should model compelling tasks.
12 13. Modelling
13 14. Yapilacak aktiviteyi 6nce dgretmenin gdstermesi ve dgrencilerden beklentileri
14 acik sekilde belirtmesi.
17. Kendilerinden beklediklerimi oncelikle kendim ve daha basarili olan
17 ogrencilerden bir kagiyla 6rneklendiriyorum.
320 320. Role-play aktivitelerinde 6nce model olarak rol almak.
319 319. Okuma uygulamalarinda 6rnek okuma yapip 6grenciye model olmak.
1 16. Thinking aloud while dealing with a text for example.
Ogrenciye iyi bir rol model olur.
8 8. Ogretmenin 6grenciye tavsiye ettigi her seyin 6nemli oranda icracist olmasi.
19 (Model olmasi)
19. Ogrencilerin en ¢ok model aldiklar1 6gretmenler oldugu i¢in iyi bir model olmaya
calistyorum.
Verilen gorev ve aktivitelerde cesitlilik saglar.
184 184. Verilen gorev ve aktivitelerde gesitlilik saglanmasi 6zellikle tilkemizde MEB’in

6nerdigi kitaplardan ya tamamen siyrilmak ya da biiyiik degisiklikler yapmak.

Olabildigince ¢ok ingilizce konusur.
180 180. Olabildigince fazla ingilizce konusmak.
181 181. Smif igerisinde tamamen Ingilizce konusmak her zaman miimkiin olmasa da,

soyleyecegim her ifadeyi Ingilizce sdylemeye ¢alismak ya da bazen énce Ingilizce
sOyleyip sonra da Tiirk¢e agiklamak.

Ders sunumu sirasinda drama ve teatral etkinliklerden yararlanir.
166 166. Sinif icinde yapilan canlandirmalar da 6grenmeyi kolaylastirmaktadir
207 207. Drama,tiyatral etkinlikler, gerek dersin sunumunu yaparken yada konuyu

pekistirirken cok faydali oldugu goriilmektedir.

312 312. Gramer anlatirken durumu bir film senaryosu gibi kurgulamak.
Sik sik ciimle veya kelimenin tekrarim yaptirir.

174 174. Sik sik tekrar yapmak

282 282. Providing repetitions of utterances

Degisik 6grenme stratejilerini modeller.

15 15. Teaching and modelling various strategies.

204 204. Ogrencilerime dgrenme tekniklerini dgretiyorum

Soru ¢c6zme tekniklerini 6gretir.

307 307. Soru ¢dzme tekniklerini vermek

Baglam icinde 6gretir.



98 98. Contextualizing

34. Ogrencinin soyleyebilecegi her seyi soylemesi icin ‘elicitation’ teknigini kullanr.
160 160. Doing elicitation, giving cues.
161 161. Eliciting anything students can tell/do with the assistance of the teacher or other
peers who are in the upper level
35. Anlasilmayan yonergeleri farkh sozciiklerle aciklar.

47 47. Paraphrasing the instructions
247 247. Yonergeyi paraphrase etmek
286. Yonergeleri tekrar etmek
286
36. Yonergeleri anlasilmasi icin basitlestirir.
106 106. Simplification of instruction.
107 107. Simplification of question stems of an exam
108. Yonerge dilini 6grencilerin seviyesine gore basitlestirmek gercek bir zorunluluk
108 Yoksa aktarilmaya caligilanlar tamamen havada kalmakta
264 264. Verilen yonergeleri basitlestirmek
37. Yonergeleri anlasilmasi icin kisa tutar.
269 269. Yonergeleri kisa tutarim
38. Aktiviteleri yaparken ogrencilere yol gosterir.
44 44. Ogrenci ile beraber yapmay1 denemesi.
120 120. They should provide coaching.
121. They should help their students master a task by providing outlines,
121 .
recommended documents, storyboards, or key questions.
258 258. 'Prompt' verme
277 277. Helping them complete their sentences
281 281. Metalinguistic explanations

39. Anlamayi kolaylastirmak icin soylediklerini tekrarlar.
168 168. Using a variety fo techniques such as recasting, repetitions, clarification checks,
hand technique, body language, gestures, mimics, etc. to ease understanding.

40. ipucu vermek icin baz tekniklerin (pointing, emphasizing, highlighting,prompting, vb.)
kullanir.

167 167. The use of cues such as pointing, emphasizing, highlighting, prompts, etc.

41. Yazma asamalar ile ilgili 6n bilgilendirme yapar.
173 173. Writing yapacaksak agsamalari ile ilgili 6n bilgilendirme yaparim ve dgrencilere
317 outline veririm

317. Yazma aktivitelerini kolaylastirmak icin iskelet yapiy1 6grenciler ile fikir
aligverisi yaparak tablolagtirmak.
42. Soyut kavramlar1 somutlastirir

205 205. Soyut kavramlart somutlastirarak

43. Ogrenciler aras1 konusma imkanimi ve zamanim artirir.
51 51. Ogrenciler, dersteki aktivitelerde sadece dgretmenle degil, arkadaslariyla da
53 iletisim halinde olmalidir.

53. Grup ¢alismasi yaptirmasi.



44.

45.

46.

47.

48.

49.

50.

51.

54 54. Gilinlimiiz 6grenim sistemi iletisim odakli oldugun i¢in 6grencilere diyalog ve
151 soru-cevap yontemiyle grup calismasi yapmalarini sagliyorum. ( Teamwork)
151. Preparing tasks that increase the students’ talking/using the language time.

162 162. Creating student centered classroom environment to provide communicative
164 interaction among the students.
188 164. Encouraging student involvement by paying attention to classroom interactional
competence.
241 188. Ogrendigi kaliplarla ve kelimelerle ilgili bol bol diyalog kurmasini saglamak.
241. Konusma zamanlarini arttirabilmek igin ikili ve grupla ¢alismalar yapmak
Konusma etkinliklerinde dgrencilere gerektigi kadar zamam saglar.
145 145. Konusma etkinliklerinde 6grencilere gerektigi kadar zamani saglamak ve
158 kendilerini 6zgiirce ifade edebilecekleri ortami hazirlamak
158. Ogrenci ihtiya¢ duydugunda sorularini sormast ve bilgi almasi i¢in uygun zaman
273 yaratmak.

273. Zaman tanirim

Konusma etkinliklerinde 6grencilerin kendilerini 6zgiirce ifade edebilecekleri ortamm hazirlar.

145 145. Konusma etkinliklerinde ogrencilere gerektigi kadar zamani saglamak ve

158 kendilerini 6zgiirce ifade edebilecekleri ortami hazirlamak
158. Ogrenci ihtiya¢ duydugunda sorularini sormast ve bilgi almasi i¢in uygun zaman
yaratmak.

Ogrenilen yeni bilgiyi kullanmalarim saglayacak dil iiretmeye yonelik aktiviteler yapar.

133 133. Bolca uygulama yapilmali.

150 150. Ogrenilen yeni bilgiyi kullanmalarim saglayacak iiretim odakli aktiviteler
hazirlayip yapmak.

Sorular sorarak konuyu ne kadar anladigim1 kontrol eder.

156 156. Verdikleri cevaplar ya da ddevlerle ilgili ‘Neden bu cevabi verdin?’ ‘Bunun

157 neden dogru oldugunu agiklar misin’ seklinde de bol bol ama anlamli WHY? Sorulari
yoneltmek.

193 157. Sorular sorarak 6grencinin farkindaligini arttirmaya ¢alismak.

196 193. Ogrencinin anladigin1 kendi yontemi ile (6rnek vererek, resim cizerek, vb)

233 anlatmasini istemek.

196. Kendilerinin kesfetmelerini saglamak

280 233. Ogrencilerin kendi &rneklerini derse katmak

280. Clarification requests
Diisiinmelerini ve konusmalarim saglayacak sorular sorar.
27 27. Display sorulari sormasi.
154 154. Diisiinmelerini saglayacak sorular sormak.

182. Miimkiin oldugunda hedef dili kullanip 6grencilerime sorular sorarak onlari
182 derste her birine en az bir kere s6z hakki vermeye ¢alistyorum.
285 285. Always asking questions to make them speak
Deyimlere dikkatlerini ¢eker.
283 283. Drawing their attention to certain idiomatic expressions
Cok fazla dilbilgisi kurallar1 vermez.

200 200. Cok derin dilbilgisi kurallarindan kaginmak(Miifredatta yer alsa bile dilbilgisi
yerine dnceligimi okudugunu anlamaya vermekteyim)
Yaparak yasayarak 6grenme yontemini kullanir.



52.

53.

54.

5S.

56.

57.

58.

59.

60.

61.

206 206. Yaparak yasayarak 6grenme gercekten en kalici yontemlerden biri olmakta.
208 208. Yaparak yasayarak 6grenme ilkesini kullanmaya dikkat ediyorum.

300. Yaparak 6grenme
300

Kazanmimlar pekistirmeye yonelik calisma kagitlar1 hazirlar.
216 216. Kazanimlart pekistirmeye yonelik ¢alisma kagitlar1 yazip fotokopi yoluyla
ogrencilerimle paylasityorum.

