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Abstract 
The present study was designed to investigate the emerging reflective practices of four pre-service English 
teachers during their practicum experience. The teachers were selected on the basis of convenience. Qualitative 
paradigm was adopted in the study. Observations, video recordings, and audio recordings were used as data 
collection tools. Each participant was observed four times and all the lessons were video-recorded. After each 
lesson, reflection sessions were conducted with the researcher, the pre-service teacher, and the mentor. These 
sessions were audio-recorded. As for the analysis of the data, content analysis was employed. As a result of the 
analysis of the data, use of L1, material use and planning, the pace and mood of the lesson, error correction, 
content and grading, and classroom management emerged as critical areas of reflection on the part of the 
participants.  
Keywords: reflective practice, pre-service teachers, qualitative paradigm, L1 use 
1. Introduction  
Having been introduced by Dewey in 1933, the term “reflection” has become highly important in English 
Teacher Education and English Language Teaching (ELT). Dewey (1933) defined the term reflection as “the 
active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the 
grounds that support it and the further conclusions to which it tends” (p. 9). In Dewey’s terms, through reflection 
personal and impulsive behaviors or actions give way to rational and scientifically oriented actions. Borg (2011) 
states that reflective teachers systematically investigate their own teaching practices so that they can gain new 
insights and heighten their teaching quality. Reflection enables teachers to think critically (Korthagen, 2004), 
provides a source of knowledge construction in teaching, and develops self-regulation in teachers (Singh, 2008; 
Boud, 2007).  
Recently, research on language teacher education has shifted to the contributions of the learners, teachers and the 
larger socio-political context to the complex foreign language learning/teaching process (Gao, 2008; Zhang & 
Said, 2014) as opposed to merely focusing on language teaching theories or methods. With this new inclination, 
the role of context and other stakeholders has become highly relevant and started to produce highly beneficial 
data. These changes, according to Kumaravadivelu (2006) and Ryder (2012), played a role in the rise of research 
on reflective teaching in foreign language education. 
Most scholars suggest that practicum sessions play a fundamental role in helping pre-service teachers to form 
personal theories in their initial teacher education process (Levin & He, 2008; McKenzie & Santiago, 2005). 
Among the benefits offered by practicum are situational and authentic learning possibilities and the application 
of conceptual tools to real-world situations (Kim & Hannafin, 2008; Turunen & Tuovila, 2012). During this 
process, it is vital that student teachers reflect on their experiences as they apply theoretical concepts to their 
practice (Turunen & Tuovila, 2012).  
In the present study, reflection sessions were conducted in the presence of the pre-service teacher, mentor and the 
university advisor (the researcher). The reason why mentors are included in the study is that mentors provide 
students with a professional first-hand help. Moreover, it is argued that conducting reflections with mentors 
benefits both pre-service teachers and mentors as well.  
Reflection is an indispensable part of teachers’ thinking and a crucial component of teacher education 
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programmes. Reflection enables student teachers to observe and evaluate their experiences and draw conceptual 
frameworks to increase their awareness, beliefs and assumptions. Literature indicates that practicum sessions 
help student teachers to develop their reflective skills through tutoring discussions with peer students and 
supervisors (Pence & Macgillivray, 2008; Turnbull, 2005).  
The current view in teacher education today is to views teacher trainees as “active, thinking decision makers” 
(Borg, 2003, p. 81) rather than receivers or imparters of knowledge. And according to Moradkhani et al. (2017), 
the emergence of postmodern paradigm strengthened this new perspective. This new perspective, as is indicated 
by (Kumaravadivelu, 2006, p. 173), requires teachers to “theorize from their practice and practice what they 
theorize”.  
However, there seems to be a scarcity of empirical research on the relationship between teachers’ involvement in 
reflective practices and the improvement of their teaching performance or students’ achievement (Akbari, 2007; 
T. M. Winchester & M. K. Winchester, 2014). There may be several reasons for this. In the first place, Farrel 
(2016) claims that the reason may be lack of a sound basis of performance in teaching along with 
methodological and logistic problems. As a result, it is hard to draw causal relationships between teachers’ 
reflective practices and students’ achievement. Therefore, the present study nnaims to fill the gap in research on 
the development of reflective processes of pre-service teachers.  
