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Abstract

The study investigated pre-service language teachers’ reflections about a 20-week blended-learning
environment. An online social presence training developed by Hauck and Warnecke (2012) was
introduced to the face-to-face practicum course during the fall term and the pre-service teachers
were immersed in an online learning environment where they can practice their newly acquired skills
during the spring term. The course was also a combination of pedagogical and technical training as
the pre-service teachers not only learned how to use different tools to participate online, but also
experienced using them for teaching and learning purposes whilst constantly reflecting on their
practice. The design of this study was a descriptive case study. 42 pre-service language teachers
participated in this study during the fall semester and 25 during the spring semester of 2012-2013
academic year. Canvas was used as the learning management system in which the participants
created audio/visual or written introductions and weekly discussions on the discussion board. The
data collection included online forum participations and journal entries per participant at certain
intervals throughout the course to obtain participants’ ongoing reflections about the course.

The results obtained from an analysis of the participants’ journal and forum entries indicated that
social presence training enhanced their awareness towards the active use of the online platform;
however, the design of the task affected the level of motivation and communication among the pre-
service language teachers. The discussion emphasizes the significance of the interrelationship
between task design and the maintenance of participation in a blended-learning environment.
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Oz

Bu calisma yabanci dil 6gretmen adaylarinin kendilerine sunulan 20 haftalik bir harmanlanmig
0grenme ortami hakkindaki gorlslerini arastirmayr amaglamaktadir. Hauck ve Warnecke (2002)
tarafindan gelistirilen ve cevirimigi bir editim olan sosyal bulunusluk egitimi giiz doneminde sunulan
ve yliz yiize sunulan okul deneyimi dersi kapsamina dahil edilmistir. Bahar doneminde ise 6gretmen
adaylari okul deneyimi seminer dersi kapsaminda sunulan gevirimigi 6§renme ortaminda yeni
ogrendikleri becerileri kullanma imkani bulmuslardir. Harmanlanmis 6grenme ortami ile hem
pedagojik hem de cevrimigi ile ilgili teknik egitimin vurgulandigi derste 6gretmen adaylari yalnizca
gevirimici ortamlara katilirken farkli araglar nasil kullanacaklarini 6grenmekle kalmamis ayni zamanda
surekli olarak deneyimlerini dederlendirerek bu araglari 6grenme ve 6gretme ortamlarinda nasil
kullanabileceklerini deneyimlemislerdir.
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Bu galismanin arastirma ydntemi tanimlayici durum galismasidir. Calismaya 2012-2013 egitim-6gretim
doéneminde gliz déneminde 42, bahar déneminde de 25 yabanci dil 6gretmen adayi katilmistir.
Calismada egitim yonetim sistemi olarak Canvas kullaniimistir. Sistem icinde katilmcilar kendilerini
taniciticl gorsel/isitsel veya yazili metinler olusturmus ve tartisma panosunda haftalik tartismalara
katilmiglardir. Arastirma verilerini katiimcilarin gevirimigi tartisma panolarina katiimlari ve egitim
stresince katiimcilarin editim hakkindaki gelisen ve dedisen gorislerini takip edebilmek lizere belirli
araliklarla 6gretmen adaylarindan istenen ginlikler olusturmaktadir.

Katihmailarin glnliklerini ve tartisma panosu katilimlarindan elde edilen verilerin nitel analizi
sonucunda elde edilen veriler sosyal bulunusluk egitiminin 6gretmen adaylarinin gevirimigi ortamin
aktif kullanimi konusunda farkindahgini arttirdigini gdstermektedir. Ayni zamanda, egitimde kullanilan
gorev ve etkinliklerin 6gretmen adaylarinin motivasyon ve iletisimini etkiledigi gériilmektedir. Bulgular
harmanlanmis 6grenme ortamlarinda etkinlik tasarimi ve katiimin devamliidinin saglanmasi
arasindaki siki iliskinin dnemini vurgulamaktadir.

Anahtar Soézciikler: Harmanlanmis Ogrenme; intemnet araglar; sosyal bulunusluk; Ustiinde
disiinme; dgretmen editimi

Introduction

There is a general agreement that developing reflective skills is a valuable aim in teacher education
(Farrell, 2007; Freese, 2006; Lougran, 2002). Integrating reflection-based tasks into field-based
experiences benefits both pre-service teachers and teacher educators by helping them to better
understand the process of becoming a teacher. There are different ways of reflecting on one’s beliefs
about classroom practices, interaction, and the learning process. These can be explored by the use of
classroom observations, video recording of a teaching performance, and synchronous and asynchronous
group discussions. Richardson (2006) indicated that online environments could facilitate thinking and
collaboration for reflection and decision-making.

In Kolb’s (1984) experiential learning theory, learning is defined as “the process whereby knowledge is
created through the transformation of experience” (p.41). Teachers need to create a conversational
environment in which they can talk about their experiences as they transform experience into
knowledge. They can do this by sharing and reflecting on their experiences. Since 1980s, many
synchronous and asynchronous tools have been used in online interaction and exchange to facilitate
sharing and reflection practices in learning processes (Dooly & O'Dowd, 2012). Caner (2010) proposed
an online platform to facilitate sharing of online lesson plans and video recordings of practice teachings
and to foster reflection through peer feedback in an online discussion board. He concluded that
continuous feedback from the tutors and peers on lesson plans and teaching practices contributed to
pre-service teachers’ professional growth.

As technologies have become more and more ubiquitous in learning and teaching settings, it is no longer
sufficient to introduce learners to online resources, but “we have to promote the kind of literacy required
to use the new democratic learning spaces to their best effect” (Hampel & Hauck, 2006). As Pegrum
(2009) suggests, social constructivism plays an important role in preparing students to digitally mediated
societies and in equipping them with the necessary digital literacy skills. Hauck and Warnecke (2012)
argued that we could ready language teachers for the skills required for the future by offering them an
online tutoring skills training with a focus on improving awareness of participatory literacy and social
presence.
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Participatory literacy involves “digital communicative literacy, which provides a foundation for online
interactions, [...] and which facilitates the collaborative processes” (Pegrum, 2009; cited in Hauck &
Warnecke, 2012). Hockly (2012) further contends that participatory literacy “involves being able to
create and produce digital content; this in turn includes ‘cultural/intercultural literacy’ when working
with international virtual teams”. As such, participatory literacy is deemed necessary for full participation
in the digital world. Social presence, on the other hand, is defined by Kehrwald (2008) as “the ability of
the individual to demonstrate his/her availability for and willingness to participate in interaction”
(Kehrwald, 2008) and is developed “through seeing and experiencing ... how others interact with one
another and how others react to their personal efforts to cultivate a social presence” (Kehrwald, 2010,
p.47).

