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Abstract: The purpose of this study was to explore the role of feedback based
on self-efficacy belief sources in the reciprocal interaction of teaching
performance and self-efficacy beliefs. A single case study design was
employed to address and began to bridge the gap in our understanding of
the relationship between feedback, self-efficacy belief and teaching
performance. The data for this study were collected in the form of semistructured interviews from 6 volunteer 5th-grade chemistry student teachers.
The data were analyzed based on an inductive analytical approach. The
results indicated that different types of feedback based on self-efficacy belief
sources directly affected the student teachers’ self-efficacy beliefs and
teaching performance. It may be concluded that different types of feedback
provided key paths for student teachers to better understand their own
developing teaching performance and that of other teachers.

Introduction
From past to present, student teachers have encountered various difficulties in their
practice teaching. Teaching performance evaluation is the most important subject in teaching
practice in terms of solving these difficulties and creating qualified teachers who can pursue
their own professional development through reflection and self-evaluation (Kagan, 1992).
Furthermore, teacher education can be conceptualized as a space for student teachers to
explore and continue to renegotiate their teaching performance and professional competence.
According to Danielson & McGreal (2000), teaching performance evaluation is a continuous
process of learning, goal achievement, communication and assessment, as well as a means of
becoming a professional learner. In this respect, feedback as a teaching performance
evaluation practice has been suggested as a systematic means for promoting learning and
growth. A number of studies have demonstrated that feedback may, indeed, stimulate growth
in learning to teach and may effect positive change in student teachers (Brent & Thomson,
1996; Ganesh & Matteson, 2010; Peker, 1992; Traister, 2005). In order to improve our
understanding of the effects of feedback, the present study focuses on explaining the role of
feedback in student teachers’ performance, as well as how it contributes to their professional
development.
The Impact of Performance Evaluation on Student Teachers’ Development
In order to become effective and competent teachers, student teachers are exposed to
authentic teaching environments in practicum schools. However, if the number of live
teaching practice sessions is minimal, and student teachers’ performances are not
systematically evaluated through various informative agents, they may not be able to
successfully identify the elements of good teaching; this may result in a lack of awareness of
necessary teaching skills (Boz & Boz, 2006; Paker, 2005). Consequently, student teachers
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may lack confidence in their own teaching strategies, resulting in poor teaching performance
and negative feelings toward teaching. Under these circumstances, they may acquire
inaccurate views of teaching in the short term. To avoid this problem, student teachers should
be given clear and objective explanations about their teaching performance; thus, feedback is
an important aspect of teacher education.
The Definition of Feedback

Education without a teacher is like a body without soul, a skeleton without flesh and
blood, a shadow without substance. Similarly, teaching without feedback is unimaginable.
Feedback in the context of teacher education has been defined as information that is
presented to an individual following a performance that reflects upon the adequacy, quantity,
or quality of the teaching performance (Tower, 1999). Feedback provides information about
the truth or falsehood of human behavior, as well as providing student teachers with a means
to improve their own teaching performance and to correct their errors (Paccapaniccia, 2002;
Peker, 1992). Taking these interpretations into account, it can be said that feedback serves as
a door for student teachers to open in order to obtain a variety of data about themselves
through their own eyes and through the eyes of others. In essence, feedback involves making
the experiences and actions of student teachers visible and comprehensible.
The Role of Feedback in Performance Evaluation of Student Teachers

Numerous researchers have demonstrated that feedback is a vital informative tool that
allows student teachers to view their teaching performance critically (Eksi, 2012; Eraslan,
2009; Shute, 2008; Voerman, Mejier, Korthagen, & Simons, 2012). When student teachers
do not receive sufficient feedback in the course of their practice teaching, they are unlikely to
be aware of the particulars of their performance, and as a result, they may have mixed
feelings about the challenges they will face when teaching in a real classroom for the first
time (Kukanauza de Mazeika, 2001).
As student teachers are faced with greater diversity and greater challenges in the
classroom, it is not enough for them to possess the scientific facts, theories, concepts and
principles of a discipline alone; they must also know how to teach the subject and how to
solve problems that arise in their teaching. In this respect, the concern is not simply in
knowing the subject matter, but in giving clear and coherent explanations that students can
understand and use to construct their own knowledge in the classroom. The transformation of
content knowledge in teaching requires the use of pedagogical knowledge; this includes
knowledge of the learning process, knowledge of learners, and understanding of classroom
management skills and educational aims (Loughran, 2007). Feedback helps student teachers
to connect the content they have learned in the university classroom to real-world situations.
Providing student teachers with feedback can help them to see the most useful manner in
which to present their subject matter using the most powerful illustrations, examples and
explanations.
The Reciprocal Interaction of Feedback, Teaching Performance and Self-efficacy Belief
Student teachers’ teaching performances are affected by a complex set of interactions
between the self and the environment. This judgment is based on the social cognitive theory
that emphasizes how behavioral, personal and environmental factors interact to determine
Vol 39, 3, March 2014

38

Australian Journal of Teacher Education
behavior (Crothers, Hughes, & Morine, 2008). Personal factors, in this respect, refer to
internal factors such as the cognitive, affective and biological events that form specific
personality characteristics and self-efficacy beliefs. Self-efficacy belief, which is defined for
the purposes of this study as a student teacher’s “judgment of his or her capabilities to bring
about desired outcomes of student engagement and learning, even among those students who
may be difficult or unmotivated” (Tschannen-Moran& Woolfolk-Hoy, 2001, p. 783), is an
internal cognitive process that has been used effectively to examine the development of
teachers' performance (Dembo & Gibson, 1985; Riggs & Enochs, 1990). In particular,
Bandura (1986) refers to self-efficacy belief as one component of the social cognitive theory
that describes human behavior as part of the interplay between a person’s internal cognitive
processes, the environment, and his or her external behavior.
Another component of social cognitive theory is the environmental factors - the
external factors or stimuli from the social and physical environment - that can affect a
person’s behavior. Social support such as feedback is a crucial aspect of the environmental
factors affecting teaching self-efficacy beliefs, as it may impact behavior, and accordingly,
teaching performance (Bruning, Schraw, Norby, & Ronning, 2010).
The final component of the social cognitive theory described by Bandura (1986) is the
behavior that is shaped and controlled by environmental influences or driven by internal
dispositions. According to Bandura, human functioning is the result of the transaction among
these three factors. In essence, people are products of the dynamic interplay between the
external, the internal, and their current and past behavior. These components of “triadic
reciprocal determinism” suggest that environmental factors (e.g., feedback) affect both
personal factors (e.g., self-efficacy belief) and behaviors (e.g., teaching performance)
(Bransford, Brown, & Cocking, 2000). Thus, teaching performance is dependent not only on
self-efficacy beliefs, but also on feedback and on the behavior itself (see Figure 1 below).

Personal Factors
Self-efficacy Belief
Cognitive, affective and biological
events

	
  

Interaction

Interaction
Environmental
Factors

Behavior

Teaching
Performance

Feedback

Figure 1. Theoretical model of triadic reciprocal determinism.

According to Locke’s (2001) Mediation-Linking Model, self-efficacy belief has a direct
influence on teaching performance; on the other hand, motivators of behavior such as
feedback affect teaching performance indirectly through an individual’s self-efficacy and
personal goals. This interaction is demonstrated in Locke’s Mediation-Linking Model (see
Figure 2). This model proposes that personal goals and self-efficacy beliefs are the most
immediate, motivational determinants of teaching performance (Bandura, 1986; Locke &
Latham, 2002). In addition, feedback, as a vital part of the motivation hub, has an important
influence on self-efficacy and teaching performance.
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For instance, low self-efficacy can be caused by internal and external factors such as
consistent failure, limited ability to see growth and lack of explicit goals. On the other hand,
feedback, as external factor, can help make performance goals explicit, encourage selfassessment and make progress more evident, resulting in improved teaching performance
(Bransford, Brown, & Cocking, 2000). As such, feedback is a necessary element in changing
behavior. Through feedback based on self-efficacy beliefs, student teachers can observe,
model, reinforce desired behaviors and adjust their emotional reactions. Consequently,
feedback stands at the core of social cognitive theory.
Motivation Hub
Needs
Values
Motives
Personality
Incentives:
-Assigned goals
-Feedback
-Participation
-Money
-Job Design
-Leadership
	
  

Self-set or personal
goals
(Goal Commitment)
	
  

Teaching
Performance

Self-efficacy Belief	
  

Figure 2: Locke’s mediation-linking model modified

Self-efficacy Belief Sources as Feedback
According to Bandura (1997), there are four main factors that may influence student
teachers’ beliefs: mastery experiences; vicarious experiences; verbal/social persuasions; and
physiological and affective states.
Mastery Experiences

Mastery experiences, which are the result of performance accomplishments, are seen as
one of the most powerful sources of self-efficacy in teaching (Bandura, 1997). In general,
student teachers are enactive learners; they learn by carrying out a specific task. Bandura
explains that this enactive learning provides feedback about a performance, which can impact
positive self-efficacy for that situation. Likewise, Usher and Pajares (2008) note that as
student teachers work to overcome obstacles through ongoing efforts, they are able to see the
results of their actions; completing an experience successfully on the basis of their own
performance results in increased self-efficacy.
Vicarious Experiences

The second source of self-efficacy information noted by Bandura (1997) is the
vicarious experience gained by observing others who are performing teaching tasks that are
relevant to the observer’s goals. In this case, modeling comes into the equation, as this
process is most effective when the student teacher sees him or herself as similar to the model.
As Bandura explains, knowing that another person who is similar to oneself can be successful
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in a given situation helps to encourage feelings of ability; this, in turn, is reflected in an
individual’s teaching performance (Bandura, 1997). On the other hand, when a model is seen
as failing in his or her teaching, a student teacher’s self-efficacy and teaching performance
may be impacted negatively (Pintrich & Schunk, 2002; Wang & Lin, 2007).
Verbal/Social Persuasion

Verbal persuasion comprises a third source of performance-based self-efficacy beliefs;
in particular, positive and detailed verbal persuasion may work to encourage self-efficacy and
enhance teaching performance (Schunk, 1995; Wang & Wu, 2008). Verbal persuasion is
based on suggestion given from peer, university supervisors or practice teachers. These
persuaders play an important part in the development of an individual’s teaching
performance. As Glickman (2002) elaborates, in order for teachers to be successful,
administrators should help them take risks and learn independently. In this respect, verbal
feedback promotes student teachers’ ability to master a given activity. Studies have shown
that student teachers who receive verbal feedback at a high cognitive level exhibit
professional growth through exploring the strengths and weaknesses of their own
performance and developing deeper conceptual understanding of their classroom behaviors
(Kukanauza de Mazeika, 2001; Wang & Wu, 2008).
Physiological and Emotional States