1.1 Theoretical Background 
The term “reflective practice” dates back to Dewey (1933), who viewed reflection as a meaning-making process 
whereby learners deepen their understanding of their experiences. According to Dewey (1933), in order to 
become reflective, one must adopt a systematic, rigorous, and disciplined way of thinking. This requires being 
able to think events back, make judgments about them, and modify future teaching behaviors in light of an 
awareness of one’s own ideas and attitudes.  
Recently, different scholars defined reflection differently. Milrood (1999, p. 10), for example, views reflection as 
"the process of mirroring the environment non-judgmentally or critically for the purpose of decision-making.” 
Farrell (2012: 15) defined reflective practice as “a compass of sorts to guide teachers when they may be seeking 
direction as to what they are doing in the classrooms”. In these definitions, the terms like “critically for the 
purpose of decision-making” and “seeking direction as to what they are doing in the classrooms” seem to 
indicate the same idea; the idea that reflection make it possible for teachers to decide their future actions.  
According to Schon (1987), reflection is presenting and coping with the problems of practice, of allowing the 
self to be more open to different possibilities during the process of presenting teaching problems and then putting 
those problems in context in order to discover actions to improve the situation. Schon uses two important terms: 
(a) “reflection on action” and (b) “reflection in action”. As the name implies, “reflection on action” occurs after a 
teaching event finishes whereas “reflection in action” takes place during the act of teaching and entails 
interpreting, analyzing, and providing solutions to the complex situations in the classroom. 
1.2 Literature Review 
Literature suggests that school-related experiences play a role in students’ learning processes and that memories 
link new knowledge to prior experiences (Hudson et al., 2010), that former teachers can be role models 
(Chang-Kredl & Kingsley, 2014; Uitto, 2011). More importantly, practicum sessions during preservice teacher 
education form an important basis for practical theories (Levin & He, 2008). In a similar vein, Körkkö et al. 
(2016) conducted a study on professional development through reflection and found that student teachers 
experienced development in their reflections, albeit somewhat descriptive. They found that the reflection and 
feedback provided in practicum encouraged teacher trainees to develop practical theories and to get an 
understanding of how theory is put into practice. From these results, it can be concluded that student teachers 
benefit from the support they receive in their professional development.  
Kimmelmann and Lang (2019) conducted a study on the effectiveness of cooperative learning in teacher 
education. Their study found that teachers and student teachers benefit in many ways through cooperative 
learning. One particular benefit of this is that both teachers and student teachers in the study is having multiple 
perspective and the opportunity to exchange their experiences and opinions. This is an example of dialogic 
nature of teacher education.  
In Turkish context, the reflections of pre-service teachers was studied by Akcan (2016). It was conducted to 
investigate pre-service teachers’ reflections in terms of their teacher education programs. This study identified 
the major challenge of pre-service teachers as lesson delivery, managing behaviour, unmotivated students, and 
students with learning disabilities. 
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In an important analysis, Clarke and Hollingsworth (2002, p. 947) stated that “If we are to facilitate the 
professional development of teachers, we must understand the process by which teachers grow professionally 
and the conditions that support and promote that growth”. Accodingly, the aims of the present study are basically 
twofold. In the first place, the study aims to get an understanding of the reflective practices of pre-service 
teachers. Secondly, the study aims to facilitate and pre-service teachers’ reflection during their final year 
practicum. This practicum was designed to take place in a high school. In Turkey, pre-service teachers are 
exposed to practicum in the first year and in the final year of their education. In practicum, mentors are assigned 
to pre-service teachers and they are also guided by lecturers of the faculty of education. The practicum lasts for 
one term. In Turkish context, there does not seem to be sufficient number of studies that focus on the emerging 
reflective practices of pre-service EFL teachers, especially from a qualitative perspective. 
As such, the present study attempts to answer the following questions: 
1). What are the initial reflections of pre-service EFL teachers as they go through their practicum experience? 
2). Depending on their initial teaching experiences in the practicum process, in what areas do pre-service EFL 
teachers need professional development? 
2. Methodology 
2.1 Research Design 
This study was designed as a qualitative case study involving four pre-service L2 teachers in their practicum 
within the scope of teacher education program. Qualitative research is valued by a number of researchers 
(Creswell, 2003; Dörnyei, 2007; Hatch, 2002; Mackey & Gass, 2005). In this fourteen-week practicum, these 
candidate teachers are placed into schools and they are supposed to stay in the school one day of the week 
entering courses. During their stay, they observe different aspects of the instructional process. In one week, for 
example, they observe certain activities, in another they observe elements of classroom management employed 
by their mentor teachers. Each student is assigned to one mentor teacher at the practicum schools and each 
mentor teacher has from three to four teacher candidates in their classrooms. Students are supposed to conduct 
lessons at least four times during this fourteen-week process, with the classroom teacher-mentor guiding them in 
implementing the curriculum. 