In order to foster the development of these two skills, i.e. the skills needed to fully participate online
and to demonstrate availability and willingness to participate, Hauck and Warnecke (2012) developed
an online tutoring skills training. For the design of the training, they drew on “Hoven’s (2006)
‘experiential modeling approach’ where the tools and processes the tutors were expected to use in their
teaching were experienced beforehand from a learner’s point of view” (p.102) and on Allwright and
Hanks’ (2009) understanding of exploratory practice in which the learners (teachers) and the tutors are
considered as colleagues helping each other explore and learn from their own practices.

The training was originally developed for practicing teachers teaching in online environments and it was
clearly structured around five weeks of study with three tasks to be completed each week. As further
explained in the methods section, in the present study, an adapted version of the online tutoring skills
training by Hauck and Warnecke (2012) was implement in a blended learning context to equip pre-
service English language teachers with the skills they would need in their future careers. The training
was further supported with an environment for extended practice and production in the skills gained.

This study focused on online interaction and exchange in which pre-service language teachers interacted
with each other by using online networks for the purpose of professional development. In other words,
the practicum course was designed in a blended-learning environment in which face-to-face discussions
and online exchanges were used simultaneously during the course.Within this context, the guiding
questions of the present study were:

1. How do the pre-service English language teachers react to the implementation of online tools
used in a practicum course in a blended-learning environment?

2. What are the pre-service English language teachers’ opinions towards the integration of online
tasks into the face-to-face environment of the practicum course?

Research Methods

This study adopts a qualitative approach to research, which stresses “the socially constructed nature of
reality, the intimate relationship between the researcher and what is studied, and the situational
constraints that shape inquiry” (Denzin & Lincoln, 2005, p.10). Qualitative research is sometimes
criticized to lack rigour and objectivity, yet as Richards (2003) states “qualitative inquiry is anything but
a soft option — it demands rigour, precision, systematicity and careful attention to detail” (2003, p.6).
Epistemologically, the study takes an interpretivist stance in order to explore the subjective meanings
of the participants in a context within which “knowledge is ‘constructed not discovered’, is ‘multiple not
single” and cannot “ever be simply ‘dis-covered™ (Stainton-Rogers, 2006, p.80).
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The study is a descriptive case study in that it aims to document a naturally occurring implementation
of a blended learning situation to provide an in-depth understanding of the reflections of pre-service
teachers (Creswell, 2007; Yin, 2003). Yin (2003) commented that a case study approach is especially
suitable where contextual conditions are highly relevant. This study is also an opportunistic case study
as the case was the most accessible (Creswell, 2007) and provided the highest opportunity to learn
(Stake, 2005) because one of the researchers was the tutor of the courses at the time when the
introduction of the online training was feasible. While the main aim of a case study is to focus on the
particular context of the case (Creswell, 2007; Stake, 2005; Yin, 2003), the findings of the study can be
used for naturalistic generalizations (Stake, 1995) where other researchers or practitioners can compare
their own experience with the one presented here.

Although the data was collected over two semesters (fall and spring) as part of two related practicum
courses, the instruction provided in both semesters is perceived as a single case because the spring
semester course acted as a continuation of the fall semester and participation to the online training
during the fall semester was a prerequisite for the spring semester. Moreover, the online components
evolved with continuous interaction and consultation with the participants; i.e. changes were made to
meet participant needs and expectations based on prolonged feedback through journal entries,
comments on the discussions and face-to-face interactions. Throughout the case, especially between
the two semesters, the number of teacher candidates and tutors as well as the nature of the tasks
changed as explained in the subsequent sections, and at times whole class discussions had to be divided
into group discussions to allow deeper engagement with the content. Each of these changes could have
had an effect on the dynamics of the online community at various stages of the study. Therefore, we
do not attempt to compare the data from two semesters, but rather to describe and explore the
participants’ experience and engagement throughout the two semesters.

We also acknowledge the potential influence of our participation and our changing tutor roles in the
online environment on the participants’ perception of the online context and thereby on their experience.
In our analysis, we have been cautious of any willingness on the part of the pre-service teachers to be
‘a good research participant’ and tried to observe and reflexively interpret the effects of our presence
and participation on participant reflections.

Participants and the Case Context

The participants of this study were pre-service English language teachers from the English Language
Teaching (ELT) department of an English-medium state university in Istanbul. Pre-service teachers with
an age range of 20 to 22 took their practicum course as fourth-year students in their teacher education
programme. All of the participants in this study were graduates of teacher training high schools. They
were all considered to be highly motivated pre-service teachers. The participants formed a
homogeneous group in terms of their educational background, pre-service instructional experience and
English proficiency level. They had all learnt English in classroom settings and had been exposed to
formal training. Prior to commencing their ELT studies, the participants had all completed the English
foundation programme of the university for one academic year and met the minimum English language
proficiency requirement on the university’s English proficiency test.

In the ELT department in which this study was conducted, students are provided with a foundation in
theoretical and applied areas through courses in English linguistics and literature, teaching of grammar
and the four skills, first and second language acquisition, teaching young children, syllabus design,
language testing, and foreign language teaching methodology to prepare them to teach English at
primary, secondary and tertiary level.
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The ELT department also offers courses such as school experience and practice teaching in selected
private and state schools. Apart from the practice teaching, the pre-service teachers also meet for a
two-hour seminar course once a week, taught by the university supervisor, to share their experiences
in the cooperating primary, secondary and high schools. The seminar classes aim to help pre-service
language teachers make connections between the course materials and the classes they observe and
teach.

Data for this study was collected during the fall and spring semesters of 2012-2013. Forty-two pre-
service language teachers took the course in the fall semester and twenty-five pre-service language
teachers enrolled in the practicum course in the spring semester. All teacher candidates taking the
courses in both semesters gave informed consent to participate in the study and their names have been
anonymized for analysis purposes. All participant comments in this paper are reported verbatim.

All of the spring semester participants had taken the fall semester course and thus had participated in
the fall semester. Both the fall and the spring semesters included a face-to-face component in which
the pre-service language teachers shared their practicum experiences and reflected on their teaching
performance. One of the researchers was the tutor for the face-to-face component for both semesters.