The final information source for increasing self-efficacy beliefs is the individual’s
physiological and emotional state. If a student teacher has feelings of stress or anxiety while
observing or performing a teaching task, these negative feelings act as a type of feedback,
resulting in negative thoughts or feelings. These can impair a student teacher’s working
memory and affect his or her ability to learn, teach and function in teaching (Linnenbrink &
Pintrich, 2000). If student teachers experience success in their teaching, they gain positive
thoughts and feelings, enabling good performance in their future teaching (Bandura, 1997).
For the purposes of this study, the self-efficacy sources of mastery, vicarious
experiences, verbal persuasion and physiological and emotional states are viewed as types of
feedback. There is a continuous loop between feedback, self-efficacy and teaching
performance; the student teachers are looking forward to receiving this feedback as a means
to support their self-efficacy and teaching performance. While all these sources enable to get
information about self-efficacy and teaching performance they have important role as
feedback in this study. Kouritzin and Vizard (1999) see feedback as a “continuous, ongoing
and interactive” process that comes from multiple sources in a variety of forms.
A variety of feedback strategies have been implemented by researchers in order to
provide more accurate and meaningful feedback for student teachers (Eraslan, 2009; Shute,
2008; Voerman, Mejier, Korthagen, & Simons, 2012). In addition, a number of studies have
shown that providing multiple types of feedback is beneficial, because individuals react
differently to various types of feedback based on their personal characteristics (Butler &
McMunn, 2006; Darling-Hammond & Bransford, 2005; Eksi, 2012; Kukanauza de Mazeika,
2001; Marzano, 2003). Furthermore, the social aspect of feedback may also promote effective
learning in the individual teaching process. From this point of view, the role of feedback
becomes more important; and thus, it is understood that feedback is the main variable in this
study. In order to understand the impact of feedback on self-efficacy beliefs and teaching
performance, student teachers should be provided with appropriate practice environments that
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will allow them to receive multiple forms of feedback based on self-efficacy sources. Such an
environment can be established in the context of Micro-Reflective Teaching (MRT) sessions.
Micro-reflective Teaching
Micro-Reflective Teaching (MRT) is a systematic development of critical academic
skills in a controlled classroom environment in consideration of the feelings and thinking of
student teachers (Guney, 2008). MRT provides a safe elementary learning context in which
the student teachers are introduced gradually into the teaching environment and provided
with feedback on their teaching performance. Because MRT provides meaningful
opportunities for instruction, observation, modeling, use of verbal persuasion and reflection
of emotions, it can also help to develop high levels of self-efficacy and teaching performance.
MRT is derived from two different types of teacher training techniques: microteaching and
reflective teaching. Microteaching is a training strategy that includes a teaching experience, a
provision for feedback given to the student teacher, and a reteach of the original lesson to
incorporate changes as a result of the feedback (Kukanauza de Mazeika, 2001; Kucukoglu,
Kose, Tasgın, Yilmaz & Karademir, 2012). Higgins and Nicholl (2003) explain
microteaching as a cycle that is used to demonstrate specific teaching behaviors which
depends on the number of teach-reteach cycles, the time lapse between the teaching and
feedback, and the kind of feedback used.
On the other hand, reflective teaching is a process in which student teachers are
involved in solving problems. This not only allows them to perceive and define problems and
generate and apply solutions, but also to modify and enhance their understanding of
professional teaching performance and to reconstruct their knowledge (Campoy & Radcliffe,
2002; Dewey, 1933; Korthagen & Vasalos, 2005; Schon, 1987). The reflective teaching
process enables student teachers to reflect on their experience and receive feedback; through
this feedback, they are able to review and analyze their own teaching performance and take
informed action for the next experience.
Both microteaching and reflective teaching provide a constructive spiral of teacher
development and involve similar steps that include planning, implementing, and reflecting,
both individually and as a group. Feedback plays a vital role in both reflective teaching and
microteaching; therefore, these two cycles can be combined to achieve better teaching
performance. By doing so, student teachers are able to see their teaching performance
holistically and develop a more thorough understanding of the feedback process. The MRT
process allows student teachers to discuss their own and their peers’ teaching realistically,
accurately and comfortably; through this process, they use feedback to help themselves and
their peers to solve problems in their teaching and to think in depth, analyze their thoughts
and explore different behaviors related to their teaching.
The Aim of the Study
Although various studies have focused on explaining the effects of different types of
feedback (Eksi, 2012; Hoban & Hastings, 2006; Kukanauza de Mazeika, 2001), as well as the
particular forms of feedback such as peer feedback (Kim, 2005; Topping, Smith, Swanson, &
Elliot, 2000), supervisor feedback (Paker, 2005; Rolheiser & Anderson, 2004; Traister,
2005), and video feedback (Eroz-Tuga, 2013; Lee & Wu, 2006), there is a gap in the research
in terms of explaining the role of the feedback on student teachers’ performance and selfefficacy beliefs. Furthermore, no studies have been carried out in relation to the role of
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different feedback based on self-efficacy sources in teaching performance and self-efficacy
beliefs.
In order to address this gap, this study was designed to explore the role of feedback
based on self-efficacy belief sources on student teachers’ teaching performance and selfefficacy beliefs, as well as to shed light on how these feedback sources supported or impeded
their teaching performance and self-efficacy beliefs. The intent was to discover how student
teachers perceived and experienced various types of feedback in the micro-reflective teaching
process. This was not an intervention study, and although the student teachers may have
improved their teaching performance, teaching improvement was not the focus of the
investigation. The study was guided by the following questions:
1. Does the type of feedback received by student teachers affect their self-efficacy
beliefs towards teaching positively or negatively?
2. What are the roles of mastery, vicarious experiences, verbal persuasion and
physiological and emotional states in student teachers’ teaching performance?
3. What types of feedback that are based on self-efficacy sources do student teachers
find to be most useful in their teaching after MRT sessions?
4. On what areas of their teaching do student teachers see different types of
feedback as having the most impact?
Method
Research Design

As the researcher wanted to understand how the various types of feedback based on
self-efficacy belief sources operate, a case study design was found to be most appropriate. A
case study is an exploratory type of research which can be used to illuminate a given
situation, perform assessments and reveal possible relationships among the events observed.
Furthermore, a case study allows for a diverse, rich and detailed description of human
behavior in various settings (Feagin, Orum, & Sjoberg, 1991; Robson, 2002; Yin, 2003).
Case study design provides the researcher to attempt to learn about a little known
phenomenon by studying a single case in depth (Johnson & Christensen, 2000). The current
study is focused on a single case, which Miles and Huberman (1994) define as a phenomenon
of some sort occurring in a bounded context; namely, the role of various types of feedback
based on self-efficacy sources in the reciprocal interaction of teaching performance and selfefficacy belief.
Research Setting and Participants

The study was set in a Chemistry Teacher Program at Dokuz Eylul University in
Turkey with a small number of participants who were taking a Teaching Practice course in
the spring semester. There were 26 student teachers registered in the course. Within the frame
of this course, student teachers have only a few teaching practice opportunities, and as a
result, they receive little feedback on their performance during the semester. At the beginning
of the semester, the researcher obtained permission from the course instructor and explained
the nature and process of the study to the students. After explaining the objective of the study,
the students were given a personal information form which asked them to provide their
gender, academic grade point average, their previous teacher experience existence (if any),
the amount of prior teaching experience and whether they were willing to participate in the
investigation.

Vol 39, 3, March 2014

43

Australian Journal of Teacher Education
The micro-reflective teaching sessions were to be conducted separately from the course
itself, on the weekends; therefore, the student teachers had to use their free time for this
study. When this requirement was taken into consideration, six volunteer 5th grade student
teachers were selected according to the stratified purposeful sampling method, accounting for
willingness and accessibility (Patton, 2001). As Patton explains, stratified purposeful
sampling is comprised of particular units or cases that vary as to a key dimension, with each
stratum constituting a fairly homogeneous sample. In this case, the sample stratification
operation was done according to the academic grade averages of participants (under 2.5,
between 2.5-3.00, above 3.00). The maximum academic achievement in the Chemistry
Teacher Program was 4.00, but none of the volunteer participants had a 3.5-4.00 academic
grade average. Therefore, two participants were chosen from each strata, for a total of six.
Each student teacher was selected according to different academic grade averages in order to
provide maximum variety (Yildirim & Simsek, 2008).
Participants
(Student
Teachers)
PT1
PT2
PT3
PT4
PT5
PT6

Gender

Male
Male
Male

Academic
Achievement
Average
3.10
3.00
2.63

Teaching
Experience

None
Study center
Private class and
study center
Female
2.61
None
Male
2.33
Private class
Female
2.30
Study center
Table 1. Features of the participants

Length of
Teaching
Experience
18 months
9 months
7 months
6 months

Focusing on a small number of participants allowed the researcher to collect a large
amount of data from each of them and to analyze it in depth. The features of the participants
are provided below, in Table 1. In order to maintain confidentiality, the participants’ names
are not revealed; the student teachers are referenced using the code “PT” and a number. Two
information sessions on micro-reflective teaching practices were carried out, allowing the
student teachers to experience the classroom environment as active participants and to
understand the feedback process.
The Researcher’s Role

The researcher had a dual role in this study as both a participant observer and also as an
evaluator. Her activity as participant observer involved observing the student teachers’
practices in the micro-reflective teaching sessions; as an evaluator, she provided feedback on
their teaching practices following the micro-reflective teaching sessions. The researcher’s
professional position as an observer and collector of data could have caused the student
teachers to see her as an evaluator, placing her at a social distance from them and potentially
coloring their responses. To overcome this condition, she talked with each of the student
teachers individually, conversed informally with them, and gave them feedback as a peer. By
doing so, she became an integral part of the social structure and was linked with the observed
in a reciprocal process of mutual modification. As such, the difference between herself and
the participants was lessened. Furthermore, the student teachers were familiar with the
researcher, as she had been working in their university as an assistant for approximately six
years. In addition, she had attended various laboratory courses with them in the past and
conducted a School Practice course with their instructor. As a result, she fit into the scene
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well enough to be ignored while she was interviewing and recording their teaching practices.
This situation primarily enabled the researcher to be a natural part of the research.
Furthermore, it provided researcher with direct access to data sources and aided to understand
the holistic meaning of the data sources. Additionally, while she was graduated from
Chemistry Education Program and took similar courses as participants in this study she was
able to understand and interpret the meaning of the student teachers’ behavior and the nature
of the study. These circumstances were assumed to enhance the credibility of the data.
Instruments