2.2 Participants and Research Setting 
The participants of the study were four pre-service teachers going through their practicum. The pre-service 
teachers confirmed that they volunteered to take part in the study. The participants are English Language and 
Literature department students who have taken their teacher certificate program. This program consists of two 
semesters. In the first semester, students are exposed to courses like educational psychology, testing, teaching 
methods and techniques, etc. In the second semester of the teacher certificate program, students take two courses 
along with their practicum experience. The courses taken in the second semester are “materials design” and 
“Teaching language skills”. All the participants are at the ages of 22 and 23. None of them had previous teaching 
experience before they started their teacher certificate program. 
In order to schedule the teaching hours of the participants, an overall plan was made with the pre-service 
teachers, the researcher, and the mentors. The researcher visited the classroom to observe the implementation. 
The instruction generally followed the curriculum specified by the Ministry of Education. All the materials are 
provided by the ministry. The classes are equipped with smart boards. Pre-service teachers were warmed up to 
the actual teaching week by week. They taught short sessions before taking on a full-lesson teaching. As of the 
sixth week, they started their full-lesson teachings. Collaboration was ensured among mentors, the researcher, 
and the pre-service teachers in preparing the lessons.  
2.3 Data 
The data in the present study was collected through semi-structured interviews, stimulated recalls, reflection 
sessions, and video records, and evaluations provided by mentors. The reflection sessions consisted of 12 hours 
of videotaped mentoring discussions among the pre-service teachers, mentors, and the researcher. As a first step, 
the pre-service teachers were video-recorded as they were teaching. Each pre-service teacher taught four times 
during the whole practicum process. Therefore, as a total, the researcher observed and recorded 16 lessons given 
by the four participants. Stimulated recall technique was used right after the implementation of each lesson so 
that no data would be lost as was proposed by Gass and Mackey (2000). The videos were watched and discussed 
by the pre-service teacher, mentor, and the researcher after the instruction. The main data for the study, however, 
did not come from the video-recorded lessons, but from the discussion sessions conducted with the pre-service 
teacher, mentor, and the researcher. In total, nearly 12 hours of video-recorded sessions were obtained.  
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3. Findings 
The findings related to each emerging aspect are presented and dicussed in this part. The following are the main 
themes that emerged from the reflections and observations of the pre-service teachers:  
• use of L1  
• material use and planning  
• the pace and mood of the lesson  
• error correction 
• content and grading  
• classroom management  
3.1 L1 Use  
One of the most important problems faced throughout the process was related to L1 use. Unfortunately, in 
Turkish education system most teachers prefer to use L1 in the classroom and most students do not have a 
chance to hear English. And as a result, they are not used to hearing English. During this practicum, the 
pre-service teachers were also somehow resistant to the use of L2 in the class for fear that the students would not 
understand them. They used to switch to Turkish once students did not understand; they did not persis. However, 
with the guidance of the university advisor, the pre-service teachers were compelled to use more L2 in the 
classroom and the students got used to hearing English at the end of the term; that is, most of the class time could 
be spared to L2 use. Regarding L1 use, the pre-service teachers stated the following:  
First, we piloted. It was completely in English. I couldn’t use English at all. It didn’t go as I planned. It lasted too 
long. I tried to speak English n the first week. Then I realized it was not necessary to speak English totally. I 
think that we should switch to L1 when needed.  
Another participants stated the following:  
I went a little Turkish and a little English. I don’t think they understand English. I know that we can overcome 
this. We can use simple instructions and more mimicry. For practice, more L2 must be used in the classroom.  
As time went by, better notes came from the pre-service teachers in terms of L’2 use in the classroom. One of the 
participants, for example, stated the following as for L2 use:  
I tried to use L2. They don’t understand but when they don’t understand they grow curious as to what your 
second sentences is going to be. They start listening. I think they start understanding better. Initially, they were 
terrible in terms of understanding L2. Instructions must be given in L2. Now, I believe that I can establish proper 
use of L2. During this process, I saw that students try to understand what you are saying in L2.  