The Online Component

The focus of this study concerns the data collected in relation to the online component of the courses.
During the fall semester, the online component constituted the introduction of an online training
developed and offered by Hauck and Warnecke (2012), which focused on the facilitation and
improvement of online tutoring skills with special attention paid to social presence and participatory
literacy skills. Hauck and Warnecke themselves participated in the online platform as tutors, as well as
the researchers, acting as facilitators. For the spring semester, the online component was not structured
as a training environment per se, but rather as a platform where participants could have extended
practice in online tutoring skills and the use of various Web 2.0 tools in online teaching contexts.

We used the open-source Learning Management System (LMS) Canvas by Instructure
(http://www.instructure.com/) as the learning platform for the online components in both semesters.
The platform was easy to use and did not require much technical knowledge neither to set it up nor to
run it. The participants’ instructional technology skills were varied and thus usability was a main concern.
Accessed via a menu on the left-hand side of the web page, the platform offers a discussion board,
personal pages, syllabus, quizzes and a synchronous videoconference tool. It also has a course analytics
page, which provides both overall and individual quantitative course data. In addition to introducing the
participants to the active use of an LMS, several other freely available Web 2.0 tools were included in
the tasks. Some of these were:

- audio and/or video recoding (recording within Canvas and www.voxopop/com)
- screen recording (www.screenr.com)

- story creation (www.storyjumper.com)

- online posters (www.glogster.com)

- onlinesmartboard (http://express.smarttech.com/)

- synchronous teaching environment (http://bigbluebutton.org/)
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- other tools of interest (websites, blogs, video and presentation creation tools including
www.goanimate.com and www.prezi.com)

The activities in both semesters were designed with a task-based online learning format. A task is an
activity “designed for learners ... to share ideas and opinions and to collaborate towards the
accomplishment of a goal” (Pica, Kanagy & Falodun, 1993). The online training for the fall semester
was designed around five topics, which were 1. Introductions and online icebreaker ideas, 2. Patterns
of participation, 3. Forums and motivation, 4. Online smartboards, and 5. Task design. Tasks for each
topic lasted two weeks during which participants carried out the tasks and discussions on the discussion
boards within Canvas. Each topic was built around three tasks and had the same structure. The first
stage for each task aimed to relate the topic to participants’ earlier experiences, the second stage was
planned to get participants engage in the theoretical background, research findings or practitioner
recommendations, and at the third stage the participants were asked to reflect on their own experiences
(Hauck & Warnecke, 2012). Therefore, the task stages for each topic was highly structured and based
on activating prior knowledge, learning about the theory and reflecting on experience. While some tasks
were more theoretical and the reflection consisted of contemplation on earlier experiences (Figure 1),
others encouraged participants to create and reflect on an actual experience during the course (Figure
2).

Week 5 - Task 1

Week 5 - Task 1: Task design in online learning

This activity is designed to raise your awareness of the importance of task design in online learning. Learning in environments like ocur Canvas VLE supports and
encourages different leaming styles and processes from those which might happen when people leamn in face-to-face classrooms or on their own. Cne of the central
tasks of online tutors is to facilitate interaction and collaboration. Tutors can do this in two ways:

= inthe way in which they design tasks

# in the way in which they moderate and foster interaction

1. Please have a look at the activities in our Canvas course. Can you find similarities in the way in which all of the tasks are designed?

2, Then establish and comment on the way in which we, your tutorsfmoderators, have facilitated this course.
# What were our main activities in running this course?
» Where and when were we most 'visible' to you as students?

3. In order fo establish some guidelines for successful and effective task design, think about and summarize your answers to the following guestions:
# Think back to week 1 when we asked you to suggest an icebreaker activity. Would you now, that you have studied this course for longer, suggested a different
activity or change the one you suggested to fit the online context better?
» In your experience here in this course, what components should online tasks for a course like ours have?
* What do you think is a safe way of measuring the 'success’ of an online activity?

Now post your thoughts in our forum discussions for week 5 - and don't forget to let us know which tasks worked well for you and which maybe did not work so well ..

Looking forward to your thoughts and comments!

Further reading

Maria Kuteeva gives a well- focussed guideline _(http:/fsu-

se.academia.edu/MariaKuteeva/lPapers/1221791/THE USE OF OMLINE FORA IN LANGUAGE TEACHING THE IMPORTAMCE OF TASK DESIGN] on
aspects that need to be taken into consideration when designing collaborative language learning online. Maybe some of her findings can function as guidelines for you,
too?

Figure 1. Fall Semester Task Design 1
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Week 5 - Task 2

Week 5 - Task 2: Designing your own task

This is again the creative par of the weekly task. For this, we would like you to put some of the aspects you have been thinking about into practice. You have three
options to choose from. Please do one of the following:

Option 1

+« Have a lock at these 6 favourite teaching online activities _(http:/'www.emoderationskills.com/?p=299] by Lindsay Clandfield.

#» Select one you like best.

» Produce an example using screenr / glogster / prezi  (hitp://prezi.com/) / Bee Clip (htip:/edu.beeclip.com/] (a scrapbook tool) / sildeshare
(bitp:/fwww.slideshare.net() / youpublisher (http:www. youblisher.com/] or using any other way of presenting your realisation of one of these activities.

Dption 2

# Go back to your suggestion for an icebreaker activity.
= Rework and adapt it.
# Write down the task instructions in the way you would post them enline for your students.

Option 3

# Think of a new activity on a topic of your choice,
* Write down the task instructions as you would post them to your students online.
» [f needs be, create’suggest any visual aid or other material, i.e. a link to a video/audio etc., for this activity which you'd provide the students with.

Finally, bring your example te our final onling synchronous meeting and present it there to us.

\ery keen to see your example activities. =)

Figure 2. Fall Semester Task Design 2

The online component for the spring semester was a venue for experimentation, creation and discussion.
There were three topics each to be completed over a period of three weeks. The topics were 1. Exploring
Web 2.0 tools, 2. Job interviews, and 3. Animated stories. All topics incorporated trying out a new tool
to create a material for language teaching purposes and, in the case of the second topic, recording a
job interview and then reflecting on the effects of recording learners for language teaching purposes.
The participants were also allowed to start their own discussion threads independent of the three topics
presented to them in which they shared ideas for teaching including lesson planning and classroom
management. Task design for the spring term was production oriented. There were mainly two stages
to task design. During the first stage, the topic or a variety of Web 2.0 tools were presented and the
participants were encouraged to experience using the tool and to produce an activity or material. For
the second stage, the participants were asked to reflect and comment on each other’s productions and
reflect on their uses in language learning contexts (Figure 3).
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TASK Il - Create an online story

Dear all,

This is the final task of our course. In this task, we will ask you to
1. create an online story for young learners {68-9 years old),

2. share your story with us by posting the link in the discussions,

3. discuss a) the differences and similarities between asking students to write/create a story using pen and paper and doing it online; b) the ways in which you can use
these tools with your students.