Telaffuz calismalari icin aktivite hazirlar.
310 310. Telaffuzlarini kolay ifade edebilmeleri igin aktivite sunmak
Dil farkindahklarim artirir.
122 122. Creating language awareness for students so that they can handle tasks.
Ogrenciye ihtiya¢ duydugunda gerekli bilgiyi verir (gramer yapisi ve kelime gibi)
118 118. Ogrenciye ihtiyag duydugunda gerekli bilgiyi vermek (gramer yapisi ve kelime
197 gibi)
197. Kaynak olma/ saglama
278 278. Providing the words they need while they are speaking
ihtiya¢ duyduklarinda kaynak saglar.
121 121. They should help their students master a task by providing outlines,
130 recommended documents, storyboards, or key questions.
130. Gerekli gordiigii 6grencilere dogru kaynak, kitap ve materyal dnermek.
197 197. Kaynak olma/ saglama
239 239. Alternatif dgrenme ortam ve materyali konusunda yardim istediklerinde yol
gostermek
Dogru dil kullanimlarina da doniit verir.
5 5. Yalnizca yanlis ve eksiklerin iizerine degil, iyi noktalara da gereken doniitiin
2 verilmesi

42. Sik, bol ve olumlu pekistire¢ vermek.

243 243. Dogru kullanimlarinda 6vgii saglamak

Ders esnasinda bireysel doniitler verir.

31 31. Ders esnasinda 6zellikle onlar bir task la ugrasirken siralar arasinda dolasip neler
138 yaptiklarini gézlemlemeye calistyorum. Zaman ve sinifin durumu el verdikge bireysel

doniit vermeye calistyorum
138. Bireysel doniitlerde bulunmak

Dogruyu tekrar ederek yanhsi diizelttirir.
6 6. Giving corrective feedback; especially recasts.
279 279. Recasts
Aninda ve sik sik doniit verir.
134 134. Bu uygulamalara aninda déniit verilmeli.
135 135. Yazili ve sozIi doniitler de verilmeli
137. Ogrencilere doniit vermek.
137 139. Siklikla doniit vermek
139
Yazil ve sozlii doniit verir.

238 238. Ogrencilere bire bir sozlii/yazili doniit vermek, yazili doniitlerde yazisini tekrar
diizeltip kontrol i¢in istemek



62. Dogrudan veya dolayh yollardan hata diizeltir.
136 136. Giving implicit/explicit feedback
140 140. Ogrencilere mutlaka farkli tipte geri déniit veriyorum
244. Yanlis kullanimlarda aktivite amacina gore yanlisi kendi kendine bulmasini
saglamak (accuracy igin ise) veya konusmasini bitirmesini bekledikten sonra
292 dogrudan veya dolayl yollardan error correction yapmak
292. Yaptiklari hatalarla ilgili doniit vermek.

244

63. Yanhsi kendi kendine bulmasini saglar.

244 244. Yanlis kullanimlarda aktivite amacina gore yanlisi kendi kendine bulmasini
saglamak (accuracy igin ise) veya konusmasini bitirmesini bekledikten sonra
dogrudan veya dolayli yollardan error correction yapma

64. Genel yapilan hatalar1 not alip ders sonunda gosterir.

256 256. 1 make a list of common errors after each lesson and every week I put those

mistakes on the board and we discuss together. They stop doing them after a while.
65. Yanhs yaptiginda arkadaslarimin dogruyu séylemesine izin verir.

272 272. Soyledigi kelime ya da ciimle yanlis bile olsa cesaretini kirmamak i¢in kabul
edilebilecegini sdyler ama Dogruya yaklagmasi igin bagka arkadaslarinin da fikrini
Ogrenip tekrar ayni 6grenciye s6z hakki veririm

66. Fiziksel doniit vererek onaylar.

59 59. Ogrencilere karsi fiziksel feedback veririm, mesela basimla onaylarim, isaret

ederim.

Motivasyon artirict durumlar yaratmak icin;

67. Dil 6@renme/kullanma kaygisimi azaltir, telkin yapar.

23 23. Ogrencilerin endise ya da hayal kiriklig1 yasamamalari i¢in dnlemler almak
37 37. Endise azaltic telkinler.
19 39. Lowering down anxiety
68. Oyun oynatir.
43 43. Ogrencilerin motivasyon ve ilgilerini artirmak icin kelime yada dilbilgisi
177 oyunlar1 oynamalarina imkan saglamak.
214 177. Ogrenme siirecini oyunlarla ve sarkilarla desteklemek ozellikle kiigiik yas

grubunda hemen her konuda bir oyun uydurmak ¢ok daha eglenceli ve dolayisiyla
298 kalic1 bir 6grenme ortami olusturuyor.
214. Using songs, games, videoclips, subtitled movies and videos.
298. Oyunlarla motivasyonu artirmak
69. Sarkilarla 6grenmeye destek olur.
96 96. Ilkokul seviyesi icin sarkilar ve oyunlar olmazsa olmazdir. Ozellikle 2. Smiflarda
177 hemen hemen her iinitede mutlaka konuyla alakali bir sarkiyla yeni &grenilen

konuyu pekistiriyoruz.
214 yu pekistirny



70.

71.

72.

73.

74.

75.

76.

77.

217 177. Ogrenme siirecini oyunlarla ve sarkilarla desteklemek 6zellikle kiiciik yas
311 grubunda hemen her konuda bir oyun uydurmak ¢ok daha eglenceli ve dolayisiyla
kalict bir 6grenme ortami olusturuyor.
214. Using songs, games, videoclips, subtitled movies and videos.
217. Konu ile alakali olarak o6zellikle 5. Ve 6.siniflarimda oyun kullanmaya
calistyorum.
311. Eglenceli ortamda 6grenebilmek icin oyun ve sarkilarla destek olmak

Eglenceli bir atmosfer yaratir.

175 175. Dersi eglenceli ve ilgi ¢ekici hale getirmek, merak uyandirmak.

176 176. Eglenceli ve sicak bir atmosfer saglamak.

Ogrencilere sevecen davranir.

178 178. Ogretmeni seven dgrenci dersi de seviyor. Tam tersine gretmeni sevmeyen
179 6grenci de o dersten nefret ediyor. Dersimi sevdirmek i¢in sevimli olmaya ve dersi

zevkli hale getirmeye galistyorum.

255 179. Ogrencinin sempatisini ve ilgisini cekmek ¢ok énemli, hazir bulunurluklarmi
ne kadar arttirabilirsek (en azindan psikolojik olarak) 6grenme o kadar kolay
olmakta.

255. Students need a lot of guidance and they ask for it only if they feel themselves
close to you. Therefore I always try to behave as if we are brothers and sisters!

Cesaret verici her tiirlii ifade kullanir.

32 32. Cesaret verecek her tiirlii ifade kullanmasi

Ogrencinin zorlandig: durumlarda yiireklendirir.

33 33. Ogrencinin zorlandig1 durumlarda yiireklendirmek.

117 117. Mutlaka Ingilizce konusunda Self-Efficant olmalarini istiyorum, bunun igin
building self-efficacy yaparken kolay aktiviteler yapip, yapabildiklerini géstermeye
caligtyorum.

Ogrenciye basarili olacagim hissettirir.

35 35. Increase motivation of the students by giving the impression that they can be
successful.

Yapilan calismay1 6grenci basarabilsin diye basitlestirir.

111 111. Verilen taski 6grenci igin basarilabilir olacak sekilde basitlestirmek.

115 115. Basarilabilir hedefler koymak. Basardiklarinda daha istekli olup, derse daha fazla

katilryorlar

Derse katilma konusunda cesaretlendirir.

34 34. The teacher should encourage these learners.

36 36. Motivasyon artirict davraniglar

38. Being motivating all the time.

38 40. Cesaretlendirmek
40 52. Self evaluation veya Peer-evaluation yapmalarini saglayacak aktiviteler
52 olusturuyorum, bu siirecte foreign language speaking anxiety leri artmasin diye
228 birbirlerine saygili olmalarini saglamaya calistyorum

228. Derse katilma konusunda cesaretlendirmek
Ogrencilerden ders isleyisi, materyal, vb. konularda yazih ya da sézlii goriislerini alir.

235 235. Ogrencilerden dersler, begendikleri ve zorlandiklar1 konular, dgretim ve
ogretmen konusunda yazili ve sozlii goriisler almak (hem isimli hem anonim)



78. Hedef dilde sorular sorarak 6@rencilerin en az bir kere konusmasim saglar.
182 182. Miimkiin oldugunda hedef dili kullanip 6grencilerime sorular sorarak onlari
derste her birine en az bir kere s6z hakki vermeye ¢alistyorum.
79. Olumlu bir atmosfer saglar.

21 21. Ogretmen Ogrenme icin iyi bir ortam yaraticis1 olmali.
22 22. Ortam hazirlamanin bir pargasi olarak ciddi bir 6n hazirlik yapmasi
245 245. Ogrenme i¢in motive edici, olumlu atmosfer olusturmaya saglamak
80. Konu ve aktiviteleri 6grencinin ilgisini ¢cekecek sekilde hazirlar.
110 110. The ue of topics/tasks that students would be interested in and according to their
153 levels of English and to their cultural aspects

153. Choosing approppriate content to teach.

201. Task dedigimiz aktiviteleri 6grencilerin ilgisini ¢ekecek ve yas grubuna uygun

226 icerikle hazirlarim

321 226. En onemli konulardan biri Lisede oOgrenim yaptigim igin 6grencilerin
ilgilendikleri konular1 yakindan takip ederek aktivitelerimi bu konular {izerine
olusturmaya caligtyorum.
321. Dinleme aktivitelerinde giincel ve liste basi popiiler sarkilart secerek ilgi
seviyesini yiikseltmek.