3.2 The Pace and Mood of the Lesson  
Another important issue that emerged from the observations and reflection sessions was “the pace and mood of 
the lesson” At the beginning of the term, the pre-service teachers had hard times in finishing lessons on time, 
managing the time effectively and so on. Related to this, the mood of the lessons was also a little down; the 
lessons were rather silent and slow. The perennial problem that led to low mood on the part of the pre-service 
teachers was lack of participation on the part of students. The teachers were instantenously demotivated when 
students did not participate. One of the participants, for example, stated the following:  
It didn’t go as I planned. There are silence and lack of participation. I forgot what I was going to do. In fact, 
nothing went as I wanted. My ideas were good, but they didn’t work in the classroom. I could have continued 
with the example or I could have made up stories. I thought that they would be able to guess the meaning from 
the pictures, but they couldn’t.  
Another participant stated the following regarding the pace of the lesson:  
The students were able to take notes. Yet, I am not sure about the pace of the lesson. I spared time for them to 
write. I coıuld have given them some more extra time. I wasn’t able to make them participate the lesson. They 
chatted.  
As for the mood of the lesson, another participant stated the following:  
To begin with, I expected more participation from the class. They were much better last week. They didn’t 
participate this week. The timing shifted, and I understood that I needed extra activity. I became de-motivated 
and started speaking Turkish. They don’t understand the rule in grammar lessons when I use L2. They are not 
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used to hearing English. They powerpoint slides ended very quickly. The students did not also participate the 
exercises. I should have persisted in using L2 and been more patient. I didn’t have a contingency plan.  
The fall of the mood of the pre-service teachers was frequent. Another teacher who got demotivated as a result of 
the unexpected divergences in the plan said that:  
I taught “Wh- questions” and I knew that I would not be able to finish it on time; and as I expected I could only 
cover half of the issue. We started the lesson a little late and I became demotivated because I couldn’t finish the 
planned part. I hadn’t planned it this way. I started the topic wrongly. I drew a diagram; but it would have been 
better if I had used a story.  
Similar views were also voiced by another participant as follows: 
I was afraid of speaking English. When I received negative feedback from students, I switched back to Turkish. 
The lesson does not have any strong points. It didn’t go as I planned. I have a negative impression regarding this 
lesson. The instruction should have been clearer and more understandable. I don’t want to use students’ L1. 
There should have been more examples and more visuals in the presentation of the grammar point. Visuals 
appeal to all student groups. Moreover, there should have been various activities. I was afraid of time constraint. 
But there should have been alternatives. In the previous lesson, I hadn’t done review. But I found out that we 
must review the points that have been studied in the lesson. I think it is necessary. The exercises are too 
mechanical; instead, there should be more communication-oriented activities. The silence of the students 
frightens me.  
3.3 Material Use and Planning  
Another critical issue was related to materials and planning. As for the materials, the problem was twofold: both 
the preparation and the use of materials. At the beginning of the process, pre-service teachers thought that 
anything they found on the Internet would do. They used to print out and tried to use the materials without 
checking. However, the problems were quick to arise. One thing was that the materials they found were not 
proper in terms of layout and content. As the process unfolded, they made remarkable progress in terms of 
effective use of materials and planning. Sample answers related to material use and planning are as follows:  
As for the use of materials, the first participants stated the following:  
The visuals are very effective; that is why I used visuals. In the previous lessons, I used video and found out that 
it facilitates retention. But, some of the take notes and some don’t. The teacher has to hit the balance and I 
couldn’t do it in this observation.  
3.4 Error Correction  
Another area of concern was error correction. The general view regarding error correction is that pre-service 
teachers believe that they know when and how to correct students. However, their implementation was not 
always consistent. In general, they avoided correcting students’ mistakes. What is more, they did not correct 
students when they were supposed to. One of the mistakes that pre-service teachers failed to correct was the 
incorrect use of the “ing”. Most Turkish students pronounce “ing” incorrectly. They did not conduct general error 
correction, i.e. at the end of an activity or a lesson. Sample views from the participants are as follows:  
I used the explanation method. I corrected them instantaneously as they were doing reading. I believe that it is 
more retainable this way. But the student did not correct his mistake. I don’t know how else I can approach the 
issue of error correction.  
With regard to error correction, one participant stated the following:  
I corrected their pronounciation mistakes as they were reading. But I am not sure whether this was useful or not. 