Here are two tools that you can choose from:

1. hitp://goanimate comfvideomaker _(hitp:/'goanimate comivideomaker

This is a great tool to make animated videos. You can either choose the quick video maker and add dialogues to existing templates or choose the full video maker to
create your own scenes and even characters. To make your characters speak, you can record your own voice or just write it in and use the text-to-speech technology.
Here is a quick video explaining what you can do with it.

hitp:ifweww youtube com/watch Pv=0Q TENGacED0&feature (http:/{iwww.voutube com/watch ?v=9QjTENGacED&feature)

2. h

ttp:/fwww.storyjumper.com! _(hitp://www.storyjumper.com/}

If you do not want animations and sound, but want to create a simple story book, this is the tool for you. It allows you to create a story book with a great choice of
props to choose from - lots of objects and different backgrounds. You can build a book from scratch or personalise other books onling. The "help” menu on top is very
useful and explains all you need to know.

On both websites you need to create an account and sign in before you can save and share your work.
Locking forward to reading and watching your stories :)

Have fun!

Figure 3. Spring Semester Task Design

Data Collection Techniques

Case studies collect “ multiple sources of information (e.g. observations, interviews, audiovisual material,
and documents and reports), and reports a case description and case-based themes” (Creswell, 2007,
p.73, italics in original). In the ensuing analysis, participants’ perspectives about the online component
are reported based on the data obtained from eight journal entries (one after each topic; five in the fall
semester and three in the spring semester) and the participants’ reflections in the online discussions
throughout both the fall and the spring semesters.

Methods of Data Analysis

A qualitative in-depth analysis of the data was conducted drawing on grounded theory principles laid
out by Strauss and Corbin (1998) and thematic analysis for case studies as explained by Stake (1995).
Grounded theory analysis begins by the identification of salient categories and then constantly looking
for other confirming or contradictory examples of the categories by constant comparison method. Stake
(1995) describes four stages of data analysis. Categorical aggregation is the first stage where the
researcher looks for instances in the data that represent issue-relevant meanings. In the second stage,
direct interpretation, the researcher tries to make sense of each instance without looking for multiple
instances. Following this, the third stage, pattern establishment, involves establishing relationships
between categories and finally the fourth stage, naturalistic generalizations, enables the readers to draw
conclusions from the case.

Following these principles, initially, both researchers individually coded and looked for salient themes
constantly trying to make sense of the data and checking for examples that confirms or disconfirms the
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initial coding. This was followed by a cross-comparison of the themes coded by each researcher to
obtain recurrent themes and finally drawing conclusions from the case.

Analysis

Before embarking on an explanation of the emerging themes, for descriptive purposes, it is perhaps
useful to provide an outline of the amount of engagement with the online environment. To that end,
Table 1 represents the number of pages viewed during the fall and spring semesters. Fall semester
page views were highest during the first two weeks of the course reaching 1800 pages, and then
dropping down to 700 pages towards the end of the semester. On the other hand, page views in the
spring semester reached 1000 pages, with highest page views towards the middle and end of the
semester. The figures indicate a high level of interest in the online platform in terms of logging in and
viewing the pages. However, it would be presumptuous to draw any conclusions on the reasons for the
fluctuations in page views given the data analyzed for and the scope of this paper because the
fluctuations might have been due to changes in the number of participants, the nature of the tasks and
the content, and the number of tutors as the semesters developed; hence, due to changes in the
dynamics of the community, or simply in relation to factors irrelevant to the course, such as students’
workload throughout the year.

Table 1
Number of Page Views

Fall semester — 42 pre-service teachers  Spring semester — 25 pre-service teachers

Thematic Analysis of Participant Reflections

Following the qualitative analysis of the data in order to explore participants’ perspectives on the
integration of an online component to the existing face-to-face practicum course and their opinions on
the tasks used, five recurring themes emerged. These are presented in Table 2 below. Each of these
themes is explained and exemplified in the following sections.
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Table 2
Recurring Themes

1. Web 2.0 tools 4. Participation
2. Workload 5. Task design
3. Group versus whole class discussion

Web 2.0 tools

For both semesters, participants were pleased with the fact that they were introduced to Web 2.0 tools
and given the chance to develop language teaching materials using these tools. The online platform,
i.e. Canvas as the LMS, was in itself a point of interest as the participants were well aware of the
increasing use of these systems in secondary schools, especially in private ones. Below are the
comments of two participants, at different times of the year, explaining their awareness of the need to
use Web 2.0 tools in their future careers and their enthusiasm in learning about the tools.

"In week 1, what I find most useful was "sharing an icebreaker idea” because I think that
as a prospective teacher it will be useful for me in the near future. I can use them ... in
forums like this if I become a teacher in a private school because the usage of forums
like canvas, moodle etc. is very common in private schools.” (Fatma G., Fall, Journalentry

1)

"The best thing I learned was amazing web tools that I can make use of in my future
career. ... As teaching with webtools is the latestf ashion at schools, I would create
activities with different tools. For example, creating a story online with a new web tool
was amazing. I would have used it in my officials as main activity if I had known it before.”
(Zehra Y., Spring, Journalentry 3)

In the extracts above, Fatma G. comments on one of the tasks in the fall semester, the topic of which
was “sharing an icebreaker idea” that could be used online. By their final year, pre-service teachers
were well informed about such activities to be used in face-to-face classrooms yet face-to-face activities
cannot easily be transformed to online contexts. Zehra Y., on the other hand, shares her eagerness to
develop teaching materials online and to be able to use them not just in online contexts, but also in
face-to-face settings.

Workload

Another theme that ran over both semesters was workload. For the fall term, the requirements of the
online tutoring skills training, specifically the amount of material the students needed to engage with,
the number of tasks they had to complete and their participation in the discussion forum, was the main
contributing factor to workload.