Semi-structured interviews provided the fundamental source of reflective data for this
study; the semi-structured format included a pre-determined set of open-ended questions.
Since the defining characteristic of semi-structured interviews is that they have a flexible and
fluid structure, this provides the researcher with valuable information and allows for the
exploration of particular categories (Patton, 2001; Yildirim & Simsek, 2008). Only one
interview was conducted with each participant to gather data on the overall feedback process
with student teachers. The interviews were conducted following the completion of 4 microreflective teaching sessions.
Prior to carrying out the interviews, the interview questions were checked by two
expert instructors to determine whether the questions reflected the purpose of the study. After
this process of validation, the researcher obtained oral consent from the participants to audiorecord the interviews. The interviews were conducted in a conversational style, which
allowed for flexibility and spontaneity; furthermore, the researcher established rapport with
the participants to avoid a sense of hierarchy and to encourage them to disclose their thoughts
and feelings candidly. Each interview lasted approximately 30-45 minutes. Afterwards, the
recorded interviews were transcribed for analysis. The interview questions focused on the
following points: The relationship between the types of feedback and student teachers’ selfefficacy; the relationship between the types of feedback and teaching performance; the most
beneficial feedback types and their advantages; and finally, the effects of the various types of
feedback on the participants’ teaching.
In addition to interviewing the student teachers, the researcher observed the student
teachers’ classroom teaching practices. This observation provided the researcher with the
opportunity to seek clarification of the feedback process and to gain a holistic understanding
of the data obtained in the interviews. Employing interviews in conjunction with participant
observation allowed the researcher to gather pertinent insights from the student teachers and
to learn the multiple realities and perspectives that different individuals bring to an object or
experience (Fitzpatrick, Sanders, & Worthen, 2004). Marshall and Rossman (1999)
categorized data collection methods in qualitative research into four types which are
participation in the setting, direct observation, in-depth interviews, and document analysis.
For the purpose of this study, the researcher used interview and participation in the setting for
observation of the nature process of the study. As Yin (2003) points out, the use of multiple
sources of evidence in case studies allows an investigator to address a broader range of
historical, attitudinal, and behavioral issues; furthermore, using multiple data sources helps to
ensure reliability.
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Procedure

After obtaining the necessary permissions, the personal information form was applied
to all of the student teachers who were enrolled in the Teaching Practice course in the spring
semester. Six volunteer participants were selected according to their academic grade point
averages. Next, information about MRT and the feedback process was given to the
participants in two sessions. A pilot study was done with one 5th grade student teacher who
attended the study. The purpose of the pilot study was to watch and discuss the videotape of
the student teacher’s practice, to provide learning about how a reflective journal was written,
and to make the participants aware of the various types of feedback based on self-efficacy
sources. Four micro-reflective teaching sessions were conducted on the weekends over the
course of 4 weeks. The student teachers were free to select teaching subjects that were
familiar to them. The subjects taught by the student teachers are described below, in Table 2.
In order to create a real classroom environment, 14-15 volunteer secondary school students
who were at an adaptable level were asked to participate in this study. Before each MRT
session, the student teachers were given sufficient time and asked to prepare a lesson plan
concerning their subject content. The student teachers observed their peers’ teaching practices
during each MRT session and took notes. During each MRT session, a portable video camera
was set up to record the teachings. By using the video camera, the student teachers could
monitor both their own and their peers’ practices. Following each session, the student
teachers and the researcher provided verbal and written feedback in a group discussion. These
evaluations were taken into account by the student teachers during their next teaching
session. At the end of the study, the researcher conducted a semi-structured interview with
each of the participants.
Student
Teachers
PT1
PT2
PT3
PT4
PT5
PT6

Chemistry Subjects
Dissolution and Precipitation
Equilibrium
Gas Laws
Mixtures
Redox Reactions
Nomenclature of Hydrocarbons and
Isomers
Chemical Bonds

Class Level of
Chemistry Subjects
11
10
10
11
12
10

Table 2. The chemistry subjects taught by the student teachers
Data Analysis

The goal of the case study was to provide a rich accumulation of data. Case study
analysis enables the researcher to distinguish emerging categories or concepts from the data,
thus leading to new insights. With this in mind, firstly, the recorded interviews of the six
participants were carefully transcribed by the researcher. As she transcribed the interview
data, she checked them repeatedly to look for major evidence of how various types of
feedback sources supported or impeded the student teachers’ teaching performance and selfefficacy. In order to discover the emergent categories, content analysis was implemented with
the data. Content analysis can be divided into two types: deductive and inductive (Ellis &
Barkhuizen, 2005). In the present study, the researcher’s analytical approach was generally
centered on the latter type of content analysis, inductive analysis, which is based on Miles
and Huberman (1994) framework for qualitative data analysis. According to this framework,
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the data was operationalized through data reduction, data display, and drawing and verifying
conclusions. The data reduction was carried out through editing, segmenting and
summarizing the data. Afterwards, coding and memoing was carried out to look for emerging
categories and patterns. The researcher used check coding to test inter-coder reliability. This
stage was conducted by calculating the percentage of agreement related to the transcribed
interviews. For this purpose, the researcher coded the transcriptions along with one expert
who had carried out numerous studies related to teacher education. After discussing the
coding, inter-coder reliability was determined at 0.90. In the data display phase, all of the
coding categories were added to the appropriate grid in order to obtain a better understanding
of the messages apparent in the data. Drawing and verifying of conclusions were done
concurrently with data reduction and data display. In this manner, the researcher worked back
and forth between the categories and the database until a comprehensive set of categories was
established.
Limitations
The data from the research were obtained from semi-structured interviews, which were
conducted at the end of the study in order to explore the role of various types of feedback in
student teachers’ self-efficacy beliefs and teaching performance. Furthermore, this was a case
study that consisted of 6 volunteer chemistry student teachers in their senior year. With a
larger sample size, it would have been possible to discover rich and various descriptions of
interviews. Additionally, since the perspective of qualitative research is partial the findings of
this study represent a temporary and limited view. The data collection phase was limited to 4
weeks.
Findings and Discussions
The findings of each sub-problem of the study are presented in tables below, followed
by the researcher’s interpretations and discussion.
Findings of the First Sub-problem

The first question in the first sub-problem of the study was “Does the type of feedback
received by student teachers affect their self-efficacy beliefs towards teaching positively or
negatively?” According to the interview data presented in Table 3, each student teacher stated
that the feedback they received had a positive effect on their self-efficacy beliefs towards
chemistry teaching. PT3 and PT5 stated that feedback helped them to develop themselves and
that they believed they could become more sufficient in the upcoming education process. PT1
and PT6, furthermore, expressed that while they had concerns about teaching chemistry, this
anxiety diminished after the application. However, PT1’s negative experience caused by his
mistakes in lecturing led to concern during his second lesson and decreased his self-efficacy
belief somewhat. As a result, PT1 reported that the feedback based on mastery experiences
lowered his self-efficacy belief in teaching chemistry.
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Discussion of the First Sub-problem

When the student teachers were asked whether the feedback based on self-efficacy
beliefs affected their self-efficacy beliefs toward chemistry teaching positively or negatively,
they mainly answered that it had a positive effect. Each of the student teachers expressed that
the feedback enhanced their performance and increased their beliefs about being sufficient for
teaching. This may be explained by their generally positive experiences, as with Parker and
Spink (1997), who established that student teachers with successful experiences have high
self-efficacy. In the present study, only PT1 related that his poor experience in the first lesson
was reflected in the second lesson, and therefore, his belief about being sufficient was
decreased. However, it was observed that the experiences he had in subsequent lessons and
the verbal persuasion he received from the researcher decreased his worries, and he
conducted a more successful lesson with a more positive classroom environment. This
situation revealed the idea of having a better teaching in the future. This result supports
Nespor’s (1987) study, which demonstrated that the positive and negative experiences of
student teachers affected the decisions they made in the classroom. In this regard, while
student teachers who had positive experiences were more eager to teach, the ones who had
poor experiences stated that they tried to avoid teaching and that the experiences affected
their self-efficacy beliefs.
In addition, the emotions of the student teachers during their experiences in the
classroom environment affected their self-efficacy beliefs. Sutton and Wheatley (2003)
expressed that a positive classroom atmosphere was effective in encouraging thinking about a
problem and creating solutions, and emphasized the importance of emotions on self-efficacy.
Likewise, Carter (2006) established that the teaching experiences of student teachers affected
their self-efficacy beliefs, and that the other candidates following these student teachers had
more positive beliefs towards teaching. Thus, it was revealed that both mastery and vicarious
experiences affected self-efficacy beliefs.
Many researchers have revealed that student teachers overcame difficulties by mastery
experiences, and individual and cooperative feedback, and thus acquired high self-efficacy
beliefs (Bandura, 1997; Bryan, 2003; Tschannen-Moran & Woolfolk-Hoy, 2007). Bandura
(1997) likewise argued that self-efficacy belief sources not only provide opportunities for
student teachers to develop themselves and implement teaching strategies, but also that
reflecting individually and cooperatively contribute greatly to self-efficacy beliefs.
Furthermore, Atay (2003) emphasized that efficacy beliefs in student teachers should be
revealed with different resources, and that existing thinking and beliefs should be developed.
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The impact of
feedback on
self-efficacy belief

PT

Sample views

As volunteering students in this study, we learned a lot from each other. We
learned not only from our experiences, but also from the lessons we had, the
approaches of the student teachers we observed and our understanding of positive
environment … Honestly, I didn’t really believe that I would be able to teach
chemistry very well, and I had some concerns. But I saw that I could teach
chemistry much better with the feedback [I received]. My self-confidence
improved. I have no doubt that I will be much better at teaching chemistry. (PT1)
Feedback helped me self-criticize in many respects. I even started to give
PT1
contemporary examples for students to learn better in the last lessons. All the
PT2
feedback I received helped me refresh my self-confidence and self-respect. (PT2)
PT3
Feedback helped me develop myself in some areas where I was insufficient. No
PT4
doubt it made me think that I could teach more effectively. (PT3)
Positive
PT5
I can say that it had a positive effect. For example, I had some difficulty in
PT6
solving problems in the second lesson. However, both the experience during the
lesson and my peers’ having the same thinking made me go to my next lesson
better prepared. In other words, making up for this mistake increased my selfconfidence. This situation made me happy inside. (PT4)
If I were to draw a graphic starting from the first lesson to the last one, I can
definitely say that it increased positively. Even the question-answer technique I
used in the first lesson was a lot different from the last lesson … I developed
myself in every respect, and I became open to every criticism. Therefore, I felt
more competent in the next lesson compared with the previous one. ( PT5)
It decreased my concern about lecturing in chemistry subjects and how to reach
students. (PT6)
I got very nervous after [I made] mistakes during the mastery experience, and of
course I could not teach the subject to the students. In the next lesson, again, I
Negative
PT1
could not shake off this nervousness … To tell the truth, the best thing with that
much tension and negative thoughts was to reach the end of the lesson. Therefore,
I thought I would have trouble in lecturing, and I got concerned. (PT1)
Table 3. The views of chemistry student teachers about the impact of the feedback they received on
their self-efficacy beliefs

Findings of the Second Sub-problem: The Relationship between Mastery Experiences and Teaching
Performance

The views of the teachers concerning the role of feedback that was received through
their mastery experiences after their micro-reflective teaching sessions in their teaching
performance are described in Table 4. While all of the student teachers except PT6 stated that
the mastery experience helped them to discover their strengths, the entire group expressed
that the mastery experiences were helpful in allowing them to see their deficiencies and in
implementing theory. Apart from this, PT2, PT3 and PT5, who had prior teaching experience,
were observed to have the ability to make decisions based on situations that occurred during
the application; therefore, they could take appropriate steps when unexpected situations arose
during a lesson. This helped the student teachers to realize that they could reflect during the
course of active teaching.
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Mastery
experiences