I also tried to conduct general correction. I could have also corrected the students as they were doing the 
exercises.  
3.5 Content and Grading  
Some practical issues related to language also emerged. They are related to the presentation and organization of 
the content. The participant stated that:  
It is important that we present language points in the form of daily language. We only teach the structure. In one 
of the videos I watched, they said that more dialogues must be included. Students do not know daily language. I 
could have given more information about endangered animals (this was the point of the lesson). I could have 
explained the aim of the lesson as well.  
Another participant stated the following:  
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Definitely, there should have been more time for “to be”. I should have explained it much better. In fact, they 
studied it before, but they did not learn it properly. I could not imagine that they would be so weak in terms of the 
use of “to be”. I thought they coıuld draw analogies with “am/is/are, but they didn’t. It appears that knowing 
students is highly important. They studied “have / has got” before, but they couldn’t see the connections.  
The next issue is related to remedial teaching. The pre-service teacher stated the following as for remedial 
teaching:  
I decided to do remedial teaching when I saw that they were having problems doing the exercise. I thought that 
they hadn’t grasped the point. It would have been better if I had done this as I was doing the actual teaching. I 
should have taught the different ways of adding “s” to the verb in the simple present tense. Things do not go as 
we plan.  
As for content and grading, another problem that pre-service teachers face is not planning intergration of 
activities. They were reminded of skill integration during reflection sessions both by the mentor teacher and the 
university advisor. As a result, the following remarks came from the students:  
The integration of writing to vocabulary went well. Students wrote well. During this time, I walked around the 
class and monitored them. I saw that they could produce the language, and this made me very happy. With their 
participation, the lesson went well.  
After several weeks of reflections, one of the participants stated the following in terms of content and grading. 
In this lesson, we studied ‘adverbs of frequency’. They found it very interesting and did not find it hard. They 
participated. They didn’t have difficulties in translating the sentences. I tried to teach the vocabulary through 
English and it worked. I used ‘Harry Potter’ because I tried to appeal to their interest area.  
One of the mentors remarked the following in terms of the content and grading of one of the lessons:  
You could have practiced the pronunciation of the words once more. Using different colors for different words 
was a good idea for retention. However, you did not mention the place of such adverbs in sentences. You could 
have taught this. The lesson was good. The visuals enabled students to understand the topic at hand easily.  
In relation to content and grading, the lack of production can also be included. Pre-service teachers did not have 
an idea of how to integrate production in their lessons. They even did not see the need at the beginning of the 
practicum process. However, the reflections with the university advisor and the mentor made it clear to them that 
production is a must in lessons. One of the participants stated the following in this regard:  
The lesson was rather mechanical. I realized this. My mentor reminded me to include more production activities. 
Now, I see the need for this. Next time, I will include more production. 
3.6 Other Practical Issues  
Along with the aforementioned issues, there are some other practical issues that emerged in the process  in the 
development of pre-service teachers in the course of the present study. These are the use of voice and the use of 
the board. Sample reflections from the participants are as follows:  
I started to use more body language as I am giving instructions. This enhanced their understanding. I now use 
my voice better. I also developed in ther use of the board.  
Another participant stated the following in terms of pratical issues:  
I could have used the board much better. I realized that it was rather messy. I also got confused as to how to 
write and say the dates (this was the point being taught). The exercises lasted too long. I taught the use of the 
verb “tell”, but it was irrelevant. I could have reminded them of the ordinal numbers.  
Unfortunately, students do not use the demo technique even though there are times that they can use. One reason 
for this may be the presence of the advisor and the mentor in the classroom. 
The idea of presentation and using famous people in it was good. I chose characters from youth TV series. There 
were no problems in the use of materials. The instructions could have been clearer.  
One of the participants implicitly revealed the role of inductive process in langague teaching by stating the 
following:  
Next time, I want to present them with choices instead of answering questions myself when they cannot find the 
answer. I preferred to explain everything explicity myself. However, if I had given them chances to make 
deductions, it would have been better. I thought that they would not have been able to do so. But, now I realize 
that I must give them more examples and make them deduce the points to be learned. 



elt.ccsenet.org English Language Teaching Vol. 12, No. 4; 2019 

133 
 

3.7 General Reflection 
The practicum process enabled the pre-service teachers to improve themselves in a number of areas. They had 
positive remarks in their general reflection sessions. The following are sample answers provided by pre-service 
teachers:  
In the following quotation, for example, the participant stresses the importance of technological pedagogical 
knowledge, knowledge of lesson plan, and time management.  