"I would be very happy if there were fewer tasks. ... This is because it is really hard to
catch up with it.” (Zehra Y., Fall, Forum entry, Topic 1)

At first, it was easy to follow the discussions, and I was really eager to do it, but then
the messages kept coming and coming, then I felt that I was lost. And I started not to
be able to keep up with the messages, and missed many of them. ... However, no matter
how much more I want to participate in the discussions, I only have 1 or 2 days to visit
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here and read the messages. ... This is my last year as the rest of my friends, and we
have lots to do right now: we have our observations in high schools and primary schools
(practicum), some of us (including myself) are working part time, we are taking tests that
are required forgetting hired, and I'm also taking open university courses.” ( Zeynep K,
Fall, Journal entry 1)

The extracts above indicate that while Zehra Y. expresses her wish for fewer tasks to reduce workload,
Zeynep K.'s concern is focused on not being able to engage with and participate in the discussions fully.
Her comment is from the beginning of the fall semester, where there were forty-two students enrolled
in the system. With the novelty effect, participation was high, which made it really time-consuming to
read and respond to all or most forum contributions. The second part of Zeynep K.’s comment reflects
the busy life of a senior undergraduate student with a variety of commitments as part of their degree
and extra-curricular concerns. This latter concept of workload was highly relevant especially for the
spring semester implementation of Canvas. Although workload for the online component was
considerably reduced, some students, e.g. Filiz B. and Mehmet T., still found it difficult to balance the
load for the online component and the face-to-face component in addition to other life concerns. These
are exemplified in the extracts below.

"The worst thing [about the online component] is it really increased the load of the lesson.
It became overwhelming. ... We have already been doing an intense internship
programme. Also, we have other classes and right now we are in job hunting process.
Thinking all of these, canvas made [code of the practicum course] overwhelming.” (Filiz
B., Spring, Journal entry 3)

"[code of the practicum course] is a very demanding course. ... Using Canvas is a nice
idea, yet ...There are too many other things to do apart from Canvas.” (Mehmet T.,
Spring, Journal entry 3)

Group versus whole class discussion

Another salient feature of participant reflections directly follows from the previous theme in that in order
to reduce the workload caused by the time required to read and respond to the discussion posts, the
participants were allocated to smaller discussion groups for the last three topics during the fall semester.
The participants were divided into three randomly selected groups each with a separate discussion
thread. This received both positive and negative reactions.

"I just want to thank you that you understand our workload, and try to help us by
grouping us for the discussions.” (Zeynep K., Fall, Journal entry 2)

"It was definitely different than the whole class discussions as, now, I can read each of
my group-mates' posts. I can actually follow the discussions, and share my ideas with
them.” (Zeynep K., Fall, Journal entry 3)

"I think as a hindsight that the whole class discussions was better. That is because now
there are only a few posts in my group. Everybodly did not participate contrary to original
purpose in setting groups. I enjoy reading others' posts. Therefore I was disappointed
when few participated. But I should admit that this whole thing turned out to be less time
consuming, though.” (Yigit A., Fall, Journal entry 2)
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As the extracts above indicate, the idea of making smaller discussion groups did help reduce the
workload, especially for pre-service teachers like Zeynep K., who wanted to engage in all the posts by
reading and reflecting on them and adding her own comments. Her appreciation of the change is clearly
visible in the comments she made at separate occasions. However, the move was not always welcome,
particularly in one of the groups where there was less active participation. Not surprisingly, each
participant’s pattern of participation was different; while some preferred to read more and write less,
others enjoyed being more vocal. In groups where there were more ‘quiet’ students, lack of inviting and
intriguing comments caused the discussions to die off despite tutor efforts to encourage participation
and stir discussion. Consequently, pre-service teachers like Yigit A. were put at a disadvantage.

Participation

As one of the topics of the fall semester was online participation, there was a wealth of data in which
participants reflected on their participation patterns. Throughout the course, not all students actively
participated and engaged in the discussions at all times. This was an expected outcome given potentially
different interests and communication styles of the participants in learning environments. In terms of
passive participation, where participants read, but not contributed to discussions, three reasons were
put forward. One of these was a lack of a ‘need’ to contribute and the notion that feeling involved did
not necessarily require active participation. Zeynep K., who was actually one of the active participants,
expressed this idea as in the following extract.

I think I could read my friends’ posts, and felt that I was involved in the discussion even
though I didn't feel the need to write a response to many of them. (Zeynep K., Fall,
Journal entry 2)

Another idea that participants’ put forth relates to ‘ease’ and perhaps their already established patterns
of participation and ways of indicating online presence in social media where much of the interaction
involves short comments and expressing ‘likes’ by clicking on a ‘like button’.

I rarely participate forums, but i read a lot when searching for a piece of information.
sometimes i want to thank to the writer of that topic but the forum requires to be signed
up. Thats why i always want a "like button"” which, i believe, makes things a lot easier :
) (Mehmet T., Fall, Forum entry, Topic 2)

Finally, when learners participated in online discussions, they wished to be ‘noticed’ and ‘valued’,
which happened when others commented on their posts. As expressed by Dilek S. and Merve C. below,
platforms that are not ‘sincere’ and the fear of ‘going unnoticed’ and ‘not being liked” might become the
primary reasons for reduced active participation in the discussions within the learning management
system.

"When I partipate in discussions, I feel valued when someone comment on my ideas. I
think that they read my ideas and try to understand me.” (Dilek S., Spring, Journal entry
2)

"The only place where I sometimes share something and participate is facebook. Even in
facebook I seldomly share something or comment on something. In general I like the
comments of others, but do not post a comment. there are many reasons behind it: I do
not find these types of platforms sincere, but the main reason that even I myself do not
accept can be T have the concern of going unnotticed, not being able to catch the
attention of others and not being liked.” (Merve C.,Fall, Forum entry, Topic 2)
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Task design

The final theme that emerged in the analysis of the data was related to online task design. As explained
in the methods section, the online component for the course had different task designs in the fall and
spring semesters. Each topic in the fall semester was clearly structured around three tasks, the focus
of which were, consecutively, activating earlier experiences, engaging in theoretical background and
production and reflection. Therefore, the output for the first two tasks was discussions while the third
also included a concrete output produced by experimenting with an online tool. Participants seemed to
prefer the first and the third tasks more as they supported free expression of earlier experiences and
production and did not require prior theoretical reading. Zeynep K.’s comments on these ideas were as
follows.

And I think the first task of that week worked the best, as we didn’t need to get informed
on something first to share our response. We had the info, and we wrote it right away.
But, that doesnt mean that the rest of the tasks didn't work. I especially like tasks 3
where we need to produce something. In those tasks, we learned new tools, and had a
meaningful reason to use them. (Zeynep K., Fall, Journal entry 3)

Furthermore, some participants acknowledged the fact that different learners would prefer different
types of tasks. For example, for Deniz G.: “some of us like writing or some of us are in favour of making
projects” (Fall, Journal entry 2). Ozkan L. was another participant who expressed similar views. For him,
it was necessary for online tasks to be engaging and to make students feel independent. Yet he also
accepted that ‘a fierce consolidating discussion’ could be as attractive.