201

81. Ogrencilere dile ait Kiiltiirel bilgiler vererek ilgilerini ceker.
186 186. Ogrencilere dile ait kiiltiirel ve diinyevi bilgiler sunarak ilgi kazanmak

82. Tesvik edici odiiller verir.
202 202. Ogrencilerimi 6grenmeye tesvik etmek icin cesitli ddiiller veririm.
203 203. Derse katilan 6grencilere + veriyorum
222. Ornegin sinavdan 100 alan 6grenciye yemek 1smarliyorum, ya da 90 {izeri alana
cikolata alryorum, ders i¢inde uygulanan bazi aktivitelerde de ¢ikolata, seker bazen
275 meyve gibi minik ddiiller veriyorum.
275. Odiil veririm
83. Yarismalarla rekabet ortanmu yaratir.
223 223. Rekabet ortami yaratmak ve gerek sinif i¢i, gerekse siniflar arasi
224 224. Yarigmalar diizenlemek de dil 6grenimindeki basarty1 arttirtyor.
274. Yarigmalarla rekabet ortami yaratirim

222

274

84. Bireysel goriismeler ayarlar.
240 240. Istediklerimde bireysel goriisme ve dgretim destesi igin ofiste goriismek

85. Dil 6@renme siirecini ac¢iklar.
41 41. Dil 6grenme siirecini agiklamak / motivasyon saglamak

86. Dil 6grenme nedenlerini aciklar.
30 30. Oncelikle dgrencilerime dilin kullanim amacinin iletisim oldugunu, ana dilimizi
194 cevremizle iletisime gecmek icin 6grendigimiz gibi ingilizceyi de iletisim amagh
6grenmemiz gerektigini agikliyorum.
194. Ogrencilerin Ingilizce 6grenme ihtiyaclar1 belirlenmeli, daha sonra da
257 ogrenciler bu konuda bilinglendirilmelidirler. Ogrenci neden Ingilizce 6grenmesi

195



87.

88.

89.

90.

91.

gerektiginin farkina varirsa, motivasyonunu kendisi yiikseltebilir. Ogrencinin
motivasyonunun olmasi, 6grenmeyi gergeklestirmede en biiyiik etkendir.

195. Oncelikle Ingilizce Ogrenmenin gerekliligini, yeni bir dil Sgrenmenin
heyecanini saglayarak

257. 1 utter a lot of “ If I were you...” sentences and give them advice on how to

study.
Ogrencilerin hata yapmaktan korkmamalarinm saglar.
2 2. Ogrencinin yaptig1 her hatay1 dikkate almama.
3 3. The teacher should anticipate errors after choosing a task, because learners are
4 likely to commit errors when working on a new task

4. Hatalarin olagan oldugunun ve dgrenme siirecinin olagan bir pargast oldugunun
7 vurgulanmasi

229 7. Herkesin dil 6grenirken hata yapabilecegini algilamalarini saglamak.

229. Yanlislarin dogruya gétiirecegine ikna etmek

246 246. Ogrencileri hata yapmaktan korkmamaya &zendirmek, digerlerinin kiigiik
diisirmeye yonelik tutumlarini ortadan kaldirmaya ¢aligmak
Ogrenciler hata yaptiginda birbirleri ile dalga gecmemelerini saglar.

246 246. Ogrencileri hata yapmaktan korkmamaya 6zendirmek, digerlerinin kiigiik
diisirmeye yonelik tutumlarini ortadan kaldirmaya ¢aligmak

Ogrencilerin konusmalarim saglayacak ilgilerini cekecek konular seger.

315 315. Konusma uygulamalarinda dgrencinin ilgi alanlarindan sorular sikistirmak

Kendi yasantisindan ve tecriibelerinden érnekler verir.
20 20. Gorsel isitsel materyallerin yani sira onlari ¢ok etkiledigini diisiindiigiim seyler
bir tanesi 6gretmenin model olmasi ve kendi yasantisindan &rnekler ve tecriibeler

aktarmasi.

Bireysel farkliliklar: dikkate alir.

86 86. Her 6grencinin stil ve stratejilerini dikkate alarak geregi kadar yardimci olmak.

87 87. Ogrencilerin arasindaki farkliliklari dikkate alarak , onlarin nelerin etkiledigini
ya da motive ettigini bulmaya caligarak dersi buna gore islemesi.

20 90. Ogrenciler, ne sekilde en iyi 6grendikleri konusunda bilinglendirilmelidirler.

91 Ogrenci duyarak en iyi 6greniyorsa, ona bu konuda yardimci olunmalidr.

93 91. Tailoring their teaching to students’ styles and other individual factors.

04 93. Gorsel hafizas1 daha baskin olan 6grencilerime dgrenilen konuyla ilgili ekstra
gorseller saglamak.

95 94. Isitsel ve miiziksel zekas: yiiksek olan &grencilerime yaslarina uygun ekstra

103 Ingilizce sarkilar saglamak.

231 95. Kinestetik 6grenmeye yatkin 6grenciler igin TPR sisteme yonelik etkinlikler
diizenliyorum, mesela kelimeleri, hikayeleri hareketlerle hayata gegirip daha iyi

268 kavramalarini sagliyorum. (Role Playing/ Acting)

291 103. Baz1 6grencilere sadece bir 6rnekle konuyu aciklarken, kimilerine birden fazla

ornekle anlatimi gergeklestiriyorum.

231. Farkli duyu alanlarina (gorsel isitsel, vb.) olabildigince hitap edebilmek ve
materyalleri bu agidan gesitlendirmek

268. Yavas Ogrenen Ogrencilere ayrica Ozen gostermek, hizli 6grenenleri
desteklemek



291. Hazir bulunurluklar1 géz 6niinde bulundurarak derse baglamak

92. Ogrencilerin ihtiyaclarina gore ders icerigini hazirlar.

28
29
92

28. Monitoring yapmasi ihtiyaglari belirlemesi.

29. Monitoring students’ learning and trying to catch up the points that students have
difficulty in understanding and therefore readjusting what have been covered or
classifying elaborating those points needs to be elicited.

92. Talking to students and asking for their opinions on their needs for better learning
opportunities that can be offered in lessons.

93. Grup cahsmalar yaptirarak birbirlerine destek/yardimci olmalarini saglar.

48
49
50
161
236
259
297

48. Arkadaslarinin yardim etmesini saglamasi.

49. Preparing an environment in the class in which better students help Asking
successful students to help poor students in order to increase their academic success
their inferior friends

50. Ogrencilerin bir arada ¢alisarak birbirlerinin 6grenmelerine yardime1 olmasini
saglamak.

161. Eliciting anything students can tell/do with the assistance of the teacher or other
peers who are in the upper level

236. Ogrencilere derste ogrendikleri kavramlar1 listeletmek ve beraber veya
birbirlerine agiklatmak

259. Ingilizcesi iyi olan 6grenciyle daha kétii olan 6grencinin birlikte calismasini
saglama

297. Peer work ile daha kotii olanlara destek vermek

94. Derse baslarken ilgi cekmek icin konuyla ilgili gorseller kullanir.

252

252. T always start my lessons with a set of visuals related to the content of the lesson.
These visuals help me and my students to feel more involved in the lesson, and
therefore enhance motivation and learning.

Kendi kendine cahismay1 desteklemek icin;

95. Ders disinda faydalanabilecekleri kaynaklari 6nerir.

128
266

128. Ogrenciye ders disinda faydalanabilecegi ve self-study yapabilecegi
kaynaklar 6nermek.

266. Ekstra kitap, web sitesi onermek, ekstra caligma kagitlar1 hazirlamak veya
bulmak

Ders dis1 cahismaya yonlendirir;

129

96.

97.

129. Ogrenciyi ders dis1 caligmaya yonlendirmek ve yiireklendirmek.

131 Sosyal medyadan yararlanmalarim saglar.

Keeping them engaged in language even out of the classroom thanks to online
materials (social media use)

132 Ogrendikleri kelimelerle evlerinde ¢cahstirmalar yaptirir.



Ogrendikleri kelimelerle ilgili kendi evlerinde / odalarnda da calismalar yapip
fotograflar veya videolarla sinifa getirmelerini istiyorum.

98. 152 Uretici 6devler/gorevler verir.
Uretici 6devler ya da gorevler vermek

99. 155 Arastirma konular verir
Arastirma konular1 vermek

100. 198 Ders dis1 calisma yontemlerini tanmitir.
Ders dis1 caligma yontemlerini tanitmak

101 260 Eksik giderecek ddevler verir.

Eksiklerini giderecek ddevler verme
102. Okuma, dinleme, yazma ve konusma becerilerini gelistirebilmeleri icin yonlendirme yapar.
289 289. Okuma, dinleme, yazma ve konusma becerilerini gelistirebilmeleri icin
yonlendirme yapmak.

103. Ders dis1 dil gelisimini destekleyecek etkinlikler verir.
219 219. Proje o6devlerinde video g¢ekimi Odevleri vererek ogrendikleri yapilar
220 kamera karsisinda kullanmalarini sagliyorum.
220. Su ana kadar uyguladigim bazi etkinlikler; 9.sinif 6grencilerime Yurt
Disindan bir sinif ayarlaylp mektup arkadasi olmalarmi sagladim, meslek
lisesinde calistigim donemde bir sene degerlendirmeyi 4 beceri iizerinden
yaptim.
234. Dersteki konulart pekistirici ve konularint kendileri sectikleri devler
vermek ve 6grencilere hazirladiklar1 6devleri (6rn. poster) sundurmak

234



APPENDIX 6- First version of the checklist; statements

Ogretmen Ders Isleme Sirasinda...