I was more confident compared to last week. We live problems with the smart boards. My plan finished early; I 
expected it to finish on time. But this was no problem because I used the remaining time for review.  
The following excerpt makes it clear that the pre-service teachers improved themselves in terms of L2 use. It 
also indicates that in her future career, the pre-service teacher intends to focus on error correction and giving 
feedback. Moreover, error correction is also mentioned in this quotation. 
In general, I believe that I made progress. I particularly develop in the use of L2. I use more L2 now. I got better 
in time management. I got a better idea of what it means to plan a lesson. I seem to be oblivious of error 
correction issues. I need improvement here. In my future professional development, I will particularly focus on 
error correction and giving feedback.  
The following quotation shows that instructions are still a problem for pre-service teachers. This quotation also 
includes the preparation and use of materials.  
We still have problems in giving instructions. At the beginning, I didn’t think that giving instructions was so 
difficult. In general, I got better in terms of preparing and using materials. At the beginning of the process, we 
used to bring anything we found on the Interent to the class. We are more selective now. We also improved 
ourselves in terms of interaction with students. We know them better, and we have a better idea of their level; we 
can guess what they can do and what they cannot do. This plays a great role especially in our use of L2. We are 
not as nervous as we used to be.  
The following quotation shows that pre-service teachers made progress in terms of increasing participation.  
They did the exercises. It was a nice lesson. In previous lessons, most of the students did not participate; but now 
they started participating. I explained the topic when they did not understand. I tried to give better instructions. 
However, there is still no production.  
The following quotation indicates that the practicum process reduces pre-service teachers’s stress level. It also 
shows that pre-service teachers became better in managing time.  
In my second lesson, I felt much comfortable. I was very nervous at the first one. This lesson went well and 
according to my plan. I had prepared extra questins in case there was extra time at the end of the lesson. I think 
that they grasped the topic. Since some question patterns were too long, I explained them in English. But I think I 
spoke too much Turkish. I had difficulty in managing the class; I couldn’t silence them. We taught 13 different 
structures on that day. I found different materials. I tried to tailor them to their level. They found them difficult 
when I presented 13 of them at once. I could have been more selective and leave some of them for a later time. I 
still have problems giving instructions.  
In terms of general evaluation, the mentor of one of the participants stated the following:  
The use of materials has become clearer. The pre-service teachers started to use more visuals such as tables or 
diagrams. Their use of English also has become more understandable. Pre-service teacher can not get more 
participation from the students. Timing is getting better. They still need guidance in terms of the practice of error 
correction. 
3.8 Focus Group Interview 
At the end of the practicum, a focus group interview was conducted with the pre-service teachers as a final 
evaluation of the process. One of the most important findings of the focus group interview was that the 
pre-service teachers believe that they have had remarkable progress in the teaching experience. Another 
important finding of the study was that, as is already evident from the related literature, previous experiences 
play a significant role in the formation of teacher identity. When it comes to reflection and professional 
development, the pre-service teachers think that they can benefit from experience, collaboration, the Internet, 
andreading literature. Finally, the themes that emerged from the focus group interview are as follows:  
3.8.1 The Duration of the Practicum  
As for the duration of the practicum, the pre-service teachers stated that it was remarkably beneficial. However, 



elt.ccsenet.org English Language Teaching Vol. 12, No. 4; 2019 

134 
 

they stated that it was too short. It must be extended over two terms. What is more, they stated that the 
observation period that precedes the actual presentations of the pre-service teachers was too long (5 or 6 weeks). 
They are of the opinion that it can be shortened so that more time can be spared for their actual teachings.  
3.8.2 The Connection Between Theory and Practice 
The pre-service teachers stated that practicum provided them a wealth of opportunities in order to combine 
theory and practice. In particular, they believe that the theory-practice connections were established in classroom 
management. The participants also stressed that the theoretical background is essential to support the classroom 
experience.  
3.8.3 Planning  
One of the most important components that the practicum enhanced was planning. The pre-service teachers state 
that they gained a lof of new insigths in terms of time management and other elements of classroom management. 
Another issue under planning is how to start a lesson and how to get students’ attention. The pre-service teachers 
seem to have realized the importance of getting students’ attention. One of the participants stated that:  
The introduction to the lesson is very important, especially when you are going to present a grammar point or 
some vocabulary items. In my future development, this is one of the areas that I would like to focus on. That is 
why throughout the practicum process, I did my best to find interesting materials for the students.  