PT

Sample views

Determining
strengths in
teaching

PT1
PT2
PT3
PT4
PT5

I was wondering what kind of path to follow during a lecture; however, I realized that
I was sufficient during the experiences. (PT2)

I realized that I was able to actively include students in the lessons and make them
listen to me. (PT5)
Seeing my deficiencies in many respects demoralized me; however, I realized that I
could eliminate them through intense experiences. (PT1)
I gained a lot from the mastery experiences. I had the opportunity to realize some of
PT1
my deficiencies and also to change them before becoming a teacher. (PT2)
PT2
In theory, we can understand how experiments take place. To give an example from
PT3
Determining
daily life, there are many programs that provide recipes. However, you cannot say “I
PT4
deficiencies in
learned them and I can cook them.” Your spoon might be smaller than the one on
PT5
teaching
TV. This can change the taste of your food. Only when you [actually] cook can you
PT6
understand the circumstances. It is the same for the way you teach… Therefore, I
think that this four-week process definitely helped me see my deficiencies in
teaching. (PT4)
PT1
To live mastery experiences is actually the biggest contribution in my chemistry
The opportunity
PT2
teaching capacity... because the pedagogical lessons we had provided useful
to implement
PT3
theoretical information; however some things you experience cannot be explained in
theory
PT4
books. (PT1)
PT5
I gained the ability to apply my theoretical knowledge, and the contribution to my
PT6
future teaching is considerable. (PT6)
Of course it had an impact. For example, when I was about to show the students
some animations about Boyle’s law, the computer was slow to start … To use the
time, I asked if any of the students knew about Boyle’s law; this provided them with
reinforcement and also kept them interested. I realized that I can overcome difficult
situations during lessons. ( PT2)
It was very effective. For example, during one lesson, instead of writing mass
PT2
The ability to
concentration, I wrote weight concentration while separating concentrations in terms
PT3
reflect during
of amounts … of course, before, I said weight concentration instead of mass
PT5
action
concentration while giving the difference between mass and weight … of course I
immediately corrected it … so I realized my mistake during the lesson. (PT3)
Because I did not know the level of the students beforehand, I started with a general
lecture. However, I realized that they did not have much information about organic
chemistry, and immediately I decided how long it would take for students with little
chemistry information to learn and how would they learn; and I applied this
immediately. So I realized that I could make instant decisions during a lesson. (PT5)
Table 4: The views of the chemistry student teachers about the impact of the feedback they received in
regard to the mastery experience on their teaching performance

Discussion of the Second Sub-problem: The Relationship between Mastery Experiences and Teaching
Performance

When the student teachers were asked how they viewed the role of feedback based on
mastery experiences in their teaching performance, they all expressed that the mastery
experience had contributed to revealing their deficiencies in teaching and in applying theory
in practice. Likewise, numerous researchers have found that mastery experiences were useful
in helping student teachers to see the deficiencies or problems in their teaching; furthermore,
they affected and enhanced their performance due to the experiences it provided (Arikan,
2004; Kukanauza de Mazeika, 2001).
Similarly, Cannon and Scharmann (1996) established in a study with student teachers
that mastery experiences were effective in drawing attention to deficiencies in teaching
science. In this study, all of the student teachers except PT6 expressed that mastery
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experiences enabled them to determine their strengths in teaching. Usher and Pajares (2008)
also argued that mastery experiences provide valuable opportunities for individuals to learn
about their own teaching and how they were valuable, while Sisman and Acat (2003)
likewise emphasized that student teachers perceived a positive change in their understanding
of teaching and had the chance to learn about their own teaching through mastery
experiences.
Furthermore, PT2, PT3 and PT5, who had also had prior teaching experience, revealed
that they could reflect in the course of their teaching through making instant decisions in
unexpected situations that occurred during their mastery experiences. This reflects Schon’s
(1987) contention that student teachers with past teaching experiences can evaluate their
environment and make new decisions when they encounter unexpected situations, and they
can implement those decisions in the course of direct experiences. Similarly, Bandura (1997)
expressed that student teachers with past experiences can improve their performances based
on those experiences and alter their behaviors based on the classroom atmosphere. On the
other hand, as Osterman (1990) argued, without prior experience, an individual may not see
his deficiencies or mistakes, or in other words his needs, and that experiences enhance the
ability to reflect while acting.
Findings of the Second Sub-problem: The Relationship between Vicarious Experiences and Teaching
Performance

When the views of student teachers about the role of feedback based on vicarious
experiences in their teaching performance were examined, PT1 and PT4 reflected about
whether they had made similar mistakes themselves and stated that it was necessary to focus
on such mistakes in order to improve (see Table 5). In addition, PT3 and PT6, who modeled
some successful behaviors that they admired from vicarious experiences, indicated that they
applied these in later lessons. Finally, PT2 and PT5 reported that observing others improved
their self-confidence, and therefore, they became more competent in some areas.
Vicarious
experiences

PT

Sample views

For example, while watching a friend of mine, I saw that he completely forgot to
communicate with the students and that he focused only on lecturing. I wondered if I
Realizing
PT1
did the same, and yes, I did. Therefore, I realized that this mistake was made by others,
repeated
PT4
too. Of course we had to fix this situation. (PT1)
mistakes
Looking at them, I analyzed similar mistakes in my teaching. I focused on my mistakes
for the sake of my improvement. (PT4)
I caught the successful aspects and tactics of some of my friends. For example, I found
my friend PT5’s relationship with students, and my friend PT1’s sensitivity in planning
Taking
and programming the lesson, to be very successful. I tried to pay attention to these
PT3
successful
subjects. (PT3)
PT6
behaviors as an
According to my first lesson, I gave the impression of a distanced teacher. At this
example
point, I observed how my friends talked and behaved toward the students. I found one
of my friend’s joking with the students to be quite amusing. Seeing that made me think
that it was possible for me, too. (PT6)
Actually, observing my friends enhanced my self-confidence even more, because I saw
myself more competent in some areas than them. Moreover, I think that other student
Enhancing selfPT2
teacher friends of mine benefited from my knowledge and experiences. (PT2)
confidence
PT5
I can say that it affected me positively. I criticized myself by looking at them, and of
course I realized how I was able to make students listen to me, and therefore, my selfconfidence increased. (PT5)
Table 5: The views of the chemistry student teachers about the impact of the feedback they received in
regard to vicarious experiences on their teaching performance
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Discussion of the Second Sub-problem: The Relationship between Vicarious Experiences and Teaching
Performance

In the findings acquired in relation to the question of how feedback based on vicarious
experiences affected the student teachers’ performance, PT1 and PT4 expressed that vicarious
experiences helped them to realize that they had made similar mistakes. This issue supports
the contention of Sullivan, Buckle, Nicky, and Atkinson (2012) that observing others
contributes to a review of one’s own teaching style and recognition of teaching behaviors.
Topping et. al. (2000) assert that this reflection results in student teachers gaining
metacognitive skills and also permits them to see the mistakes of others. According to Lin,
Liu, and Yuan (2001), this critical insight may result in improved performance. Moreover,
PT3 and PT6 indicated that vicarious experiences allowed them to take successful and
admirable behaviors as examples, thus enhancing their performance. These views are
supported by Argun (2008), who established that when student teachers encountered difficult
situations, they tended to switch to teaching methods used by expert teachers, as well as
Bandura (1997), who based the performance of student teachers on their taking successful
behaviors as a model.
According to the views of PT2 and PT5, who had prior experience, observing their peers
enhanced their own self-confidence, and their performance was positively affected as a result
of the recognition that they were competent in this area. The enhanced self-confidence of the
student teachers, as well as its visible reflection on their performance, relates to the study of
Gunning (2010), who noted that vicarious experiences affected student teachers’ selfconfidence and enhanced their sense of efficacy, leading to more successful teaching
performance. Likewise, Kim (2005) revealed that observation alone did not contribute
significantly to teaching performance; however, student teachers who both observed others
and gave and received feedback demonstrated improved performance. In the present study, as
well, student teachers’ roles as both observer and observed enabled them to see themselves
critically.
Findings of the Second Sub-problem: The Relationship between Verbal Persuasion and Teaching
Performance

The findings concerning the role of feedback based on verbal persuasion in the
performance of student teachers are outlined in Table 6. According to the data, all of the
student teachers except for PT5 and PT6 reported that verbal statements were motivating, and
they joined later lessons with a higher degree of motivation. PT1, in particular, expressed that
he had difficulty in accepting the criticisms from his peers at the beginning of the study;
however, considering the objective of the study, he started to view these criticisms
as constructive and afterwards accepted them. All of the student teachers except PT2 and PT3
emphasized that verbal statements motivated and enhanced their critical thinking, because it
gave detailed information. Furthermore, critical thinking enabled them to see the incorrect
behaviors they had missed during their teaching.
Discussion of the Second Sub-problem: The Relationship between Verbal Persuasion and Teaching
Performance

An examination of the relationship between verbal persuasion and teaching
performance revealed that feedback based on verbal persuasion affected student teachers’
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performance in terms of motivation and critical thinking. Primarily, all of the student teachers
except PT5 and PT6 set forth that verbal persuasion motivated them and improved their
performance. Similarly, Visser (1998) established that verbal persuasion including motivation
created positive tendencies with student teachers. According to his research, when student
teachers who had received verbal persuasion were compared with those who had not, the
teachers who had received verbal persuasion demonstrated enhanced motivation and
performance. Similarly, Kainz (2007) examined the relationship between verbal statements,
motivation and performance, and found that motivation was increased by positive statements;
thus, it had a positive effect on student teachers’ performance. In the related research, student
teachers’ stating how feedback based on verbal statements affected their performance was
attributed to motivation, which might result from the fact that student teachers made
statements that were trustworthy and believable. The results of the present study concerning
the performance-enhancing impact of verbal statements appear to support many existing
studies (e.g., Akilli, 2007; Biggs & Tang, 2007; Lomas & Nicholls, 2005). Furthermore, in a
study concerning the relationship between peer assessment and professional development,
Salih (2013) revealed that when student teachers assessed their peers’ teaching, their
performance was enhanced.
An additional issue noted by most of the student teachers in the present study was that
verbal statements lead to critical thinking. Likewise, Harford and MacRuaric (2008)
demonstrated that verbal statements between student teachers about their teaching
performance created a critical dialogue and helped them to lecture more effectively.
Numerous additional studies have also indicated that verbal persuasion eased achieving the
goal of the lesson, and at the same time they emphasized that through critical thinking,
individuals had the opportunity to analyze their problems and view them differently (Boreen,
Johnson, Niday, & Potts, 2000; Jay & Johnson, 2002; Griffin, 2003; Sibbald, 2008).
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Verbal
persuasion