1 Konuya gegmeden gerekli/anahtar kelimeleri verir.

2 Kelime 6gretimini gorseller kullanarak yapar.

3 Kelime 6gretiminde sarki veya melodi kullanir.

4 Ogrencinin seviyesine gore aktiviteler hazirlar.

5 Ihtiyaglarina gore aktiviteler hazirlar.

6 Sinavlarda 6grenci seviyesine uygun soru sorar.

7 Okuma pargalarini kisaltir ve basitlestirir.

8 Dinleme etkinliklerindeki metni ve kelimeleri 6grenci seviyesine gore
yeniden diizenler.

9 Uzun dinleme metinlerini anlasilir olmasi i¢in boliimlere ayirir.

10 Yazma aktivitelerini kolaylastirir.

11 Aktiviteleri basitten zora dogru siralar.

12 Once 6grendikleri ders iceriklerini hatirlatir.

13 Bilinenin lizerine yeni bilgiyi insa eder.

14 Onceden bilineni kullanmalarini saglayacak aktiviteler hazirlar.

15 Cagrisim teknigi ile bilgiyi kalic1 hale getirir.

16 Ders sunumunu jest mimiklerle destekler.

17 Sozlii yonergeler verirken beden dilini kullanir.

18 Gorsel isitsel materyallerle (akilli tahta, gergek materyaller, video, resim
¢izme, web sitesi, sosyal medya vb.) konu anlatimini zenginlestirir.

19 Seviyesi diisiik 6grencilere agiklama yaparken anadilini kullanir.

20 Anadildeki benzerliklerden 6rnekler verir

21 Konuyla ilgili anlamli (gercek hayat, 6grenci yasantisindan) 6rnekler verir.

22 Anlasilmayan konuyu farkl ifadelerle agiklar.

23 Ogrencinin anlayabilecegi seviyede dil kullanir.

24 Dil kullanimu ile ilgili 6rnekler verir.

25 Yapilacak aktiviteyi once kendisi modeller.

26 Ogrenciye iyi bir rol model olur.

27 Verilen gorev ve aktivitelerde ¢esitlilik saglar.

28 Olabildigince ¢ok Ingilizce konusur.

29 Ders sunumu sirasinda drama ve teatral etkinliklerden yararlanir.

30 Sik sik climle veya kelimenin tekrarini yaptirir.

31 Degisik 6grenme stratejilerini modeller.

32 Soru ¢6zme tekniklerini 6gretir.

33 Baglam i¢inde 6gretir.

34 Ogrencinin soyleyebilecegi her seyi sdylemesi igin “elicitation’ teknigini

kullanir.



35
36
37
38
39
40

41
42
43
44
45

46

47
48
49
50
51
52
53
54
55

56
57
58
59
60
61
62
63
64
65
66

67
68
69
70

Anlasilmayan yonergeleri farkli sozciiklerle agiklar.

Yonergeleri anlasilmasi i¢in basitlestirir.

Yonergeleri anlasilmasi i¢in kisa tutar.

Aktiviteleri yaparken dgrencilere yol gosterir.

Anlamayi kolaylastirmak i¢in séylediklerini tekrarlar.

Ipucu vermek igin baz1 tekniklerin (pointing, emphasizing,
highlighting,prompting, vb.) kullanir.

Yazma asamalari ile ilgili 6n bilgilendirme yapar.

Soyut kavramlar1 somutlastirir

Ogrenciler aras1 konusma imkanini ve zamanini artirir.

Konusma etkinliklerinde 6grencilere gerektigi kadar zamani saglar.

Konusma etkinliklerinde ogrencilerin  kendilerini  6zglirce ifade
edebilecekleri ortami hazirlar.

Ogrenilen yeni bilgiyi kullanmalarimi saglayacak dil iiretmeye yonelik
aktiviteler yapar.

Sorular sorarak konuyu ne kadar anladigini kontrol eder.

Diistinmelerini ve konusmalarini saglayacak sorular sorar.

Deyimlere dikkatlerini ¢eker.

Cok fazla dilbilgisi kurallar1 vermez.

Yaparak yasayarak 6grenme yontemini kullanir.

Kazanimlari pekistirmeye yonelik ¢alisma kagitlar1 hazirlar.

Telaffuz caligsmalar i¢in aktivite hazirlar.

Dil farkindaliklarini artirir.

Ogrenciye ihtiya¢ duydugunda gerekli bilgiyi verir (gramer yapisi ve
kelime gibi)

Ihtiya¢ duyduklarinda kaynak saglar.

Dogru dil kullanimlarina da déniit verir.

Ders esnasinda bireysel doniitler verir.

Dogruyu tekrar ederek yanlisi diizelttirir.

Aninda ve sik sik doniit verir.

Yazili ve sozlii doniit verir.

Dogrudan veya dolayli yollardan hata diizeltir.

Yanlis1 kendi kendine bulmasini saglar.

Genel yapilan hatalar1 not alip ders sonunda gosterir.

Yanlis yaptiginda arkadaslarmin dogruyu sdylemesine izin verir.

Fiziksel doniit vererek onaylar.

Motivasyon artirict durumlar yaratmak icin;

Dil 6grenme/kullanma kaygisini azaltir, telkin yapar.
Oyun oynatir.

Sarkilarla 6grenmeye destek olur.

Eglenceli bir atmosfer yaratir.



71 Ogrencilere sevecen davranir.

72 Cesaret verici her tiirlii ifade kullanir.

73 Ogrencinin zorland1g1 durumlarda yiireklendirir.

74 Ogrenciye basarili olacagin hissettirir.

75 Yapilan ¢alismay1 6grenci basarabilsin diye basitlestirir.

76 Derse katilma konusunda cesaretlendirir.

77 Ogrencilerden ders isleyisi, materyal, vb. konularda yazili ya da sozlii
goriislerini alir.

78 Hedef dilde sorular sorarak 6grencilerin en az bir kere konusmasini saglar.

79 Olumlu bir atmosfer saglar.

80 Konu ve aktiviteleri 6grencinin ilgisini ¢ekecek sekilde hazirlar.

81 Ogrencilere dile ait kiiltiirel bilgiler vererek ilgilerini ceker.

82 Tesvik edici Odiiller verir.

83 Yarismalarla rekabet ortami yaratir.

84 Bireysel goriismeler ayarlar.

85 Dil 6grenme siirecini agiklar.

86 Dil 6grenme nedenlerini agiklar.

87 Ogrencilerin hata yapmaktan korkmamalarini saglar.

88 Ogrenciler hata yaptiginda birbirleri ile dalga gegmemelerini saglar.

89 Ogrencilerin konusmalarini saglayacak ilgilerini ¢ekecek konular secer.

90 Kendi yasantisindan ve tecriibelerinden 6rnekler verir.

91 Bireysel farkliliklar dikkate alir.

92 Ogrencilerin ihtiyaclarina gore ders icerigini hazirlar.

93 Grup calismalar1 yaptirarak birbirlerine destek/yardimci olmalarini saglar.

94 Derse baslarken ilgi ¢gekmek i¢in konuyla ilgili gorseller kullanir.

Kendi kendine ¢calismay1 desteklemek igin;

95 Ders disinda faydalanabilecekleri kaynaklar1 Gnerir.
Ders dis1 ¢alismaya yonlendirir;
96 Sosyal medyadan yararlanmalarini saglar.
97 Ogrendikleri kelimelerle evlerinde ¢alistirmalar yaptirir.
98 Uretici 6devler/gorevler verir.
99 Aragtirma konular1 verir
100 Ders dis1 ¢alisma yontemlerini tanitir.
101 Eksik giderecek ddevler verir.
102 Okuma, dinleme, yazma ve konusma becerilerini gelistirebilmeleri igin

yoOnlendirme yapar.
103 Ders disi1 dil gelisimini destekleyecek etkinlikler verir.



APPENDIX-7 Second version of the Checklist (Turkish Version)

0NN AW =

PLANLAMA

. Yeni bilgiyi kalic1 kilacak aktiviteler yapmak.

. Ogrencinin seviyesine gore aktiviteler hazirlar.

. Ogrencinin ihtiyacina gére aktiviteler hazirlar.

. Okuma ve dinleme parcalarini kisaltir ve basitlestirir.

. Aktiviteleri basitten zora dogru siralar.

. Verilen gorev ve aktivitelerde cesitlilik saglar.

. Ogrenilen yeni bilgiyi kullanmalarini saglayacak dil iiretmeye yonelik aktiviteler yapar.
. Konu ve aktiviteleri 6grencinin ilgisini cekecek sekilde hazirlar.

II. DERS ISLEME

9.

Konuya gegmeden gerekli/anahtar kelimeleri gorseller kullanarak verir.

10. Uzun dinleme metinlerini ara ara durdurarak anlasilir olmasini saglar.

11. Yazma aktivitelerinde gerekli ipucu vererek yazmalarini saglar.

12. Ogrencilerin artalan bilgilerini aktive eder.

13. Ders sunumunda beden dilini kullanir.

14. Sozlii yonergeler verirken beden dilini kullanir.

15. Gorsel isitsel materyallerle (akilli tahta, gergek materyaller, video, resim ¢gizme, web sitesi,

sosyal medya vb.) konu anlatimini zenginlestirir.

16. Dil seviyesi diisiik 6grencilere agiklama yaparken anadilini kullanir.

17. Anadildeki benzerlik ve farkliliklardan &rnekler verir.

18. Konuyla ilgili anlamli (gercek hayat, 6grenci yasantisindan) érnekler verir.
19. Konuyu 6grencinin anlayabilecegi seviyede dil kullanarak agiklar.