To encourage students online learning the tasks should be engaging, I mean Students
need to feel independent and at the same time they need to have some fun. ... For
example, collaborative group works on online projects, ... writing and academic essay
together, going over articles related to relevant issues. ... sometimes, even feeling that
you are in a fierce, consolidating discussion that will add your bulk of knowledge could
be a trigger for students to go online and share their ideas, there. (Ozkan L., Fall, Forum
entry, Topic 5)

On the other hand, the spring semester tasks did not involve much theoretical reading. The main focus
in these tasks was concrete productions using Web 2.0 tools and reflections on the implementations of
the tools in language learning settings. Hence, the tasks were highly related to the participants’
immediate contexts. The spring semester also allowed participants to start their own discussion threads
and share useful ideas and web links. The quotes from Sema P. and Burcu Z. below reflect the positive
effect of relevance on their willingness to participate.

"The discussions and tasks which are more related to our job/practicum make it easier
for us to participate. ... I think I participate in Canvas more often because the topics are
more related to our field and I feel happy to share my experiences and learn from others.”
(Sema P., Spring, Journal entry 2)

"During the second semester canvas was more meaningful and practical. Whenever I

searched for an idea, I checked it because my friends and tutors shared some useful
links.” (Burcu Z., Spring, Journal entry 3)
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Discussion

The purpose of this study was to explore pre-service English language teachers’ reflections on the
integration of an online component in two fourth-year face-to-face practicum courses as part of an
English Language Teaching undergraduate program in Istanbul. The findings represented participant
reflections under five themes: Web 2.0 tools, workload, group versus whole class discussions,
participation and task design.

It is now widely accepted that the inclusion of new technologies in our lives requires the inclusion of
new skills, i.e. information, media and technology skills, in education programs (Hockly, 2012). It is not
only the students who need to become competent in digital literacies, but the teachers also need to use
new tools and teach in online environments. One of the findings in our study indicated that this need
was widely acknowledged by the pre-service teachers and their willingness to learn about the use of
new technologies in teaching was high. This means that the introduction of digital literacy skills and
Web 2.0 tools are no longer optional, but they should become an essential component of language
teacher training programs.

Another finding of this study was related to participant comments on their workload. It became apparent
that blended courses should be carefully designed specifically in terms of the workload because
participating in online communities and using Web 2.0 tools and creating materials with such tools might
take much more time than the tutors can envisage. An iterative design would perhaps be suitable where
workload is adjusted based on the needs and skills ofeach student group as well as the feedback
obtained from previous groups. Moreover, introduction of such platforms should perhaps take place in
the earlier years of the undergraduate program where students are less distracted with other life
concerns. As Goldman (2011) suggests, the demanding workload of online education can also be
reduced by being more flexible in choosing a convenient time and day for students for discussion tasks.
Student retention and learning outcomes can be accomplished through systematic announcements,
innovative tasks, and group projects (Goldman, 2011).

A solution to the increased difficulty in participating in the discussions due to a high number of posts
was to divide the participants into smaller groups. While participants who were then able to participate
at a deeper level welcomed this move, it created uneasiness in groups with little active participation.
This indicated that any intervention to the online group would probably change the dynamics of the
online community affecting the efficiency of the discussions. Hence, tutors should carefully observe the
dynamics within the community and be flexible enough to make changes as necessary.

However, this might increase the workload of the tutor further. As Peachy (2013) contends, “If the tutor
is unhappy, or feels overwhelmed or exploited then the course is unlikely to be successful, however well
you may have designed your materials” (p.72). Here, it is important to note that in addition to the pre-
service teachers, it was also difficult for the tutors to monitor and facilitate the discussions. The
availability of four tutors during the fall semester and two tutors during the spring semester helped
reduce the workload as we were able to notify each other when we would be available or unavailable
as online tutors and hence share the workload. Where this is not possible, an alternative would be to
assign different aspects of the tutor role, e.g. facilitator, critical reflector, summarizer, to different
participants in the course (Vonderwell & Sachariah, 2005). The impact of such distribution of roles on
the group dynamics and participation patterns should also be considered. As Vonderwell and Sachariah
(2005) argued: "It becomes essential to understand the implications of online roles and tasks for learner
participation, specifically in the context of a course that relies on interdependence, participation, and
interaction” (pp.222-223).
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Although one of the aims of the online tutoring skills training was to allow pre-service language teachers
explore participatory literacy skills (Hauck & Warnecke, 2012; Pegrum, 2009), some of the participant
comments indicated their preference for passive participation, i.e. observing the participation of others.
They indicated a feeling of involvement even though they did not contribute to the discussion
themselves. Sutton (2001) and Williams (2004) found similar results and argued that ‘absorbing’ and
‘processing’ the interaction among others might as well lead to learning. Yet, Vonderwell and Sachariah
(2005) concluded that “online presence and participation is essential for motivation and ongoing
dialogue among course participants” (p.225). Therefore, the expected idea of participation should be
clearly identified and explained to the participants.

Online tutors should also need to be aware that there could be other reasons for silence and lack of
participation. As our findings suggest, one such reason could be worries about not being valued and
paid attention to, while another could be participants’ already established participation patterns in social
media which are limited to expressing likes using a ‘like button’ or adding short comments. Given that
collaboration and reflection are invaluable resources in learning contexts, tutors need to monitor and
acknowledge learner participation carefully. Moreover, tutors’ attention alone would perhaps not be
sufficient, but learners would need to be noticed and valued by their peers, too. To that end, tutors
should encourage learners to find ways of expressing their understanding of their friends’ comments
and to engage in higher order thinking skills that foster engaging dialogue among the learners.

One way to encourage learners to actively participate is a thoughtful design of tasks. The findings in
this study illustrated that the participants saw the real value of the online component in tasks where
they could produce and share their output, which was not feasible in the face-to-face component. The
participants also stated that they enjoyed sharing their individual experiences online, potentially because
of limited time allocated for sharing of individual experiences in the classroom due to time constraints
of the face-to-face setting. However, the participants were not as enthusiastic about the theoretical
readings for the online course. One interpretation of this could be their perception of theoretical reading
and discussion to be part of the face-to-face component or simply the workload, as discussed earlier.
Finally, participant comments demonstrated the importance of immediate relevance of the online
content. Peachy (2013) underscores the importance of task design in triggering deeper engagement.
Tasks, especially the ones that require theoretical discussions, rather than production of materials, need
to be designed and monitored to stimulate “fierce, consolidating discussion”, as one of the participants
described. Peachy (2013) also recommends unity and continuity between the online and face-to-face
components of the blended learning, using social interactivity as the core element for the design of
online tasks, encouraging autonomy and reflection, being time realistic and being prepared to change
based on the lessons learned and the developments in technology and materials.