PT

Sample views

Especially as our researcher and teacher, you tried not to demotivate us, even when you
knew we had [given] a bad performance. I comprehended better as the study developed
that you were trying to enhance our motivation. At first, it was hard for me to accept
my friends’ criticisms; however, after starting to experience the real purpose of the
study, there were not any problems left for me … so I started to become more
motivated during the study. (PT1)
I saw that verbal persuasion is very important in teaching in terms of motivation.
PT1 The feedback I received from my friends helped me to be more motivated toward the
PT2 lesson … it enhanced my success in the classroom. Therefore, I felt more happy and
Enhance
PT3 hopeful … and this was reflected in my lecturing. (PT2)
Motivation
PT4 In particular, the advice from you and my friends enhanced my motivation … for
example, it helped me to use the tools and equipment in the classroom and to lecture
more actively and sympathetically. This became a permanent teaching competence for
me. (PT3)
I would like to explain its impact like this. During the third lesson, not being able to
solve the hard problem I chose on the board for a while made me think I was teaching
very poorly. However, my friends told me that I panicked a little, but I was not so bad,
and that I had looked at my notes for a long time. The support of my friends
encouraged me … it enabled me to enter to the next lesson with more confidence.
(PT4)
I tried to consider the criticisms from you and my friends. The detailed feedback made
me think harder about them … I took the parts I thought of as correct … and I tried to
show this with my performance. (PT1)
Firstly, I learned to look critically…I considered all the verbal assessments in my head.
So, the things that I doubted became clear … I also helped some to come up with new
PT1 solutions. (PT4)
Create critical
PT4 Because they did not come to the board in the first lesson, I called one of the students a
thinking
PT5 “coward”. You and some of my friends told me that I should not call her that, because
PT6 it might be misunderstood … I thought about that …it was right. You told me the truth,
actually … and I saw this as important verbal advice … I can say that it was quite
useful. (PT5)
Frankly, my friends observed me carefully … afterwards, I criticized myself, too …
especially having the same tone of voice … and they were right about my standing
position in the classroom. A friend said that wearing high heeled shoes … having a
loud voice distracted the students, as well. (PT6)
Table 6: The views of the chemistry student teachers about the impact of the feedback they received in
regard to verbal persuasion on their teaching performance

Findings of the Second Sub-problem: The Relationship between Physiological and Emotional Situation
and Teaching Performance

The findings concerning the role of feedback based on physiological and emotional
situations in the performance of student teachers are presented in Table 7. According to the
data, PT2 and PT6 reported that their self-confidence and performance were both enhanced
due to a constructive classroom environment. On the other hand, PT1 expressed a negative
view, noting that because it was his first time before a class, he felt nervous and therefore did
not perform well. Similarly, PT3 revealed that lecturing in front of a camera in his first lessons
caused him stress, and this diminished his presentation ability. PT4, PT5 and PT6, however,
emphasized that the close relationships they built with the class over time decreased their
concern about their teaching skills, and this was reflected positively in their performance.
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Physiological and
emotional
situation

PT

Sample views

Of course it affected my performance. For example, the animations I prepared for the
students helped them get all the answers to the questions they had in their minds. Seeing
them understand made me happy, as well, and enhanced my self-confidence. (PT2)
Enhancing
PT2
In particular, the positive atmosphere I experienced from the students in time affected me
self-confidence
PT6
a lot. I said to myself that I can achieve more … my concerns decreased … of course, my
self-confidence was enhanced. Also, the relationship we created in time by guarding the
borders enabled more enjoyable lessons. (PT6)
I was excited; because it was my first time to lecture a class … I could not focus on the
lesson. I made many mistakes while teaching the subject. I could not read even the
simplest salt example. Of course, I was feeling very nervous. I realized that this
decreased the confidence the students had in me ... they started to talk among
Decreasing
themselves. I was annoyed because of this. Therefore, I always stuck to the PowerPoint
lecturing
PT1
presentation. (PT1)
(presentation) skill
PT3
The presence of the cameras in the study put us in an uncomfortable situation ... An
environment filled with questions like, “Will I be able to finish the lesson on time?”
“Will I be able to use the materials appropriately?” disturbed us a little. Honestly, it was
hard for me to get used to it in the first lessons, and also to my excitement in the lessons
... therefore, this was reflected in my lecturing. (PT3)
I can give this kind of example for it: Because I was not feeling well, I was a little
stagnant in my last lesson, and I was concerned that they might not listen to my lesson;
but maybe because we were close with this class, they paid more attention. There was a
more sincere atmosphere, such that they wanted to take photos together. (PT4)
PT4
I am relaxed in the classroom atmosphere, and I reflected this to my students, too.
PT5
Because of my first encounter, I have some worries…but not so much ... meeting and
Decreasing worry
PT6
getting to know the students and sometimes making them laugh clearly diminished my
worries, and of course it enabled me to teach more comfortably. (PT5)
In particular, the positive atmosphere I experienced from the students in time affected
me. I said to myself that I can achieve more … my concerns decreased …of course, my
self-confidence was enhanced. Also, the relationship we created in time by guarding the
borders enabled more enjoyable lessons. (PT6)
Table 7: The views of the chemistry student teachers about the impact of the feedback they received in
regard to physiological and emotional situations on teaching performance

Discussion of the Second Sub-problem: The Relationship between Physiological and Emotional Situations
and Teaching Performance

According to the findings concerning the role of the feedback based on the
physiological and emotional situation in the teaching performance of student teachers, PT2
and PT6 experienced a constructive classroom environment, and therefore, their selfconfidence in their teaching improved, and their teaching became more effective. Researchers
have emphasized that positive feelings create an opportunity for an individual to assess his or
her situation realistically and to become more creative and effective, with a high degree of
self-confidence; this situation has a positive impact on teaching performance. Contrary to
this, it has also been asserted that an individual full of negative feelings cannot find solutions
to the problems due to high anxiety, cannot assess a situation properly, and may perform
poorly due to low self-confidence (Bandura, 1997; Fredrickson, 1998; Pekrun, 2006). In this
study, PT1 expressed that his first teaching experience was very stressful, and this situation
negatively affected his presentation skills. Likewise, PT3 stated that environmental factors
such as cameras in the classroom caused him stress, and this had a negative effect on his
presentation skills. A similar observation has been made by Hamre and Pianta (2004), who
concluded that stress and excitement felt in the classroom environment was directly related to
teaching performance, and that stress negatively affected performance. Bandura (1997)
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likewise expressed that a negative classroom atmosphere prevented student teachers from
feeling relaxed and diminished their both their self-efficacy and their presentation
performances. Furthermore, when a difficult situation was encountered in a learning
atmosphere, emotions affected thoughts and performance; in his view, performance is an
unstable structure which can be affected by emotions. In this respect, Sutton and Wheatley
(2003) contend that candidates may reflect a better performance by controlling their
emotions, while Güney (2008) also stated that excitement, anxiety and fears of student
teachers affect presentation performances negatively.
Another category that emerged in the current study was that the physiological and
emotional situation decreased the worries of student teachers, and accordingly, their
performance was improved. PT4, PT5 and PT6 emphasized that the close relationship they
developed with the class over time decreased their worries, and this situation was positively
reflected in their performance. Many studies in the literature revealed that emotional
situations of student teachers, such as stress, fear or excitement during the lessons, prevented
meaningful, active and effective participation by the teacher and impaired the relationship
between the student teacher and students. It was also seen that constant negative feelings
caused a decrease in performance, self-efficacy belief and inner motivation and created
burnout. On the contrary, student teachers who had a positive classroom environment and
positive feelings resisted difficulties more, experienced enhanced motivation and attended to
lessons actively. In addition, it has been stated that such feelings were reflected in candidates’
personal characteristics. (Goddard, Hoy, & Woolfolk-Hoy, 2004; Ones, Dilchert,
Viswervaran, & Judge, 2007; Sutton & Wheatley, 2003; Warren, 2010).
Findings of the Third Sub-problem

When the findings obtained from the chemistry student teachers concerning the third
sub-problem, “What types of feedback that are based on self-efficacy sources do student
teachers find to be most useful in their teaching after MRT sessions?” were analyzed, PT1,
PT2 and PT6 expressed that mastery experiences were the most useful. In particular, PT1 and
PT2 emphasized that mastery experiences were useful in gaining experience. While PT1 saw
the four-week experience process as a micro-study of what could happen in a real classroom
environment, PT2 emphasized the importance of direct experiences by stating that the best
way to learn was through acting and living. On the other hand, PT6 expressed that mastery
experiences were effective in calling attention to mistakes and changing an ineffective
approach.
However, PT3 and PT4 stated that mastery experiences were not the most useful, but
that verbal encouragement was more effective in their teaching. PT4 remarked that direct
experiences enhanced the degree of excitement and attention, but because he was not aware
of exactly what he was doing during the lesson, it was also important to have researcher’s and
peers’ constructive criticism. PT5 also expressed that verbal encouragement was the most
useful, emphasizing the importance of being appreciated by others and stating that this
encouragement helped him to develop the question-answer technique and improve his
attitude towards the teaching profession (see Table 8).
Discussion of the Third Sub-problem

When the student teachers were asked about their opinions on the most useful type(s) of
feedback, all except PT5 reported that mastery experiences were the most useful. PT1, PT2 and
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PT6 stated that the teaching experiences acquired in a real classroom environment were very
important in learning about their own teaching methods and in gaining experience. This result
reflected the study of Brand and Wilkins (2007), who analyzed the progress of student
teachers who became effective science and mathematics teachers by keeping in mind
Bandura’s (1997) four different types of feedback that affect self-efficacy beliefs. Their study
revealed that the self-efficacy and performances of the student teachers were mainly affected
by their own experiences. The importance of mastery experiences in the present study also
aligned with the results of the studies of Malinen et al. (2013) and Mulholland and Wallace
(2001). For instance, Malinen et al. (2013) established through structural equation modeling
that student teachers from different countries cited mastery experiences as the most effective
precursor in professional development. Moreover, Mulholland and Wallace (2001) asserted
that mastery experiences were the most effective type of feedback for enhancing feelings of
efficacy and confidence.
The most useful
feedback

PT

Sample views

I think the mastery experiences were the most useful ones, because first of all, I believe
that this study provided us with a big experience … 4 weeks of time was like a whole
life. It was a micro study of “What can happen in a real classroom atmosphere by living
the classroom atmosphere and also communicating with students?” For me, the most
important thing that this study provided was the message “always be ready for
everything”. (PT1)
PT1
All of the feedback was very important, but for me, the directly acquired experiences
PT2
were much more important, because the best way to learn is through living. Through
Mastery experiences
PT6
these experiences, I had the opportunity to see myself and recognize my mistakes. I saw
that in the very beginning of my teaching life, I acquired many experiences. (PT2)
Mastery experiences are definitely the most useful ones. Once I did lecturing in two
lessons. I thought this method would be beneficial. But in those two lessons, in
particular, the students got bored, and they seemed not to understand ... I could not get
answers to my questions … therefore, I had to add another method. However, if I had
not had these experiences, I would have continued to lecture just like in those lessons,
because I would not be aware of the bad outcomes. (PT6)
I can say that the biggest contributions I received are from direct experiences and your
encouragements. Both enhanced my effort and helped me to develop new materials
(slides, simulation, etc.) … [and] helped me to realize my deficiencies at work. Besides,
the encouragement helped me actively participate in the lessons. Honestly, I can say that
both of these made great contributions to my teaching efficacy. (PT3)
Mastery experiences
PT3
I can say that mostly our own experiences and others’ opinions about us had primary
and verbal
PT4
importance. Personal experiences are important, because they are something that
persuasion
enhances excitement and attention … But it is not enough, because I do not know
exactly what I am doing there. Therefore, your and my friends’ opinions are important,
as well ... These assessments made me see that I did not really pay attention to this or
that, and that I also constructive … Therefore, you get support for self-confidence and
self-criticism, and later, in respect to these, you set out to change yourself. (PT4)
Maybe I could mainly think of mastery experiences. However, mastery experiences are
visuals that I provide for myself in myself … “oh you did good, you did right or wrong”
… this stays within me. Apart from this, it is more important to be appreciated by
PT5
someone else … much better… for example, when using the question/answer technique,
Verbal persuasion
they told me that I used something good like this, and that gave me the opportunity to
use it even better. So, the question/answer I used in the beginning was different from the
last lesson. Being appreciated by others is much better. Of course, it also affects my
attitude towards the teaching profession positively. (PT5)
Table 8: The views of the chemistry student teachers about the most useful feedback that affected their
teaching performance