20. Yonergeleri 6grencinin anlayabilecegi sekilde verir.

21. Model alarak 6grenmeden yararlanir.

22. Olabildigince ¢ok Ingilizce konusur.

23. Ders sunumu sirasinda drama ve teatral etkinliklerden yararlanir.

24. Sik sik climle veya kelimenin tekrarini yaptirir.

25. Degisik 6grenme stratejilerini modeller.

26. Konuyu baglam i¢inde dgretir.

27. Ogrencinin bildiklerini ortaya ¢ikarmak ve konusturmak igin sorular sorar.
28. Ogrenciyi konusturmak igin sorular sorar.

28. Aktiviteleri yaparken 6grencilere yol gosterir.

29. Ipucu vermek icin bazi tekniklerin (pointing, emphasizing, highlighting,prompting, vb.)

kullanir.

30. Ogrenciler arasinda konusma imkani saglar.
31. Konusma etkinliklerinde 6grencilere gerektigi kadar zaman saglar.
32. Ogrencilerin kendilerini 6zgiirce ifade edebilecekleri ve soru sorabilecekleri ortami

hazirlar.

33. Sorular sorarak konuyu ne kadar anladigini kontrol eder.
34. Deyimlere dikkatlerini ¢eker.
35. Cok fazla dilbilgisi kurallar1 vermez.



36. Yaparak yasayarak 6grenme yontemini kullanir.

37. Dil farkindaliklarm artirir.

38. Ihtiyag temelli destek saglar.

39. Dil gelisimine yonelik doniit verir.

40. Dogru dil kullanimlaria da doniit verir.

41. Bireysel doniitler verir.

42. Dogruyu tekrar ederek yanlisi diizelttirir.

43. Aninda ve sik sik doniit verir.

44. Yazili ve sozlii doniit verir.

45. Dogrudan veya dolayl yollardan hata diizeltir.

46. Yanlist kendi kendine bulmasini saglar.

47. Genel yapilan hatalar1 not alip ders sonunda gdsterir.
48. Yanlis yaptiginda arkadaslarinin dogruyu sdylemesine izin verir.
49. Fiziksel doniit vererek onaylar.

I1I. DIKKAT CEKME VE GUDULEME

50. Dil 6grenme/kullanma kaygisini azaltir, telkin yapar.

51. Ogrencileri giidiilemek icin eglenceli bir ortam yaratir.

52. Ogrencilere sevecen davranir.

53. Yapilan ¢alismay1 6grenci bagarabilsin diye basitlestirir.

54. Derse katilma konusunda cesaretlendirir.

55. Ogrencilerden ders isleyisi, materyal, vb. Konularda yazili ya da sozlii goriislerini alir.
56. Olumlu bir ortam saglar.

57. Ogrencilere dile ait kiiltiirel bilgiler vererek ilgilerini ceker.

58. Tesvik edici odiiller verir.

59. Yarigsmalarla rekabet ortami yaratir.

60. Dil 6grenme siirecini agiklar.

61. Dil 6grenme nedenlerini agiklar.

62. Ogrencilerin hata yapmaktan korkmamalarini saglar.

63. Ogrencilerin konusmalarini saglayacak ilgilerini cekecek konular seger.
64. Bireysel farkliliklar: dikkate alir.

65. Grup ¢alismalar yaptirarak birbirlerine destek/yardimei olmalarini saglar.

IV. KENDI KENDINE CALISMAYI DESTEKLEME

66. Ders disinda faydalanabilecekleri kaynaklar1 dnerir.

67. Sosyal medyadan yararlanmalarini saglar.

68. Ogrendikleri kelimelerle evlerinde ¢alistirmalar yaptirir

69. Uretici 6devler/gorevler verir.

70. Arastirma konular1 verir

71. Ders dis1 calisma yontemlerini tanitir.

72. Eksik giderecek ddevler verir.

73. Okuma, dinleme, yazma ve konusma becerilerini gelistirebilmeleri i¢in yonlendirme
yapar.

74. Ders dis1 dil gelisimini destekleyecek etkinlikler verir.



APPENDIX -8 Questionnaire for The Third Round

Degerli Katilimci,
Doktora tez c¢alismasi kapsaminda Ingilizce Ogretmenlerinin derslerinde &grencilerin
ogrenmelerini kolaylastirmak icin nasil destek sagladiklarini (scaffolding) saptamaya

yonelik gecerli ve glivenilir bir gézlem formu (checklist) gelistirilmesi amaglanmaktadir.

*#* Sizlerden asagida listelenen ifadelerin ne kadar agik, anlasilir, ve gézlemlenebilir oldugu

konusunda goriislerinizi belirtmenizi rica ediyorum.

*** Her maddede iki isaretleme yapmaniz gerekmektedir; kabul edilir veya kabul edilemez
maddelerinden size uygun gelen birini ve gdzlemlenebilir veya gozlemlenemez

maddelerinden birini isaretleyiniz .

*#* Eger herhangi bir ifade i¢in kabul edilemez ve/veya goézlemlenemez sikkini
isaretlediyseniz maddenin altinda yer alan bosluga liitfen goriisiiniizii belirten acgiklama

yaziniz.
Vereceginiz yanitlar ve yapacaginiz her agiklama caligmanin gegerliligini ve giivenilirligini

dogrudan etkileyecektir.

Bu ¢alismaya yapacaginiz katkilardan dolayi sizlere ¢ok tesekkiir ederim.

Ogr. Gor. Neslihan Ekmekgi






APPENDIX-9 Percentages of Responses in Round 3

STATEMENTS = % %

of Responses
Acceptable
n
of Responses
Observable
n

1. Yeni bilgiyi kalic1 kilacak

100 94 94 82 76 92,6
aktiviteler yapmak.
2. Ogrencinin  seviyesine

100 100 100 82 81 98,7
gore aktiviteler hazirlar.
3. Ogrencinin ihtiyacina gore

98 95 96,9 84 76 90,4
aktiviteler hazirlar.
4. Okuma ve dinleme
parcalarini kisaltir ve 93 80 86 90 85 94,4
basitlestirir.
5. Aktiviteleri basitten zora

100 99 99 83 81 97,5
dogru siralar.
6. Verilen gorev ve

97 94 96,6 85 84 98,8
aktivitelerde cesitlilik saglar.
7. Ogrenilen yeni bilgiyi
kullanmalarini saglayacak dil

98 95 96,9 85 84 98,8
tiretmeye yonelik aktiviteler

yapar.
8. Konu ve aktiviteleri

ogrencinin ilgisini ¢ekecek 100 97 97 82 78 95,1
sekilde hazirlar.

9. Konuya gecmeden gerekli

kelimeleri gorseller 97 92 94,8 86 85 98,8
kullanarak verir.

10. Uzun dinleme metinlerini

ara ara durdurarak anlagilir 97 87 89,6 86 82 95,3

olmasini saglar.



11. Yazma aktivitelerinde
gerekli  ipucunu  vererek
yazmalarimi saglar.

12.  Ogrencilerin  artalan
bilgilerini aktive eder.

13. Ders sunumunda beden
dilini kullanir.100 yanit

14. Sozlii yonergeler verirken
beden dilini kullanir.

15. Gorsel isitsel
materyallerle (akilli tahta,
gercek materyaller, video,
resim ¢izme, web sitesi,
sosyal medya vb.) konu
anlatimini zenginlestirir.

16. Dil seviyesi diisiik
Ogrencilere aciklama
yaparken anadilini kullanir.
17. Anadildeki benzerlik ve
farkliliklardan ornekler verir.
18. Konuyla ilgili anlamh
(gercek  hayat,  ©dgrenci
yasantisindan) drnekler verir.
19. Konuyu 6grencinin
anlayabilecegi seviyede dil
kullanarak agiklar.

20. Yonergeleri Ogrencinin
anlayabilecegi sekilde verir.
21. Model alarak
o0grenmeden yararlanir.

22. Olabildigince  cok
Ingilizce konusur.

23. Ders sunumu sirasinda

drama ve teatral

etkinliklerden yararlanir.
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24. Sik sik ciimle veya
kelimenin tekrarini yaptirir.
25. Degisik O0grenme
stratejilerini modeller.

26. Konuyu baglam icinde
Ogretir.

27. Ogrencinin bildiklerini
ortaya ¢ikarmak icin sorular
sorar.

28. Ogrenciyi konusturmak
i¢in sorular sorar.

29. Aktiviteleri yaparken
ogrencilere yol gosterir.

30. Ipucu vermek igin bazi
teknikleri (pointing,
emphasizing,

highlighting prompting, vb.)
kullanir.

31.  Ogrenciler arasinda
konugma imkani saglar.

32. Konugma etkinliklerinde
ogrencilere gerektigi kadar
zaman saglar.

33. Ogrencilerin kendilerini
ozgiirce ifade edebilecekleri
ortami hazirlar.

34. Ogrencilerin  6zgiirce
soru sorabilecekleri ortami
hazirlar.

35. Sorular sorarak konuyu
ne kadar anladigmi kontrol
eder.

36. Deyimlere dikkatlerini
ceker.
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37. Cok fazla dilbilgisi
kurallar1 vermez.
38.  Yaparak  yasayarak
O6grenme yontemini kullanir.
39. Dil farkindaliklarini
artirir.

40. TIhtiyac temelli destek
saglar.

41. Dogru dil kullanimlarina
da doniit verir.

42. Bireysel doniitler verir.
43. Dogruyu tekrar ederek
yanlig1 diizelttirir.

44. Aninda doniit verir.

45. Sik sik doniit verir.

46. Yazili ve sozli doniit
verir.

47. Dogrudan hata diizeltir.
48. Dolayli yollardan hata
diizeltir.

49. Yanlis1 kendi kendine
bulmasini saglar.

50. Genel yapilan hatalar1 not
alip ders sonunda gosterir.
51. Yanlis yaptiginda
arkadaglarinin dogruyu
sOylemesine izin verir.