Conclusion

The online tutoring skills training in our study enhanced pre-service language teachers’ awareness
towards the active use of the online platform; while the design and topic of the tasks affected the level
of motivation among them. There was a strong relationship between task design and maintenance of
participation.

The experiential learning tasks used in the blended-learning environment of the practicum course
offered pre-service teachers opportunities to make meaning from direct experience. They were actively
involved in the experience, reflected on it and shared their ideas with their peers. As reflected in the
words of one of the pre-service teachers, Zeynep, four words capture the nature of this learning
experience clearly: “Learn, Comment, Produce and Share”. The participants also frequently benefited

56



Turkish Online Journal of Qualitative Inquiry, July 2014, 5(3)

from their decision-making and problem-solving skills to generate new ideas and implement them into
their practicum schools.

Experiential activities are among the most powerful teaching and learning tools for most educators in
the field. It is obvious that reflection has a prominent place in the experiential learning process in which
pre-service teachers learn how to apply online tools to their own teaching practices in real classes.

Further research is needed on the interrelationship between task design and participation in blended-
learning settings designed for the practicum course. Future qualitative studies on perceptions and
experiences of pre-service teachers in different online environments would also be beneficial to further
our understanding of participation in such settings, including motivation and group dynamics.
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GENISLETILMIS 6z

Ogretmen egitiminde dgrettiginin Gstiine diisiinme becerilerinin geligtiriimesi cok énemlidir (Farrell,
2007; Freese, 2006; Lougran, 2002). Ogretmen adaylarinin, alan deneyimleri hakkinda konusup
deneyimlerini paylasarak bu deneyimleri bilgiye doniistiirmeleri gerekmektedir. Bilgisayar teknolojileri
ginliik hayatimizin oldugu gibi egitim ve 6gretim ortamlarinin da ayrilmaz bir parcasi haline gelirken,
Ogrencilere cesitli internet kaynak ve araglari hakkinda sadece bilgi vermek yeterli olmamakta; yeni
demokratik 6grenme ortamlarini en etkili sekilde kullanabilmek igin gereken okuryazarlik becerilerinin de
desteklenmesi gerekmektedir (Hampel and Hauck, 2006). Hauck ve Warnecke (2012)'ye gore katilimci
okur-yazarlik (Pegrum, 2009) ve sosyal bulunusluk (Kehrwald, 2008 ve 2010) kavramlar temel alinarak
gelistirilmis bir gevirimigi 6§retmenlik becerileri egitimi ile dil 6gretmenlerini gelecekte ihtiyag duyacaklar
becerileri kullanmaya hazirlamak mimkindiir.

Bu calismada mesleki gelisimleri igin bir harmanlanmis 6grenme ortamina katilan 6gretmen adaylarinin
cevirimigi iletisim ve etkilesimleri incelenmistir. Arastirmada su sorulara yanit aranmistir:

1. Yabana dil (ingilizce) 6§retmen adaylarinin okul deneyimi dersinde harmanlanmis égrenme
ortaminda sunulan egitim ve internet araglar hakkindaki gérisleri nelerdir?

2. Yabana dil (Ingilizce) 6§retmen adaylar yiiz yiize yiiriitiilen okul deneyimi derslerine dahil
edilen gevirimigi gorev ve etkinlikler hakkinda ne diisiinmektedir?

Yontem

Bu calismanin yontemi tanimlayici durum calismasidir (Creswell, 2007; Yin, 2003). Calismada 6gretmen
adaylarinin gorislerinin derinlemesine arastiriimasi icin calisma gerceklestirildigi sirada gerceklesmekte
olan bir harmanlanmis 6§renme ortami betimlenmektedir.

Calismaya Istanbul’da Ingilizce egitim 6§retim yapan bir devlet Gniversitesinde Ingilizce Ogretmenligi
bolimiinde okumakta olan dordiincii sinif 6gretmen adaylari katilmistir. Calisma verileri adi gecen
bolimdeki harmanlanmis 6grenme modeli ile sunulan okul deneyimi ve seminer dersleri kapsaminda
toplanmistir. Veriler, 6zellikle bu derslerdeki cevirimici egitime iligskindir.

Hauck ve Warnecke (2012) tarafindan gelisitirilmis olan gevirimigi 6gretmenlik becerileri egitimi, giiz
doneminde sunulan cevirimici materyalin icerigini olusturmaktadir. Bu egitimde 6gretmen adaylarinin
sosyal bulunusluk ve katilimcr okuryazarlik becerilerinin desteklenmesi ve gelistiriimesi amaglanmaktadir.
Bahar doneminde ise, cevirimigi egitim yonetim sistemi, 6gretmen adaylarinin gevirimigi 6gretmenlik
becerileri egitimi ile edindikleri bilgi ve becerileri kullanmaya devam edecekleri ve cesitli internet
araglarini gevirimigi 6grenme ortamlarinda kullanimini deneyimleyebilecekleri bir platform olmustur.

Hem giiz hem de bahar dénemindeki etkinlikler gére odakli 6grenme ilkeleri cergevesinde gelistirilmistir.
Giiz dénemi gevirimici 6gretmenlik becerileri egitimi bes konu etrafinda tasarlanmistir. Her konu (g
etkinlikten olusmus ve her etkinlik dnceki bilgilerin etkinlegtirilmesi, bilgi edinme ve tecriibenin Ustline
disinme basamaklarindan olugsmustur. Bahar doneminde egitimin gevirimigi basamagi bir deneme,
yaratma ve tartisma ortami halinde sunulmustur. Bahar dénemi igerisinde yaklasik dokuz-on haftaya
yayilan bir siirecte (¢ etkinlik tamamlanmistir. Her etkinlik, dil egitiminde kullanilabilecek yeni bir internet
aracinin kesfedilip denenmesi ve daha sonra bu deneyim Uzerine fikir ve gorislerin paylasiimasindan
olugsmustur.
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Harmanlanmis egitimde katilimcilarin gevirimici uygulama hakkindaki gorisleri, uygulanan her etkinligin
ardindan 6gretmen adaylarinin tuttugu toplam sekiz giinliik girdisi ve gliz ve bahar dénemleri boyunca
cevirimici tartisma panolarinda yer alan tecriibe Uzerine diisinme yoluyla elde edilen veriler ile
incelenmistir.