3.8.4 Knowledge of Students  
Knowledge of students also emerged as a crucial component of the teaching process. Among the issues related to 
knowledge of students are knowing the level of students, knowing their interest areas, knowing their readiness, 
etc. One sample statement from one of the pre-service teachers is as follows:  
No matter what we are doing, be it presenting a new point or doing exercise, it is essential that we identify the 
level of the learners and get prepared accordingly.  
3.8.5 L1 Use  
Considerable progress has been achieved in terms of limiting L1 use in the classroom. At the beginning of the 
term, most pre-service teachers thought that it was impossible to use L2 in the classroom for fear that students 
would not understand them. However, as time passed by and as they persisted in their use of L2, it became clear 
that students got used to hearing L2 and started to understand much better. As for L2 use, one of the pre-service 
teachers remarked that:  
In terms of L2 use, at the beginning students had difficulty. They told us to switch back to Turkish. But as time 
passed by, they got used to it and we had better results. What is more, when they know that you won’t turn back 
to English they listen to you. But if they know that you will explain in Turkish later, they don’t listen L2.  
From this remark, we can understand that L2 teachers must persist in the use of L2.  
3.8.6 Use of Materials  
Another area where students had significant development is related to materials, both in terms of their use and 
preparation. At the beginning of the term, pre-service teachers thought that anyting could count as materials and 
they had a fallacy that everything they find on the Internet can be used in the classroom. However, as time 
passed by and as their experiences accumulated, they came to see that issues related with materials must be 
handled with utmost care. One of the pre-service teachers stated that: “Materials rank the second after the 
teacher in language teaching process.”  
3.8.7 Teacher Identity  
It can be said that the practicum serves as a valuable ground for the development of teacher identity. The 
pre-service teachers stated that they gained a new perspective in which teachers are both teachers and learners. 
One of the pre-service teachers stated that:  
It was definitely beneficial in the formation of teacher identity. One cannot form teacher identity without going 
into the classroom. Another important factor that enabled us to form our teacher identities was our professors 
addressing us as “colleagues”.  
4. Discussion and Conclusion 
The present study was conducted in order to get an understanding of the issues that emerge from the reflections 
of pre-service teachers. To do this, continuous interviews and reflection sessions were conducted in the presence 
of mentors, pre-service teachers, the researcher, and other pre-service teachers. It is generally accepted that 
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mentoring generates remarkable amount of collaboration among pre-service and experienced teachers and 
considerable progess is made by pre-service teachers (Koballa & Bradbury, 2009). Thus, the present study covers 
the dialogic nature of the professional development. Pre-service teachers reflected on their own and others’ 
teaching experiences in mentor meetings. These meetings were conducted after every lesson so that no data 
would be lost. The reflections were based on systematic stimulated recall so that pre-service teachers would 
recognize not only the important issues from the lesson but also realize problems in their teaching for improving 
their practices in their coming lessons.  
Depending on the results of the study, it can be said that one remarkable problem was related to extreme L1 use 
in the classroom. At the beginning of the practicum process, most of them used L1 in the classroom for fear that 
students would not understand them. However, as time went on, they started to use more L2 in the classroom and 
it was observed that the students got used to hearing English. Another major problem was related to material 
preparation and use. At the beginning, the pre-service teachers were rather inefficient in materials preparation 
and use. However, as the process continued, they developed themselves in this regard. Insufficient material use 
and preparation were also voiced by the mentors of the students.  
One of the perennial problems pre-service teachers lived was paying insufficient attention to production. The 
pre-service teachers in the study are not aware of the importance of production. However, through the end of the 
practicum process, they started to voice the need for more production in the classroom. 
One important issue that emerged from the findings of the study is that the practicum process enhances 
self-efficacy. This is particularly significant because we know from the literature that self-efficacy is a highly 
important construct in relation to teacher’s positive attitudes (Moradkami et al., 2017). Teacher self-efficacy was 
found to be related to language learners’ achievement Akbari et al., 2008). Similarly, Ghanizadeh and Moafian 
(2011) demonstrated that teachers with a high level of self-efficacy have higher evaluation ratings from students 
compared to ones who have low level of self-efficacy. Last bu not the least, a correlation was also found between 
EFL teachers’ English proficiency and self-efficacy (Chacon, 2005; Choi & Lee, 2016). As such, now that the 
practicum process contributes to the development of pre-service teachers’ self-efficacy, it can be said to play a 
fundamental role.  