52. Fiziksel doniit vererek
onaylar.

53. Dil 6grenme kaygisim
telkinle azaltir.

54. Dil kullanma kaygisim

telkinle azaltir.
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55. Ogrencileri giidiilemek
icin eglenceli bir ortam
yaratir.

56. Ogrencilere  sevecen
davranur.

57.  Yapilan  caligmay1
O0grenci basarabilsin  diye
basitlestirir.

58. Derse katilma konusunda
cesaretlendirir.

59. Ogrencilerin ders isleyis,
materyal, vb. konularda yazili
ya da sozlii goriislerini alir.
60. Olumlu bir ortam saglar.
61. Ogrencilere dile ait
kiiltiirel ~ bilgiler  vererek
ilgilerini ¢eker.

62. Tesvik edici odiiller verir.
63. Yarigmalarla rekabet

ortamu yaratir.

64. Dil ogrenme siirecini

aciklar.
65. Dil 6grenme nedenlerini
aciklar.
66.  Ogrencilerin  hata

yapmaktan korkmamalarini

saglar.
67. Ogrencilerin
konugmalarin saglayacak

ilgilerini ¢ekecek konular
secer.

68. Bireysel farkliliklar
dikkate alir.
69. Grup caligmalari

yaptirarak ogrencilerin
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birbirlerine destek olmalarini
saglar.

70. Ders diginda
faydalanabilecekleri
kaynaklar1 onerir.
71. Sosyal medyadan
yararlanmalarini saglar.

72. Ogrendikleri kelimelerle
evlerinde calistirmalar
yaptirir.

73. Uretici 6devler verir.

74. Arastirma konulart verir.
75. Ders disi ¢alisma
yontemlerini tanitir.

76. Eksik giderecek odevler
verir.

77. Okuma, dinleme, yazma
ve konugsma  becerilerini
geligtirebilmeleri icin
yonlendirme yapar.

78. Ders dis1 dil gelisimini
destekleyecek etkinlikler

verir.
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APPENDIX-10 Statements that

acceptable.

Round 3 statements

1. Yeni bilgiyi kalici kilacak

aktiviteler yapmak.

2. Ogrencinin ihtiyacina gore

aktiviteler hazirlar.

3. Ogrencinin seviyesine gore

aktiviteler hazirlar.

4. Okuma ve dinleme pargalarini

kisaltir ve basitlestirir.

5. Aktiviteleri basitten zora

dogru siralar.

6. Verilen gorev ve aktivitelerde
cesitlilik saglar.

7. Ogrenilen yeni bilgiyi
kullanmalarimi saglayacak dil tiretmeye

yonelik aktiviteler yapar.

were revised because they were not observable or

Revised statement

dikkat ¢ekici etkinliklere

(6rn.:  bulmaca, oyun,
sarki, gorseller) yer verir.
ogrenci katilimini

saglayict etkinliklere yer

verir.

aktivite hazirlarken
6grencinin seviyesini
dikkate alir.

okuma ve  dinleme
metinlerinin
anlasilmasini
kolaylastiric1  aktiviteler

(6rn: pargadaki ipuglarina
yonlendirecek

etkinlikler) hazirlar.

ders saati iginde yer
alacak aktiviteleri
basitten zora  dogru
siralar.

sinif icinde uygulanacak

aktivitelerde gesitlilik
saglar.
6grencilerin derste

ogrendikleri yeni bilgiyi
konusma veya yazmada
kullanacaklari iiretim

aktiviteleri hazirlar.

Reason for Revision
Changed because it was not
observable.
Changed because it was not

observable.

Wording was changed to make it

comprehensible.

Wording was changed because
respondents stated that a text

cannot be simplified.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

The phrase ‘Production activities’
in Turkish was not clear. So, the

wording was changed.



8. Konu ve aktiviteleri
Ogrencinin ilgisini ¢ekecek sekilde
hazirlar.

II. DERS iSLEME
9. Konuya gec¢meden gerekli

kelimeleri gorseller kullanarak verir.

10. Uzun dinleme metinlerini ara
ara durdurarak anlasilir olmasini saglar.
11.  Yazma  aktivitelerinde
gerekli ipucunu vererek yazmalarimi

saglar.

12.  Ogrencilerin  artalan

bilgilerini aktive eder.

13. Ders sunumunda beden dilini
kullanir.

14. Sozlii yonergeler verirken
beden dilini kullanir.

15. Gorsel isitsel materyallerle
(akilli tahta, ger¢ek materyaller, video,
resim ¢izme, web sitesi, sosyal medya

vb.) konu anlatimini zenginlestirir.

6grencinin ilgisini

¢ekecek konu ve

aktivitelere yer verir.

konuya (okuma, dinleme
gibi) gecmeden 6nce yeni
kelimeleri farkli teknikler
(gorseller, durumlar ve
drama) kullanarak verir.

uzun dinleme metinlerini
akist bozmayacak sekilde
boliimler halinde dinletir.
yazma  aktivitelerinde
gerekli On hazirhiklart
(metnin iskelet yapisini

verme, beyin firtinasi

gibi)

yazmalarini saglar.

yapma yaparak

ogrencilerin konuyla
ilgili (okuma, dinleme,
konusma, yazma gibi)
artalan bilgilerini
(background knowledge)
sorular sorarak
canlandirir.

konu anlatimi sirasinda
beden dilinden yararlanir.
sOzIii yoOnerge verirken
beden dilinden yararlanir
gorsel-isitsel materyaller
(akillt

materyaller, resim, video,

tahta, gercek
resim ¢izme, web-sitesi,
vb.)

kullanarak dil 6grenimini

sosyal  medya

Wording was changed to make it

comprehensible.

Examples were added to make it

comprehensible.

Wording was changed to make it

comprehensible.

Examples were added to make it

comprehensible.

Examples were added to make it

comprehensible.

Wording was changed to make it
comprehensible.

Wording was changed to make it
comprehensible.

Examples were added to make it

comprehensible.



16. Dil seviyesi  diisiik
ogrencilere agiklama yaparken anadilini
kullanir.

17. Anadildeki benzerlik ve
farkliliklardan 6rnekler verir.

18. Konuyla ilgili anlaml
(gercek hayat, Ggrenci yasantisindan)

ornekler verir.

19. Konuyu dgrencinin
anlayabilecegi seviyede dil kullanarak
aciklar.

20. Yonergeleri  dgrencinin

anlayabilecegi sekilde verir.

21. Model alarak 6grenmeden

yararlanir.

22. Olabildigince c¢ok Ingilizce

konusur.

(okuma, dinleme,
gramer, kelime 6gretimi)
zenginlestirir.
gerektigi durumlarda
(yonergeyi anlamada
Ogrenci  zorlandiginda)

anadilini kullanir.

konuyla ilgili 6grenci igin

anlam  ifade  edecek
(gercek durumlardan,
kendi yasamlarindan,
6grencinin
yasantisindan)  6rnekler
verir.

ogrencilerin dil diizeyine

uygun sinif dili

kullanarak konuyu
aciklar.

ogrencilerin dil diizeyine
dili

uygun siif

kullanarak  aktivitelere
yonerge verir.
modelleme yoluyla
Ogretim yontemi kullanir
(kendisi uygulayarak
model olur, 6rn: metinde
‘scanning’in nasil
yapilacagimi sesli olarak
uygular)

ders boyunca Ingilizce

konusur.

Wording was changed to make it

comprehensible.

Omitted because talking about

differences would lead to
confusion in students.
Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Examples were added to make it

comprehensible.

Wording was changed to make it

comprehensible.



23. Ders sunumu sirasinda

drama ve teatral etkinliklerden
yararlanir.
24. Sik sik ciimle veya kelimenin

tekrarini yaptirir.

25. Degisik 6grenme
stratejilerini modeller.

26. Konuyu baglam icinde
ogretir.

27.  Ogrencinin  bildiklerini

ortaya ¢ikarmak igin sorular sorar.

28. Ogrenciyi konusturmak igin
sorular sorar.
20.

Aktiviteleri  yaparken

ogrencilere yol gosterir.

30. Ipucu vermek igin bazi

teknikleri  (pointing, = emphasizing,
highlighting,prompting, vb.) kullanir.
31. Ogrenciler arasinda konusma

imkani saglar.

32. etkinliklerinde

kadar

Konusma
Ogrencilere  gerektigi zaman

saglar.

ogrencilere drama
etkinlikleri yaptirir.

yeni Ogrenilen
sozciik/timceleri  farkl
baglamlarda tekrarimni
yaptirir.

konuyu agik ve anlagilir
bir baglam (context)
icinde &gretir.

eski bilgi ile yeni bilgi
iliski

igin

arasinda
kurabilmeleri

ogrencilere sorular sorar.

ogrencilerin  Ingilizce
konusmasint  saglayici
sorular sorar.

aktiviteleri yaparken
ogrencilerine ipuclari
vererek kendilerinin
yapmasini saglar.
ogrencilere konusma

firsat1 tanimak igin grup
ve ikili ¢aligmalara yer
verir.

konusma etkinliklerinde
ogrencilere yeterince

yeteri kadar zaman verir.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Omitted because the word
modelling is not clear.
Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Combined with 29.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.



33.  Ogrencilerin  kendilerini
Ozgiirce ifade edebilecekleri ortami

hazirlar.

34. Ogrencilerin ozgiirce soru
sorabilecekleri ortam1 hazirlar.
35. Sorular sorarak konuyu ne

kadar anladigini kontrol eder.

36. Deyimlere dikkatlerini
geker.
37. Cok fazla dilbilgisi kurallart

vEermez.