Verilerin nitel derinlemesine incelenmesinde gomiilii (grounded) kuram (Strauss ve Corbin, 1998) ilkeleri
ve Stake (1995) tarafindan tanimlanan durum calismalari icin tematik analiz ilkelerinden faydalanilmistir.

Bulgular ve Tartisma

Bu calismanin amaci ingilizce Ogretmenligi bolimi dérdincii sinif 6gretmen adaylarinin yiiz yiize
egitime dahil edilen bir cevirimici 6grrenme ortami hakkindaki gorislerinin arastiriimasidir. Calisma
bulgulan katihmcr goérislerinin Web 2.0 araclan, is yiiki, grup ya da tim sinif tartismalari, katiim ve
gorev tasarimi olmak Uizere bes tema altinda incelenebilecegini géstermistir.

Calismada, 6gretmen adaylar, hem &drenci hem de &gretmen olarak dijital okuryazarlik becerileri
edinmeye ihtiyaclari oldugunu belirtmisler ve 6gretme ortamlarinda yeni teknolojilerin kullanimi
konusunda 6grenme isteklerini ortaya koymuslardir. Bu durum, yabanci dil editimi programlarinda dijital
okuryazarlik ve Web 2.0 araglarinin kullanimi konularinda ilgili becerilerin kazandirilmasinin istege bagli
olmaktan cikip bu programlarin vazgecilmez bir parcasi olmasi gerektigini vurgulamaktadir.

Calismada elde edilen bir baska bulgu da katiimcilarin is yiikine iliskindir. Harmanlanmis 6grenme
ortamlarinin 6zellikle gerektirdidi is giicd, yani 6grencilerin ayirmasi gerekecek zaman goz éniine alinarak
dikkatle yapilandiriimasi gerekmektedir giinkii calisma bulgularinda gériildigii gibi cevirimici topluluklara
katilma ve Web 2.0 araglarini kullanma ve bu araglari kullanarak materyal gelistirme egitimleri dngorilen
zamandan ¢ok daha fazlasini gerektirebilir. Is giiciiniin dogru sekilde degerlendirilmesinde yinelemeli bir
tasarim ile egitim her sunuldugunda 6grenci grubunun ihtiyac ve becerilerinin g6z oniine alinmasi ve
onceki gruplardan elde edilen geri bildirimin yorumlanmasi oldukca énemlidir.

Bu calismada tartisma panosuna oldukga yiliksek sayida yeni giris olmasi ile gdrigleri takip etme ve
katiimin zorlagsmasi 6gretmen adaylari tarafindan karsilasilan gicliklerden biridir. Bu glgligin
aslimasinda katilimcilarin sinif halinde degil de daha kiiglik gruplar halinde tartismalari sirdirmesi 6n
goritlmis ve katihmallar tartismalarin devaminda (i gruba bdélinmistir. Yeni gruplama sonunda
katilimcilarin bir kismi daha derin tartismalara katilma firsati bulmus ve bu diizenlemeyi memnuniyetle
karsilamistir. Ancak aktif katiimin disik oldugu gruplarda bu yeni diizenleme huzursuzluk yaratmistir.
Buradan yola gikarak gevirimigi grup bir kere olustuktan sonra yapilacak her tiirlii diizenlemenin dikkatle
gerceklestiriimesi gerektigini sdylemek miimkindir clinkll kiiclk degisiklikler cevimigi topluluktaki
dinamikleri degistirebilmekte ve tartismalarin etkinligini etkileyebilmektedir. Bu nedenle egitmenler,
yasanacak giicliiklerin asilmasi icin degisikliklere her zaman acik olmali, ancak bu degisiklikleri yaparken
katilimcilar arasindaki dinamikleri de dikkatle gozlemlemelidirler.

Tartismalarda sessiz kalma ve tartismalara aktif olarak katiimamanin gesitli sebepleri olabilmektedir. Bu
calismada o6ne siiriilen sebepler arasinda deder veriimeme ve dikkate deder bulunmama konusundaki
endiseler ile katilimailarin diger sosyal medya araclarindaki katiim edilimlerini transfer etmeleri yer
almistir. Bu edilimler kisa yorumlarda bulunma ve begenileri sadece bir “beden” butonuna tiklama ile
ifade etmedir. Egitmenler, 6gretmen adaylarina arkadaslarinin katiimlarini anladiklarini géstermenin
farkli yollarini bulmalarina yardimci olmali ve 6gretmen adaylan arasinda st bilissel diisiinme becerlerini
destekleyici iletisimin gelismesini desteklemelidir.

Ogretmen adaylarinin aktif katiimini desteklemenin bir yolu gérev ve etkinliklerin 6zenle tasarlanmasidir.
Mevcut calismada 6gretmen adaylari cevirimigi ortamin asil degerinin materyal lretebilme ve (rettikleri
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paylasabilme oldugunu belirtmislerdir. Ogretmen adaylari ayrica bireysel deneyimlerini de bu ortamda
paylasabilmekten memnun olmuslar, ancak kuramsal bilgi edinmeye dayali etkinlikler 6gretmen adaylari
tarafindan daha az ilgi gérmistiir. Bu galismadaki katilimci goriisleri ayrica gevirimigi igerigin 6gretmenlik
deneyimleri ile bire bir ilintili olmasinin énemi vurgulamaktadir.

Sonug ve Oneriler

Bu calismada sunulan cevirimici 6gretmenlik becerileri egitiminin, d6gretmen adaylarinin gevirimigi
ortamlara aktif katilma konusundaki farkindaldini arttirdidi; gérev ve etkinliklerin konu ve tasarimlarinin
katiim motivasyonunu etkiledigi  gorilmistiir. Gelecek calismalarda, okul deneyimi dersi igin
harmanlanmis 6§renme ortamlarinda goérev tasarimi ve katilim arasindaki iliskilerin incelenmesi faydali
olacaktir. Ogretmen adaylarinin farkli cevirimici ortamlardaki deneyim ve gérislerini inceleyecek nitel
calismalar, bu ortamlarda 6grenci katiimi, motivasyon ve grup dinamikleri gibi konulardaki mevcut
bilgileri derinlestirecektir.
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