Another result of this study indicated that, as PT3 and PT4 stated, verbal persuasions
along with mastery experiences played an important role in developing the teaching
performance of student teachers. These results showed parallelism with Kim’s (2005) study,
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which revealed that student teachers who had mastery experiences and received verbal
feedback performed well in their practice.
The reason for this may be due to the existence of a sense of responsibility in the
candidates developed through direct experiences in teaching, as well as the effort of reflecting
a better performance by analyzing mistakes with the support of peers. One of the exciting
results of this study was PT5’s proposal that verbal persuasion was the most effective
feedback in terms of improving performance. From this point of view, it could be said that
verbal support, apart from other types of feedback, has the most effective role in teaching
performance. Numerous studies have revealed that verbal persuasion is very important in
professional development (e.g., Kiraz, 2003; Zanting, Verloop, & Vermunt, 2001); existing
studies have shown that verbal persuasion has a guiding effect and plays an important role in
developing the thoughts, beliefs and performances of the student teachers.
Findings of the Fourth Sub-problem

In the final sub-problem, the views of the student teachers on the question “On what
areas of their teaching do student teachers see different types of feedback as having the most
impact?”
were explored, as shown in Table 9. According to PT2 and PT4, different types of feedback
were more effective in the area of assessment and evaluation, and that as a result of this
feedback, they were trying to be more careful while preparing questions to evaluate students.
In particular, PT4 realized that he had selected an overly difficult question by overlooking the
simple towards complicated principle and made an effort to modify this behavior.
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Area of teaching

PT

Sample views
I can say that the feedback was influential mainly in the area of assessment and
PT2
evaluation field, and it was helpful in creating questions at a certain level. (PT2)
Assessment and
I saw that I could not ask sufficient questions concerning whether they had
evaluation
PT4
learned the subject, and it was wrong to ask a hard question instead of preparing a
question based on the simple to complicated principle. In the last lesson, I paid a
little more attention when choosing question samples. (PT4)
I can say that it is very influential in the area of communication, as well. Due to
the feedback, I think I made quite a bit of progress in terms of communication.
For example, I am careful to emphasize the important parts of the subject by
raising my voice. This situation helps me maintain the relationship with the
student. (PT2)
PT2
Most of the feedback was about me not being able to speak fluently … for
PT3
example, creating long sentences and not making eye contact with the students ...
Communication
PT5
I tried to pay attention to this during the lessons. (PT3)
PT6
Most of the feedback was about me standing in one position before the board,
lecturing with my hands in my pockets; that is to say, having poor body language
… Also, another mistake of mine was that I was looking in any direction except at
the students while teaching. Of course I tried to fix these in time. ( PT5)
The feedback showed me that I must use my tone of voice and body language
better. (PT6)
The feedback I received mostly enhanced my effort in delivering the subject. I
thought I had good subject content knowledge, but I saw that I made many
mistakes. I realized that I was teaching better after the experiences, and my
friends think the same. (PT1)
I found out that it was difficult for me to give contemporary examples about my
PT1
subject, because there were some pauses here and there. In the following lessons,
Subject Content
PT3
I paid attention to studying my subject from different sources. (PT3)
Knowledge
PT4
It helped me to see myself during the delivery of the subject. For example, in my
second lesson, I had told students about the oxidation in a “molecule” instead of
the concept of “compound”. Also, they told me that I was writing the word
“oxidation” without its vowels. I was also surprised at myself for doing so ... In
another lesson, instead of picking an easy question for the first time, I picked a
hard one, and I could not even solve it myself. Honestly, this feedback
encouraged me to study harder in this field. (PT4)
Table 9: The views of the chemistry student teachers about the area in which the feedback was the most
influential

On the other hand, most of the student teachers found that feedback was most
influential in the area of communication. These student teachers, especially those who had
problems with tone of voice, fluent use of language, and body language, stated that they
began to pay attention to these in other classes in order to improve their communication. For
instance, PT5 realized that he made very long sentences and could not make eye contact with
the students; therefore, he paid extra attention to these issues. PT1, PT3 and PT4 all expressed
that they realized they had problems in lecturing on their subjects, and they recognized that
they had to study the subjects prior to giving the lessons.
Discussion of the Fourth Sub-problem

In the final sub-problem of the study, the student teachers were asked which areas the
different types of feedback based on self-efficacy beliefs impacted the most. PT1, PT3 and PT4
expressed that feedback was helpful in illustrating the deficiencies in their knowledge, in
accordance with Liu’s (2004) study; his analysis of the self-efficacy beliefs of American and
Chinese student teachers established that self-efficacy belief sources affect the content and
pedagogical knowledge of student teachers. In this respect, in particular, PT3 stated that he
experienced difficulty in giving contemporary examples during his teaching, while PT4
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expressed that he could not solve the problem he gave as an example on the board. These
results seemed to support Davis’ (2003) contention that student teachers with limited content
knowledge could not give contemporary examples, and that they were insufficient in
answering students’ questions; he suggested that these problems can be overcome by
different approaches. According to the existing literature, student teachers struggled most
frequently during their teaching practice with respect to content knowledge, and that they
particularly wanted feedback about this problem (Canbazoglu, 2008; Kukanauza de Mazeika,
2001; Usak, 2005). Studies have also shown that student teachers who had problems in
teaching were the ones with misconceptions.
Aside from these issues, many of the student teachers noted the effects of feedback on
their communication skills. For instance, the student teachers who recognized deficiencies in
their body language and tone of voice as a result of feedback, tried to implement solutions to
communicate more effectively in later lessons. According to Hosgorur (2007), the degree of
efficiency and effectiveness of a student teacher can be measured with the level and variety
of the communication skill. Furthermore, Demiray (2011) stated that the most important tools
for carrying messages between teachers and students in a healthy way include the voice and
the body language of the teacher. In this study, PT2 and PT4, who benefited from assessment
and evaluation, felt that their skills in asking more efficient and better questions were
improved. In this respect, it can be said that it was necessary to provide the student teachers
with resources such feedback and environment in order to help them reflect the assessment
and evaluation methods they know in theory. Berberoglu (2006) indicated that student
teachers who use appropriate assessment methods during the learning process can enhance
their students’ learning and provide a more fruitful learning environment.
Conclusions
This study, in which sources based on self-efficacy beliefs were used as feedback, was
conducted for the purpose of exploring how the teaching performance and self-efficacy
beliefs of student teachers were affected by this feedback. As a result, it was revealed that
feedback affected student teachers’ self-efficacy beliefs. In particular, successful experiences,
a constructive classroom environment and working in a cooperative environment with their
peers increased their self-efficacy beliefs. In this respect, it can be said that their self-efficacy
beliefs were positively affected overall.
Mastery experiences contributed to the performances of the student teachers, who had
enhanced self-efficacy towards teaching, in terms of the recognition of their deficiencies in
teaching and the implementation of theory. At the same time, the experiences revealed that
some of the student teachers had the ability to reflect during lessons. This skill may have
been developed as a result of the student teachers’ past experiences. However, it was also
revealed that vicarious experiences, which were one of the sources of feedback, enabled the
student teachers see their similar mistakes and take admirable behaviors as examples; thus,
the vicarious experiences were effective in enhancing their self-confidence, as well as
improving their performance.
The student teachers were able to observe both their peers’ and their own performance
through indirect experiences. Similarly, verbal persuasion enhanced critical thinking among
the participants. The detailed verbal statements provided by their peers and the researcher in
the micro-reflective sessions enabled the student teachers to analyze their teaching and to
look at it from a different point of view, as with Bandura (1997), who concluded that verbal
statements about teaching experiences given in long-term and safe environments enhanced
critical thinking in student teachers and made their teaching experiences more effective. This
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study, which revealed that verbal persuasion was also important for motivation, likewise
confirmed the direct relationship between motivation and performance.
In addition, the present study revealed that experiencing a positive class environment
was important for performance; and furthermore, emotions were reflected in student teachers’
levels of self-confidence, anxiety and presentation abilities. While negative feelings caused
underperformance in presentation skills, positive feelings enhanced the student teachers’ selfconfidence and therefore contributed to their active participation in the lessons. The student
teachers also stated that apart from this, the most useful types of feedback in terms of their
performance were the mastery experiences and verbal persuasion; they also underlined the
importance of feedback that affected their self-efficacy beliefs. Accordingly, it can be
concluded that all of these types of feedback played an important role in both the selfefficacy beliefs and performance of the student teachers. This situation can be related to the
self-confidence and motivation that were acquired by the student teachers over time.
Additionally, student teachers who struggled with subject content knowledge had difficulty in
lecturing on those subjects, creating obstacles to communication. So, each of the student
teachers stated that different types of feedback were useful with respect to subject content
knowledge, assessment and evaluation methods and communication. During the reflections, it
was seen that student teachers focused mainly on the areas where they were criticized by their
peers and the expert researcher.
In conclusion, it can be said that feedback from different sources plays a major role in
the behaviors, and therefore the performance, of student teachers. Furthermore, self-efficacy
belief is in important aspect of this relationship. At this point, the positive increase in the selfefficacy beliefs of the student teachers, who were also positively affected by the feedback on
their performance, confirms the reciprocal relationship between all of these factors.
Implications
The results of this study illustrate that providing student teachers with different types of
feedback is important in developing awareness of their strengths and weaknesses, as well as
enhancing their self-efficacy and improving their performance. Additional studies may
highlight how different types of feedback affect the relationship between student teachers’
self-efficacy and performance, as well as which types of feedback are most effective. While
the present study was more appropriate for a small sample size, the reciprocal relationship
between self-efficacy belief, teaching performance and feedback may be analyzed on a larger
scale using a scalar survey instrument.
References
Akilli, M. (2007). Oz degerlendirme ve akran degerlendirmesi yontemlerinin ogretmen egitimine
etkisi. Yuksek lisans Tezi. Ataturk Universitesi, Fen Bilimleri Enstitusu, Ankara.
Argun, Z. (2008). Lise matematik ogretmenlerin yetistirilmesinde mevcut yargilar, yeni fikirler. Turk
Bilim Arastirmalari Vakfi Dergisi, 1(2), 89Ð95.
Arikan, A. (2004). Questions to ask in post-observation conferences for a reflective practice. In
Proceedings of the Third International ELT Conference, Theory and Practice of TESOL:
European Language Portfolio: English as an International Language. June, Trakya University,
Edirne.
Atay, D.Y.(2003). Ogretmen egitiminin degisen yuzu. Ankara: Nobel Yayin
Dagitim. PMCid:PMC307713
Bandura, A. (1986).ÊSocial foundations of thought and action.ÊEnglewood Cliffs, NJ: Prentice Hall.