38. Yaparak yasayarak grenme
yontemini kullanir.

39. Dil farkindaliklarini artirir.

40. Ihtiyac temelli destek saglar.

I11. DONUT VERME
41. Dogru dil kullanimlarina da
doniit verir.

42. Bireysel doniitler verir.

ogrencilerin  kendilerini

Ozgiirce ifade
edebilecekleri/ soru
sorabilecekleri  (giilme,

kiiciik diisiirme gibi ket
vurucu davraniglarin

olmadig1) ortami saglar.

sorular sorarak
ogrencilerin konuyu ne
kadar anladigimi kontrol
eder. (konunun
ogrenciler tarafindan ne
kadar anlasildigini

kontrol eder.)

dilbilgisi konularini
kurallardan ¢ok kullanim

ornekleriyle agiklar.

6grenciye ihtiyag
duydugunda gerekli
bilgiyi (gramer yapisi,

kelime vb.) verir.

ogrencilerin  dogru dil
kullanimlarini 6ver.
Ogrenciler birebir veya

grup halinde c¢alisma

Examples were added to make it

comprehensible..

Combined with 33.

Wording was changed to make it

comprehensible.

Omitted because it cannot be
considered as scaffolding.
Wording was changed to make it

comprehensible.

Combined with 37.

Omitted because it cannot be
observed.
Examples were added to make it

comprehensible.

Wording was changed to make it
comprehensible.
Wording was changed to make it

comprehensible.



43. Dogruyu tekrar ederek

yanlisg1 diizelttirir.

44. Aninda doniit verir.
45. Sik sik doniit verir.

46. Yazil1 ve s6zIli doniit verir.

47. Dogrudan hata diizeltir.

48. Dolayli yollardan hata
diizeltir.
49. Yanlist kendi kendine

bulmasin saglar.

50. Genel yapilan hatalar1 not

alip ders sonunda gosterir.

yaparken ihtiyaci olana
bireysel doniit verir.

Ogrencilerin simf icinde
sorulari yanitlarken
yaptig1 hatalara dogrudan
(kendisinin diizeltmesini
ister, arkadasinin
diizeltmesine izin verir,
hata yaptigin1 belirterek
dogru yanit1 Ggretmen

verir) doniit verir.

ogrencilerin kagit
tizerindeki ~ &devlerine
yazil1 doniit verir.

Ogrencinin  yaptigr  dil

hatalarin1 hemen diizeltir.

Ogrencilerin simif icinde
sorulari yanitlarken
yaptig1 hatalara dolayli
yolla (ipucu vererek,
mimikler yoluyla, yanitt
dogru  olarak  tekrar
ederek vb.) doniit verir.

Gecikmeli doniit
(6grencilerin  etkinlikler
sirasinda yaptiklart
hatalar1 not alir ve ders
sonunda onlarla paylasir)

verir.

Examples were added to make it

comprehensible.

Combined with 43
Combined with 43
Wording was changed to make it

comprehensible.

Wording was changed to make it
comprehensible.

Combined with 49

Examples were added to make it

comprehensible.

Wording was changed to make it

comprehensible.



S1. Yanlis yaptiginda
arkadaglarinin  dogruyu sdylemesine
izin verir.

52. Fiziksel doniit vererek
onaylar.

IV. DIKKAT CEKME VE
GUDULEME
53. Dil

O6grenme kaygisini

telkinle azaltir.

54. Dil kullanma kaygisini
telkinle azaltir.

55. Ogrencileri giidiilemek igin
eglenceli bir ortam yaratir.

56.

Ogrencilere sevecen

davranir.

57. Yapilan caligmay1 6grenci
basarabilsin diye basitlestirir.
58. Derse katilma konusunda

cesaretlendirir.

59. Ogrencilerin ders isleyis,
materyal, vb. konularda yazili ya da

sOzIi goriislerini alir.

60. Olumlu bir ortam saglar.

dil ogrenme kaygisini
gidermek amaciyla
yiireklendirici  ifadeler
kullanir.

olumlu yaklasimi ile
ogrencilerin  kendisine

giivenmelerini saglar.

ogrencileri derse
katilmalar1  konusunda
sozli ifadeler

(yapabilirsin, ben sana

yardimet  olurum, vb.)
kullanarak
cesaretlendirir.
ogrencilerden dersin
islenisi, kullanilan
materyaller, aktivite
tirleri hakkinda
yazil/sozlii  gorislerini
alir.

Combined with 43.

Combined with 49.

Wording was changed to make it

comprehensible.

Combined with 53.

Omitted because it already given
in the planning stage.
Wording was changed to make it

comprehensible.

Omitted because it already given
in the planning stage.
Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Combined with 56.



61. Ogrencilere dile ait kiiltiirel
bilgiler vererek ilgilerini ¢eker.

62. Tesvik edici odiiller verir.

63. Yarigmalarla rekabet ortami
yaratir.

64. Dil 6grenme siirecini agiklar.

65. Dil ogrenme nedenlerini
aciklar.

66. Ogrencilerin ~ hata
yapmaktan korkmamalarin saglar.

67. Ogrencilerin konusmalarini
saglayacak ilgilerini ¢ekecek konular
seger.

68. Bireysel farkliliklar1 dikkate

alr.

69. Grup c¢alismalar1 yaptirarak

ogrencilerin birbirlerine destek

olmalarini saglar.

V. KENDI KENDINE
CALISMAYI DESTEKLEME
70.

Ders disinda

faydalanabilecekleri kaynaklar1 6nerir.

6grenciye basarist
sonucunda manevi veya

kiiciik maddi (kitap gibi)

odiiller verir.
Ogretim  siirecinde  dil
O6grenmeye iliskin

amaglar olusturmalarina

yardimet olur.

Bireysel farkliliklar
dikkate alarak farklh
etkinlik tiplerine yer
verir.

ogrencilere grup
caligmasi yaptirarak
birbirlerinin

6grenmelerine yardimci

olmalarini saglar.

ogrencilerin ders diginda
faydalanabilecekleri

kaynaklar1 (kitap, web-
sitesi, calisma kagitlar

vb.) Onerir.

Omitted because it is not
observable.
Wording was changed to make it

comprehensible.

Omitted because it is not
recommended in classes.
Wording was changed to make it

comprehensible.

Combined with 64.

Onmitted because it is given in the
planning stage.
Onmitted because it is given in the

planning stage.
Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Examples were added to make it

comprehensible.



71. Sosyal medyadan
yararlanmalarin saglar.
72.  Ogrendikleri kelimelerle

evlerinde calistirmalar yaptirir.

73. Uretici 6devler verir.

74. Arastirma konulari verir.

75. Ders dis1 calisma
yontemlerini tanitir.

76. Eksik giderecek &devler
verir.

77. Okuma, dinleme, yazma ve
konusma becerilerini gelistirebilmeleri
icin yonlendirme yapar.

78. Ders dist dil gelisimini

destekleyecek etkinlikler verir.

Kelime ve  gramer
bilgilerini ve dil
becerilerini pekistirmeye
yonelik 6devler verir.

Dili  baglam icinde
kullanacaklar1 ~ ddevler

verir.

Aragtirma 6devleri verir.

Combined with 70

Examples were added to make it

comprehensible.

Wording was changed to make it

comprehensible.

Wording was changed to make it

comprehensible.

Combined with 72.

Combined with 72.

Combined with 72.

Combined with 72.



APPENDIX-11 The Final Scaffolding Checklist (Turkish)

Asama

DERSE HAZIRLIK -PLANLAMA ASAMASI

DERS SURECi- UYGULAMA

ASAMASI

Destek Davranis

Ogretmen/o6gretmen adayi ders planinda;

1.

dikkat c¢ekici etkinliklere (6rn.: bulmaca, oyun,
sarki, gorseller) yer verir.

ogrenci katilimini saglayici etkinliklere yer verir.
aktivite hazirlarken dgrencinin seviyesini dikkate
alir.

okuma ve dinleme metinlerinin anlasilmasini
kolaylastiric aktiviteler (6rn: parcadaki ipuglarina
yonlendirecek etkinlikler) hazirlar.

ders saati i¢inde yer alacak aktiviteleri basitten zora
dogru siralar.

simif icinde uygulanacak aktivitelerde c¢esitlilik
saglar.

ogrencilerin derste Ogrendikleri yeni bilgiyi
konusma veya yazmada kullanacaklari {iretim
aktiviteleri hazirlar.

6grencinin ilgisini ¢ekecek konu ve aktivitelere yer

verir.

1. Ders isleme

10.

11.

12.