The present study also dwelled on the influence of the practicum on the identity development of pre-service 
teachers. As is known, there is a close relationship between teacher identity and teachers’ professional 
development (Rodgers & Scott, 2008). In addition, literature shows us that factors like teachers’ satisfaction, 
commitment, motivation and self-efficacy are influenced by teaching identity. (Alsup, 2006; Chong & Low, 
2009). One way in which teacher identity can be approached is the dialogical perspective, which supposed that 
discourses and ongoing dialogues in social contexts greatly contribute to the development of teacher identity 
(Smith & Sparkes, 2008). In literature, there is evidence suppoting this view. Kimmelmann and Lang (2019), for 
example, focused on the role of cooperative learning in teacher education and found that cooperative learning 
greatly benefits student teachers. Although this article paid peripheral attention to the identity development of the 
participants, it was seen that the dialogues between and among pre-service teachers, mentors and the researchers 
played a significant role in the identity development of the participants. The participants stressed the role of 
video-recording the lessons and conduction reflections on them.  
Another issue that became clear during the practicum process was knowledge of students and the context. The 
pre-service teachers came to realize the paramount importance knowledge of students and context has in the 
process of language education, from the planning to the actual practice of lessons.  
On the other hand, along with a number of positive developments, there are also areas where pre-service teachers 
have problems. One of them is not using students’ previous knowledge. Pre-service teachers make very little use 
of brain storming. The second problem is giving feedback and praising. Pre-service teachers seem to have made 
little progress in terms of giving feedback. They can be supported by the literature. They can be made to read 
articles about giving feedback. The third issue is the language problems pre-service teachers themselves have, 
particularly pronunciation. Their language proficiency is generally taken for granted. Nevertheless, during the 
practicum process, it became clear that they need to improve themselves. Another problem is collecting students’ 
attention. Pre-service teacher fail to collect the attention.  
The emerging factors in the present study are generally related to how to deal with the new job. Similar results 
are reported in the literature. Maaranen et al. (2019), for example, report that the main concerns of beginning 
teachers are more related to how to conduct the actual teaching whereas as time goes by their concerns shift to 
other issues such as being busy, workload, heavy demands on them, and well-being. Therefore, longitudinal 
studies can be conducted the see the changing concerns of pre-service teachers and experienced teachers.  
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It is possible to draw a number of suggestions from the present study. In the first place, one-to-one reflection 
sessions provided valuable data and a context where pre-service teachers can share their experiences dialogically; 
yet, for large scale quantitative studied the teacher reflection inventories developed by Akbari et al. (2010) or Xu 
et al. (2015) cen also be used. Another important suggestion based on the findings of the present study and the 
findings of the study conducted by Tiainen et al. (2018) would be to make reflection with peers and mentors an 
essential component of the first years of pre-service teachers and to give sufficient time to pre-service teachers to 
absorb the necessary skills. In Turkish context, Akcan’s (2015) study found that there are differences between 
and among between the content of pre-service teachers’ academic courses in their teacher education programme 
and the conditions they experienced in classrooms. Therefore, a further study can focus on what these differences 
are and how they affect pre-service teachers’ views.  
It is generally accepted in literature that reflective practice enables teachers to construct knowledge, to become 
aware of their own problems, and to become less dependent on outside knowledge (Cousin, 2002). However, as 
is found by Marcosa et al’s (2011) study, pre-service teachers or in-service teachers are not instructed on how to 
conduct reflection or various types of reflection. Another finding of this study was that there is a discrepancy 
between what is said and done, and teachers are not provided with sufficient information about reflective 
practice. Therefore, as part of teacher education programs, reflective practice must become a primary 
component.  
Another interesting study was conducted by Heikonen et al. (2017). They worked on strategies pre-service 
teachers employ in classroom interaction with pupils during teaching practice periods, which is a scarcely 
studied topic. In particular, they studied the oft-used strategies student-teachers utilised in classroom interaction 
and the multiple qualities of these strategies. Their study found that pre-service teachers mainly employ reactive 
behavioral strategies in the face of demanding situations in the classroom. In a future study that is based on L2 
pre-service teachers, such strategies can be the focus.  
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