Vol 39, 3, March 2014

61

Australian Journal of Teacher Education
Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman.
Berberoglu, G. (2006). Sinif ici olcme ve degerlendirme teknikleri. Ankara: Morpa Kultur
Yayinlari. PMCid:PMC1356601
Biggs J. & Tang C. (2007). Teaching for quality learning at university. England: Open University
Press/Mc Graw-Hill Education.
Boreen, J., Johnson, M. K., Niday, D., & Potts, J. (2000). Mentoring beginning teachers: Guiding,
reflecting, coaching. York, Maine: Stenhouse Publishers.
Boz, N., & Boz, Y. (2006). Do prospective teachers get enough experience in school placements?
Journal of Education for Teaching, 32(4), 353Ð368.
Brand, B. R. & Wilkins J. L. M.(2007). Using self-efficacy as a construct for evaluating science and
mathematics methods courses. Journal of Science Teacher Education, 18, 297Ð317.
http://dx.doi.org/10.1007/s10972-007-9038-7
Bransford, J., Brown, A., & Cocking, R. (2000). How people learn: Brain, mind, experience, and
school. Washington, DC: National Academic Press. PMid:10946528
PMCid:PMC2608581
Brent, B.& Thomson,S. (1996). Videotaped microteaching: Bridging the gap from the university to
the classroom. The Teacher Educator, 31, 238-247.
http://dx.doi.org/10.1080/08878739609555115
Bruning, R. H., Schraw, G. J., Norby, M. M., & Ronning, R. R. (2010). Cognitive psychology and
instructionÊ(5th ed.). Upper Saddle River, NJ: Pearson.
Bryan, L.A. (2003). Nestedness of beliefs: Examining a prospective teacher’s belief system about
science teaching and learning. Journal of Research in Science Teaching, 40, 835-868.
http://dx.doi.org/10.1002/tea.10113
Butler, S.M. & McMunn, N.D. (2006). A teacher’s guide to classroom assessment: Understanding and
using assessment to improve student learning. Greensboro, NC:Jossey-Bass.
Campoy, R., & Radcliffe, R. (2002). Reflective decision-making and cognitive development: A
descriptive study comparing the reflective levels of pre-service and in-service teachers. Paper
presented at the Annual Meeting of the American Educational Research Association, New
Orleans, Louisiana.
Canbazoglu, S. (2008). Fen bilgisi ogretmen adaylarinin maddenin tanecikli yapisi unitesine iliskin
pedagojik alan bilgilerinin degerlendirilmesi. Yuksek Lisans Tezi, Gazi Universitesi Egitim
Bilimleri Enstitusu, Ankara.
Cannon, J.R. & Scharmann, L.C. (1996). Influence of a cooperative early field experience on
preservice elementary teachers science self-efficacy. Science Education, 80 (4), 419-436.
http://dx.doi.org/10.1002/(SICI)1098-237X(199607)80:4<419::AID-SCE3>3.0.CO;2-G
Carter, L.H. (2006). The impact of student teaching on preservice teachersÕ teaching self-efficacy
beliefs. Doctoral dissertation, Northern Arizona University.
Crothers, L. M., Hughes, T. L., & Morine, K. A. (2008). Theory and cases in school-based
consultation: A resource for school psychologists, school counselors, special educators, and
other mental health professionals. New York: Routledge Taylor& Francis Group. Retrieved
from http://books.google.com/books?id=vKsXLZkKiyIC.
Danielson, C. & McGreal, T. L. (2000). Teacher evaluation: To enhance professional practice.
Alexandria, VA: Association for Supervision and Curriculum Development.
Darling-Hammond, L. & Bransford, J.(Ed.). (2005). Preparing teachers for a changing world: What
teachers should learn and be able to do. San Francisco, CA: Jossey-Bass.
Davis, E. A. (2003). Knowledge integration in science teaching: Analyzing teachers' knowledge
development. Research in Science Education, 34, 21-53.
http://dx.doi.org/10.1023/B:RISE.0000021034.01508.b8
Dembo, M.H., & Gibson, S. (1985). Teacher’s sense of efficacy: An important factor in school
improvement. Elementary School Journal, 86, 173-184. http://dx.doi.org/10.1086/461441
Demiray, U. (Ed.). (2011). Etkili Iletisim. (4.baski). Ankara: Pegam A
Yayincilik. PMCid:PMC3185821
Dewey, J. (1933). How we think. New York: Prometheus Books.
Eksi, G. (2012). Implementing an observation and feedback form for more effective feedback in
microteaching. Education and Science, 37 (164), 267-282.

Vol 39, 3, March 2014

62

Australian Journal of Teacher Education
Ellis, R., & Barkhuizen, G. (2005). Analyzing learner language. Oxford, UK: Oxford University
Press.
Eraslan, A. (2009). Ilkogretim matematik ogretmen adaylarinin ogretmenlik uygulamasi uzerine
gorusleri. Necatibey Egitim Fakultesi Elektronik Fen ve Matematik Egitimi Dergisi, 1(3), 207221.
Eroz-Tuga, B. (2013). Reflective feedback sessions using video recordings. ELT Journal Volume
67(2), 175-183. http://dx.doi.org/10.1093/elt/ccs081
Feagin, J., Orum, A., & Sjoberg, G. (Eds.). (1991).ÊA case for case study. Chapel Hill, NC:
University of North Carolina Press.
Fitzpatrick, J.L., Sanders, J.R., & Worthen, B.R. (2004). Program evaluation: Alternative approaches
and practical guidelines.(4th ed.) Saddle River, NJ: Pearson Education, Inc.
Fredrickson, B. L. (1998). What good are positive emotions? Review of General Psychology, 2, 300319. http://dx.doi.org/10.1037/1089-2680.2.3.300 PMid:21850154
PMCid:PMC3156001
Ganesh, B. & Matteson, S. M. (2010). The benefits of reteaching lessons in preservice methods
classes. Action in Teacher Education, 32(4), 52-60.
http://dx.doi.org/10.1080/01626620.2010.549718
Glickman, C.D. (2002). Leadership for learning: How to help teachers succeed. Alexandria, VA:
Association for Supervision and Curriculum Development.
Goddard, R. D., Hoy, W. K., & Woolfolk-Hoy, A. (2004). Collective efficacy: Theoretical
developments, empirical evidence, and future directions. Educational Researcher, 33, 3-13.
http://dx.doi.org/10.3102/0013189X033003003
Griffin, M.L. (2003). Using critical incidents to promote and access reflective thinking in preservice
teachers. Reflective Practice, 4(2), 207-220. http://dx.doi.org/10.1080/14623940308274
Guney, K. (2008). Mikro-yansitici ogretim yonteminin ogretmen adaylarinin sunu performansi ve
yansitici dusunmesine etkisi. Doktora Tezi, Firat Universitesi Sosyal Bilimler Enstitusu, Elazig.
Gunning, A.M. (2010). Exploring the development of science self-efficacy in pre-service elementary
school teachers participating in a science education methods course. Doctoral Dissertation,
Columbia University.
Hamre, B. K., & Pianta, R. C. (2004). Self-reported depression in non-familial caregivers: Prevalence
and associations with caregiver behavior in child-care settings. Early Childhood Research
Quarterly, 19(2), 297-318. http://dx.doi.org/10.1016/j.ecresq.2004.04.006
Harford, J. & MacRuaric, G. (2008). Engaging student teachers in meaningful reflective practice.
Teaching and Teacher Education, 24, 1884-1892. http://dx.doi.org/10.1016/j.tate.2008.02.010
Higgins, A. & Nicholl, H. (2003). The experiences of lecturers and students in the use of
microteaching as a teaching strategy. Nurse Education in Practice, 3, 220-227.
http://dx.doi.org/10.1016/S1471-5953(02)00106-3
Hosgorur, V. (2007). Sinif Yonetimi. (7.baski). Ankara: Pegem A Yayincilik.
Hoban, G. & Hastings, G. (2006). Developing different forms of student feedback to promote teacher
reflection: A 10-year collaboration. Teaching and Teacher Education, 22,1006-1019.
http://dx.doi.org/10.1016/j.tate.2006.04.006
Jay, J. & Johnson, K. (2002). Capturing complexity: A typology of reflective practice for teacher
education. Teaching and Teacher Education, 18, 73-85. http://dx.doi.org/10.1016/S0742051X(01)00051-8
Johnson, R.B., & Christensen, L.B. (2000). Educational research: Quantitative and qualitative
approaches. Boston: Allyn and Bacon.
Kagan, D. M. (1992). Implications of research on teacher belief. Educational Psychologist, 27(1), 6590. http://dx.doi.org/10.1207/s15326985ep2701_6
Kainz, A.L. (2007). The effects of positive and negative verbal feedback on performance testing in
high school athletes. Master Dissertation. West Virginia University, Morgantown, West
Virgina.
Kim, M (2005). The Effects of the assessor and assessee’s roles on preservice teachers’ metacognitive
awareness, performance, and attitude in a technology-related design task. Doctoral Dissertation.
The Florida State University, Department of Educational Psychology and Learning Systems,
Florida.