Ogretmen/6gretmen adayi derslerinde;

konuya (okuma, dinleme gibi) gegmeden dnce yeni
kelimeleri farkli teknikler (gorseller, durumlar ve
drama) kullanarak verir.

uzun dinleme metinlerini akis1 bozmayacak sekilde
boliimler halinde dinletir.

yazma aktivitelerinde gerekli ©on hazirliklan
(metnin iskelet yapisini verme, beyin firtinasi
yapma gibi) yaparak yazmalarini saglar.
ogrencilerin  konuyla ilgili (okuma, dinleme,

konusma, yazma gibi) artalan bilgilerini

Yok

Var ama

yetersiz

Var



13.
14.
15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

(background  knowledge)  sorular  sorarak
canlandirr.

konu anlatimi sirasinda beden dilinden yararlanir.
s0zIi yonerge verirken beden dilinden yararlanir
gorsel-isitsel materyaller (akilli tahta, gercek
materyaller, resim, video, resim ¢izme, web-sitesi,
sosyal medya vb.) kullanarak dil &grenimini
(okuma, dinleme, gramer, kelime &gretimi)
zenginlestirir.

gerektigi durumlarda (yonergeyi anlamada 6grenci
zorlandiginda) anadilini kullanir.

konuyla ilgili 6grenci i¢in anlam ifade edecek
(gercek  durumlardan, kendi yasamlarindan,
6grencinin yasantisindan) érnekler verir.
ogrencilerin dil diizeyine uygun smf dili
kullanarak konuyu agiklar.

ogrencilerin dil diizeyine uygun smf dili
kullanarak aktivitelere yonerge verir.

modelleme yoluyla 6gretim yontemi kullanir
(kendisi uygulayarak model olur, 6rn: metinde
‘scanning’in nasil yapilacagini sesli olarak uygular)
ders boyunca Ingilizce konusur.

ogrencilere drama etkinlikleri yaptirir.

yeni 6grenilen sozciik/tiimceleri farkli baglamlarda
tekrarini yaptirir.

konuyu acik ve anlagilir bir baglam (context) iginde
ogretir.

eski bilgi ile yeni bilgi arasinda iligki kurabilmeleri
icin 6grencilere sorular sorar.

ogrencilerin  Ingilizce konusmasini  saglayici
sorular sorar.

aktiviteleri yaparken dgrencilerine ipuglari vererek
kendilerinin yapmasini saglar.

ogrencilere konusma firsati tanimak igin grup ve

ikili ¢aligmalara yer verir.



29.

30.

31.

32.

33.

konusma etkinliklerinde Ggrencilere yeterince
yeteri kadar zaman verir.

ogrencilerin kendilerini Ozgiirce ifade
edebilecekleri/ soru sorabilecekleri (giilme, kiiciik
diisirme gibi ket vurucu davranislarin olmadigi)
ortami saglar.

sorular sorarak Ogrencilerin konuyu ne kadar
anladigin1  kontrol eder. (konunun Ogrenciler
tarafindan ne kadar anlasildigini kontrol eder.)
dilbilgisi konularin1 kurallardan ¢ok kullanim
ornekleriyle aciklar.

ogrenciye ihtiyag duydugunda gerekli bilgiyi

(gramer yapisi, kelime vb.) verir.

II. Doniit verme- Hata diizeltme

Ogretmen/6gretmen adayi derslerinde;

34.

35

36.

37.

38.

39.

40.

ogrencilerin dogru dil kullanimlarini ver.

. Ogrenciler birebir veya grup halinde caligma
yaparken ihtiyaci olana bireysel doniit verir.
ogrencilerin kagit iizerindeki Odevlerine yazili
doniit verir.

6grencinin yaptig1 dil hatalarin1 hemen diizeltir.
Gecikmeli doniit (6grencilerin etkinlikler sirasinda
yaptiklart hatalari not alir ve ders sonunda onlarla
paylasir) verir.

Ogrencilerin simf icinde sorular1 yanitlarken
yaptig1 hatalara dolayli yolla (ipucu vererek,
mimikler yoluyla, yanitt dogru olarak tekrar ederek
vb.) doniit verir.

Ogrencilerin  simf icinde sorular1 yanitlarken
yaptig1 hatalara dogrudan (kendisinin diizeltmesini
ister, arkadasinin diizeltmesine izin verir, hata
yaptigint belirterek dogru yaniti 6gretmen verir)

doniit verir.

III. Dikkat Cekme- Giidiileme



41.

42.

43.

44,

45.

46.

47.

48.

dil o6grenme kaygisint gidermek amaciyla
yiireklendirici ifadeler kullanir.

olumlu yaklagimi ile Ogrencilerin kendisine
giivenmelerini saglar.

ogrencileri derse katilmalar1 konusunda sozli
ifadeler (yapabilirsin, ben sana yardimci olurum,
vb.) kullanarak cesaretlendirir.

ogrencilerden dersin islenisi, kullanilan
materyaller, aktivite tiirleri hakkinda yazili/sozli
goriislerini alir.

Ogrenciye basarisi sonucunda manevi veya kiigiik
maddi (kitap gibi) ddiiller verir.

ogretim siirecinde dil dgrenmeye iligkin amaglar
olusturmalarina yardimei olur.

Bireysel farkliliklar1 dikkate alarak farkli etkinlik
tiplerine yer verir.

ogrencilere grup calismasi yaptirarak birbirlerinin

6grenmelerine yardimci olmalarini saglar.

IV. Kendi Kendine Calismay1 Destekleme

49.

50.

51.
52.

ogrencilerin ders diginda faydalanabilecekleri
kaynaklar1 (kitap, web-sitesi, caligma kagitlar1 vb.)
Onerir.

Kelime ve gramer bilgilerini ve dil becerilerini
pekistirmeye yonelik ddevler verir.

Dili baglam iginde kullanacaklari 6devler verir.

Aragtirma 6devleri verir.



APPENDIX 12- The Final Scaffolding Checklist (English)

Section Supporting behavior (scaffolding)

LESSON PREPARATION- PLANNING PHASE

LESSON PROCESS-
APPLICATION PHASE

I. Planning

In her/his lesson plan, the teacher/student teacher;

53.

54.

55.

56.

57.

58.

59.

60.

includes interesting activities (e.g., puzzles,
games, songs, visuals).

includes activities that provide student
participation.

takes the students level into account while
preparing the activity.

prepares  activities that facilitate the
understanding of reading and listening texts
(e.g., activities that will lead to the clues in the
texts).

orders the activities to be used in the lesson
from simple to difficult.

provides variety in activities to be used in the
lesson.

prepares production activities in which
students will use the newly learned knowledge
in speaking and writing.

includes topics and activities that will get the

attention of the student.

II. Lesson Processing

In her/his lesson plan, the teacher/student teacher;

61.

62.

63.

presents new words using different techniques
(visuals, situations and drama) before moving
on to the topic (reading, listening, etc.)

makes students listen to the listening texts in
sections without disturbing the flow.

enables students to write by making necessary

preparations (giving the skeleton structure of

Not

done

Not

done

Done

insufficiently

Done

insufficiently

Done

Done



64.

65.

66.

67.

68.

69.

70.

71.

72.

73.
74.
75.

76.

the text, brainstorming, etc.) to the writing
activity.

activates students background knowledge of
the topic (in reading, listening, speaking,
writing, etc.) by asking questions.

makes use of body language while presenting
a topic.

uses body language when giving verbal
instructions.

enriches language learning (reading, listening,
grammar, vocabulary teaching) by using
audio-visual materials (smart board, real
materials, pictures, websites, social media,
etc.)

uses mother tongue when necessary (when the
students have difficulty in understanding the
instruction).

gives examples related to the topic (from real
situations, from their own lives, from the
student’s life) that makes sense for the student.
explains the subject using classroom language
appropriate to the student’s level.

gives instructions to the activities using
classroom language that is appropriate to the
student’s level.

uses modeling as a teaching method (models
by doing, eg: shows how to do scanning
verbally)

speaks English throughout the lesson.

makes students do drama activities.

makes students repeat the newly learned
words or sentences in different contexts.
teaches the subject in a clear and

understandable context.



T7.

78.

79.

80.

81.

82.

83.

84.

85.

asks students questions so that they can relate
old knowledge to new knowledge.

asks questions that enable students to speak
English.

gives clues to students while doing the
activities to enable them to do the activities
themselves.

includes group and pair work to give students
the opportunity to speak.

gives students enough time in speaking
activities.

provides an environment (without inhibiting
behaviors such as laughing or humiliating) in
which students can freely express themselves/
ask questions.

checks how well the subject is understood by
the student.

explains grammar topics with example of
usage rather than rules.

gives the necessary information (grammar
structure, vocabulary, etc.) to the students

whenever.

III. Giving Feedback- Correcting Mistakes

In her/his lesson plan, the teacher/student teacher;

86.
87.

88.

89.

90.

praises students’ correct use of language.
gives feedback to students while doing
individual or group work.

gives written feedback to students’ paper
assignments.

corrects the language mistakes made by the
students immediately.

gives delayed feedback (takes notes of the

mistakes made by the students during the

Not

done

Done

insufficiently

Done



91.

92.

activity and shares them at the end of the
lesson.

gives feedback indirectly (by giving hints,
mimics, repeating the answers correctly, etc.)
to the mistakes made by the students while
answering the questions in the classroom.
gives direct feedback (asks them to correct
themselves, allows their friend to correct
them, the teacher gives the correct answer by
stating that they made a mistake) to the
mistakes made by students while answering

the questions in the classroom.

IV. Drawing Attention- Motivation

In her/his lesson plan, the teacher/student teacher;

93.

94.

95.

96.

97.

98.

99.

100.

uses encouraging statements to relieve
language anxiety.
enables students to trust her/himself with a
positive approach.
encourages students to participate in the lesson
using verbal statements (such as ‘you can do
it’, ‘"1l help you’, etc.)
asks for students’ opinions about the teaching
of the lesson, the materials used, and the types
of activities.
gives moral or small material rewards (such as
a book) to the students as a result of his/her
success.
helps students to set goals for language
learning in the teaching process.
includes different types of activities taking the
individual differences into account.

enables students to help each other

by working in groups.

Not

done

Done

insufficiently

Done



V. Supporting Self-study

In her/his lesson, the teacher/student teacher;

101. recommends resources  (books,
web-sites, worksheets, etc.) that students can
use outside of the classroom.

102. gives homework to reinforce
vocabulary and grammar knowledge and
language skills.

103. gives homework in which students
can use the language in context.

104. gives research assignments.

Not

done

Done

insufficiently

Done