Vol 39, 3, March 2014

63

Australian Journal of Teacher Education
Kiraz, E. (2003). Uygulama ogretmeni yeterlik olcegi: Olcu araci gelistirme ornegi. Turk Egitim
Bilimleri Dergisi, 4 (1), 387-400.
Korthagen, F. & Vasalos, A. (2005). Levels in reflection: Core reflection as a means to enhance
professional development.ÊTeachers and Teaching: Theory and Practice, 11(1),Ê47-71
Kouritzin, S.G. & Vizard, C. (1999). Feedback on feedback: Preservice ESL teachers respond to
evaluation practices. TESL Canada Journal, 17(1), 16-39.
Kucukoglu, A., Kose, E., Tasgin, A., Yilmaz, B.Y., Karademir, S.(2012). Mikro ogretim
uygulamasinin ogretim becerilerine etkisine iliskin ogretmen adayi gorusleri. Journal of
Educational Sciences Research, International E-Journal, 2 (2), 19-32.
Kukanauza de Mazeika, J. M. (2001). Effect of different types of feedback during microteaching
sessions on preservice teachers. Doctoral Dissertation, New York University, New York.
Lee G. C. & Wu C.-C. (2006). Enhancing the teaching experience of pre-service teachers through the
use of videos in web-based computer?mediated communication (CMC). Innovations in
http://dx.doi.org/10.1080/14703290600973836
Lin, S. S., Liu, E. Z., & Yuan S. (2001). Web based peer assessment: Does attitude influence
achievement? IEEE Transactions on Education, 44(2),1-13.
http://dx.doi.org/10.1109/13.925865 http://dx.doi.org/10.1109/13.925865
Linnenbrink, R., & Pintrich, (2000). Multiple pathways to learning and achievement: The role of goal
orientation in fostering adaptive motivation, affect and cognition. In C. Sansone & J.
Harackiewicz (Ed.), Intrinsic and extrinsic motivation: The search for optimal motivation and
performance. (pp. 195-222). San Diego, CA: Academic Press.
Liu, K. (2004). A comparision of American and Chinese teacher education candidates: Reasons for
becoming teachers and teaching self-efficacy beliefs. Doctoral dissertation, Indiana University,
Pennsylvania.
Locke, E.A. (2001). Self-set goals and self-efficacy as mediators of incentives and personality. In
Erez, M. and Kleinbeck, U. (Ed.), Work motivation in the context of a globalizing economy
(pp. 13-26). Mahwah, NJ: Lawrence Erlbaum Associates.
Locke, E.A. & Latham, G.P. (2002). Building a practically useful theory of goal setting and task
motivation. American Psychologist, 57, 705-717. http://dx.doi.org/10.1037/0003066X.57.9.705
Lomas, L., & Nicholls, G. (2005). Enhancing teaching quality through peer review of teaching.
Quality in Higher Education, 11(2), 137-149. Retrieved from
http://dx.doi.org/10.1080/13538320500175118. http://dx.doi.org/10.1080/13538320500175118
Loughran, J. J. (2007). Science teacher as learner. In S.K. Abell & N.G. Lederman, (Eds.), Handbook
of research on science education (pp. 1043-1066). New Jersey: Lawrence Erlbaum.
Malinen, O., Savolainen H., Engelbrecht, P., Xu, J., Nel, M., Nel., N. & Tlale, D. (2013). Exploring
teacher self-efficacy for inclusive practices in three diverse countries. Teaching and Teacher
Education, 33(2013), 34-44. Retrieved from http://dx.doi.org/10.1016/j.tate.2013.02.004.
http://dx.doi.org/10.1016/j.tate.2013.02.004
Marshall, C. & Rossman, G.B. (1999). (3rd ed.) Designing qualitative research. USA: Sage
Publications Inc.
Marzano, R.J. (2003). What works in schools: Translating research into action. Alexandria, VA:
Association for Supervision and Curriculum Development.
Miles, M. B., & Huberman, A. M. (1994). (2nd ed.) Qualitative data analysis. London: Sage
Publications Inc.
Mulholland, J. & Wallace, J. (2001). Teacher induction and elementary science teaching: Enhancing
self-efficacy. Teaching and Teacher Education, 17, 243-261. http://dx.doi.org/10.1016/S0742051X(00)00054-8
Nespor, J. (1987). The role of beliefs in the practice of teaching. Journal of Curriculum Studies, 19,
317Ð328. http://dx.doi.org/10.1080/0022027870190403
Ones, D.S., Dilchert,S., Viswervaran, C., & Judge,T.A (2007). In support of personality assessment in
organizational settings. Personnel Psychology, 60, 995-1027. http://dx.doi.org/10.1111/j.17446570.2007.00099.x

Vol 39, 3, March 2014

64

Australian Journal of Teacher Education
Osterman K.F. (1990). Reflective practice: A new agenda for education. Education and Urban
Society, 22(2), 133-152. http://dx.doi.org/10.1177/0013124590022002002
Paccapaniccia, D. (2002). Making the most of assessment feedback. Healthcare Executive, 17(1),
60. PMid:11822251
Paker, T., (2005). Ogretmenlik uygulamasinda ogretmen adaylarinin uygulama ogretmeni ve
uygulama ogretim elemaninin yonlendirmesiyle ilgili karsilastiklari sorunlar. XIV. Ulusal
Egitim Bilimleri Kongresi, (pp.617-620), Eylul, Pamukkale Universitesi, Denizli.
Parker, J. & Spink, E. (1997). Becoming science teachers: An evaluation of the initial stages of
primary teacher teaching. Assessment and Evaluation in Higher Education, 22(1), 17-31.
http://dx.doi.org/10.1080/0260293970220102
Patton, M. Q. (2001). Qualitative evaluation and research methods. (3rd Ed.). Thousand Oaks, CA:
Sage Publications, Inc.
Peker, R. (1992). Geribildirimin universite ogrencilerinin olcme ve degerlendirme dersindeki basariya
etkisi. Uludag Universitesi Dergisi, VII, (1), 31-39.
Pekrun, R. (2006) The control-value theory of achievement emotions: Assumptions, corollaries, and
implications for educational research and practice. Educational Psychology Review, 18, 315341. http://dx.doi.org/10.1007/s10648-006-9029-9
Pintrich, P. R., & Schunk, D. H. (2002). Motivation in education: Theory, research, and applications
(2nd ed.). Englewood Cliffs, NJ: Prentice Hall.
Riggs, I. M., & Enochs, L. G. (1990). Toward the development of an elementary teacher’s science
teaching efficacy belief instrument. Science Education, 5, 625-637.
http://dx.doi.org/10.1002/sce.3730740605
Robson, C. (2002).Real world research. (2nd ed.). Malden, MA: Blackwell Publishing.
Rolheiser, C., & Anderson, S. (2004). Practices in teacher education and cooperative learning at the
University of Toronto. In Cohen, E.E., Brody, C.M., & Sapon-Shevin, M. (Eds). (2004).
Teaching cooperative learning: The challenge for teacher education. New York: State
University of New York Press.
Salih, A.R.A. (2013). Peer evaluation of teaching or “fear” evaluation: In search of compatibility.
Higher Education Studies, 3 (2), 102-114. doi:10.5539/hes.v3n2p102.
http://dx.doi.org/10.5539/hes.v3n2p102
Sisman, M., & Acat, B. (2003). Ogretmenlik uygulamasi calismalarinin ogretmenlik mesleginin
algilanmasindaki etkisi. Firat Universitesi Sosyal Bilimler Dergisi, 13(1), 235-250.
Schon, D.(1987). Educating reflective practitioner. London: Temple Smith.
Schunk, D.H.(1995). Self-efficacy and education and instruction. In J.E. Maddox (Ed.), Self-efficacy,
adaptation, and adjustment: theory, research, and application (pp. 281-303). New York: Plenum
Press. http://dx.doi.org/10.1007/978-1-4419-6868-5_10
Sullivan, P., Buckle, A., Nicky, G., & Atkinson, S. (2012). Peer observation of teaching as a faculty
development tool. BMC Medical Education, 12. Retrieved from
http://dx.doi.org/10.1186/1472-6920-12-26. http://dx.doi.org/10.1186/1472-6920-12-26
Sutton, R.E. & Wheatley, K. (2003). Teachers' emotions and teaching: A review of the literature and
directions for future research. Educational Psychology Review, 15(4), 327-358.
http://dx.doi.org/10.1023/A:1026131715856
Shute, V. (2008). Focus on formative feedback. Review of Educational Research, 78 (1), 153-189.
http://dx.doi.org/10.3102/0034654307313795
Sibbald, M. T. (2008). The connection between teacher self-efficacy and reflective practice. Doctoral
Thesis. University of Toronto, Department of Curriculum, Teaching and Learning, Canada.
Topping, K., Smith, F. F., Swanson, I., & Elliot, A. (2000). Formative peer assessment of academic
writing between postgraduate students. Assessment and Evaluation in Higher Education, 25(2),
149-169. http://dx.doi.org/10.1080/713611428
Tower, S. L. (1999). Reactions to negative feedback: The influence of goal orientation, self efficacy
and public or private feedback delivery on task choice and changes in selfefficacy. Dissertation.
Michigan State University, USA.

Vol 39, 3, March 2014

65

Australian Journal of Teacher Education
Traister, C. A. (2005). The perceptions of student teachers, cooperating teachers, and university
supervisors regarding the assessment of student teacher performance. Doctoral dissertation, The
Pennsylvania State University, USA.
Tschannen-Moran, M., & Woolfolk-Hoy, A. (2001) Teacher efficacy: Capturing an elusive concept.
Teaching and Teacher Education, 17, 783-805. http://dx.doi.org/10.1016/S0742051X(01)00036-1
Tschannen-Moran, M., & Woolfolk-Hoy, A. (2007). The differential antecedents of self-efficacy
beliefs of novice and experienced teachers. Teaching and Teacher Education, 23(6), 944-956.
http://dx.doi.org/10.1016/j.tate.2006.05.003
Usak, M. (2005). Fen bilgisi ogretmen adaylarinin cicekli bitkiler konusundaki pedagojik alan
bilgileri. Doktora Tezi, Gazi Universitesi Egitim Bilimleri Enstitusu, Ankara.
Usher, E. L., & Pajares, F. (2008). Sources of self-efficacy in school: Critical review of the literature
and future directions. Review of Educational Research, 78, 751-796.
http://dx.doi.org/10.3102/0034654308321456
Visser, L. (1998). The development of motivational communication in distance education support.
Unpublished doctoral dissertation. Educational Technology Department, University of Twente,
the Netherlands.
Voerman, L., Meijer, P. C., Korthagen, F.A.J. & Simons, R.J.(2012). Types and frequencies of
feedback interventions in classroom interaction in secondary education. Teaching and Teacher
Education. 28(8),1107-1115. http://dx.doi.org/10.1016/j.tate.2012.06.006.
http://dx.doi.org/10.1016/j.tate.2012.06.006
Wang, S. L., & Lin, S. S. J. (2007). The application of social cognitive theory to web-based learning
through NetPorts. British Journal of Educational Technology, 38(4), 600Ð612.
http://dx.doi.org/10.1111/j.1467-8535.2006.00645.x
Wang, S. & Wu, P. (2008). The role of feedback and self-efficacy on web-based learning: The social
cognitive perspective. Computers and Education, 51, 1589-1598.
http://dx.doi.org/10.1016/j.compedu.2008.03.004
Warren, J. M. (2010). The impact of social cognitive theory and rational emotive behavior therapy
interventions on beliefs, emotions, and performance of teachers. Doctoral dissertation, North
Carolina State University. Retrieved from http://www.lib.ncsu.edu/resolver/1840.16/6389.
Yildirim, A., & Simsek, H. (2008). Sosyal Bilimlerde Nitel Arastirma Yontemleri. (7. baski.) Ankara:
Seckin Yayinevi.
Yin, R. K. (2003). Case study research: Design and methods. (3rd ed.). Thousand Oaks, CA: Sage
Publishing.
Zanting, A., Verloop, N., & Vermunt, J. D. (2001). Student teachers eliciting mentors’ practical
knowledge and comparing it to their own beliefs. Teaching and Teacher Education, 17, 725740. http://dx.doi.org/10.1016/S0742-051X(01)00026-9
	
  

Acknowledgements
The author would especially like to thank Prof. Dr. Husamettin Akcay for his useful
comments, as well as the student teachers and students for their valuable contributions to the
study.

Vol 39, 3, March 2014

66

