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Ogretmenin mesleki gelisiminin 6nemi, &gretmen yetistirme programlarinda
vurgulanmaktadir. Bagkalarinin egitmenleri olarak 6gretmenler, siirekli olarak mesleki
glicliiliik ve zayifliklarinin farkina varmak ve 6gretimleri iyilestirmek durumundadirlar.
Ogretmen gelistirme programlarinda, gretmen gelisimi agisindan O@retmenlerin
Ogretimlerinde yenilikler uygulamasi, bunlar iizerine yansitmalart ve bu yansitmalar
dogrultusunda istendik degisiklikler yapmasi1 dnemle belirtilmektedir.

Bu c¢alisma, mesleklerinde bir yeniligi - bu g¢alismada Coklu Zeka kurami-
denemeye goniillii 9 okutmanla Anadolu Universitesi Yabanci Diller Yiiksekokulu’nda
gerceklestirilmistir. Caligmanin amaci, yeniligi uygulamak i¢in verilen egitim ve siirekli
destegin, katilimecilarin uygulama Oncesi ve sonrasindaki yeniligi algilamalar1 ve bu
yeniligin kendi smiflarindaki 16 ders saati siiresince uygulamalarinda herhangi bir
degisiklige yol a¢ip agmadigini arastirmaktir.

Egitim ve siirekli destegin yeniligi algilama ve uygulamasindaki etkisini
belirlemek i¢in denekler ¢alismanin en basinda rasgele iki gruba ayrilmiglardir. Deney
grubundaki katilimcilar, yenilikle ilgili giinliik degerlendirme ve yansitma toplantilari
vasitastyla siirekli bir egitim ve destek almislardir. Kontrol grubundaki deneklere sadece
ders planlar1 verilmis, bunlar hakkinda higbir sekilde yonlendirilmemis ve bu deneklerle
giinliik degerlendirme ve yansitma toplantilari yapilmamustir. Veri toplama siireci her
iki gruptaki deneklerin, yenilik ve wuygulamalar: hakkinda bilgilendirilmeleri ile
baslamistir. Tiim denekler 6gretmeleri, ogrencilerin ogrenmesi ve uygulanabilirliligi
acisindan yenilik {izerine ilk algilamalarint belirleyen ilk yansitma sorularini

cevaplamiglardir. Daha sonra, deneklere 16 ders saati boyunca siniflarinda uygulamalari
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icin Coklu Zeka kuramina dayali ders planlar1 verilmis ve bu derslerdeki tecriibeleri igin
deneklerden giinliik tutmalar1 istenmistir. Denekler bu giinliiklerde, “Ogretmen
Giinliikleri i¢in Yansitma YoOnergesi” ndeki sorulara cevap vermislerdir. Uygulama
stiresi sonunda, tiim denekler yeniligi uyguladiktan sonraki algilamalarini ortaya ¢ikaran
son yansitma raporlarini yazmislardir.

Elde edilen veriler, kontrol ve deney grubu i¢in ayr1 ayr1 yansitma raporlariin
iletisim birimlerine boliinmesi yoluyla analiz edilmistir. Bu iletisim birimlerini
siiflandirmak i¢in sabit karsilastirma yontemi kullanilmistir. Daha sonra elde edilen
veriler iki grup arasinda karsilagtirilmistir.

Verilerin analizi sonucunda, deneklerin uygulama Oncesi ve sonrasi yeniligi
algilamalari, yeniligin kendi 6gretimlerine ve 0grencilerin 6grenmesine olan etkisi ve
uygulanabilirligi agisindan 3 temel kategoride toplanmistir. Uygulama siirecinde
deneklerin yasadigi olumlu ve olumsuz noktalar ise 4 temel kategoride
siniflandirlmistir: ~ Ogretmen-iliskili  olumluluklar, 6grenci-iliskili olumluluklar,
Ogretmen-iliskili problemler ve dgrenci-iliskili problemler. Yapilan karsilagtirmalarda,
yenilik {izerine verilen egitim ve destegin, deneklerin yansitmalarinda igerik olarak bazi
farkliliklar olusturdugu goriilmiistiir. Bagka bir deyisle, deney grubu yeniligin kendi
Ogretimlerine ve 6grencilerin 6grenmesine olan etkisi kategorilerinde kontrol grubundan
farklt baz1 goriisler belirtmistir. Verilerin analizi sonucunda, yeniligin uygulanmasi
stirecinde denek grubunda kontrol gruba kiyasla olumlu noktalarin belirtilmesinde artis,
problemlerin belirtilmesinde ise azalma goriilmistiir. Caligmanin sonuglarinin 6gretmen
gelistirme programlarina nasil yansitilabilecegi, elde edilen bulgularin tartisiimasi son

boliimde irdelenmis ve bulgular dogrultusunda 6nerilerde bulunulmustur.
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ABSTRACT
The emphasis and the importance of teacher development in teacher training
programs are unquestionable. Teachers, as the educators of others, are subject to
ongoing interest in identifying their strengths and weaknesses and bring about
improvements in their teaching. Moreover, encouraging innovation and reflecting on its
consequences to adjust the teaching according to the results achieved are vital for
teacher development.

Based on the participants’ own expressions of the need to try an innovation, the
present study was conducted at Anadolu University School of Foreign Languages to
investigate whether the training and ongoing support to carry out implementing the
innovation made any difference in participants’ perceptions of and responses to the
innovative practice. The effects of training on the teachers’ application of the innovative
practice in their own classes throughout 16 class hours were also investigated in the
study.

In order to identify the effects of the training and ongoing support on the
teachers’ perceptions and their application of the innovation, the teachers were divided
into two groups. The teachers in the experimental group received an ongoing support
and training with the meetings and reflection sessions on the innovative practice, MI.
The teachers in the control group were provided with the lesson plans without any
training and support; that is without any daily meeting and reflection sessions. The data
collection started with the initial orientation to introduce the participants in both groups
to the innovation and its applications in the field, ELT. To find out the teachers’ initial
perceptions, they were required to answer the initial reflection questions which
identified teachers’ perceptions in terms of teachers’ teaching, students’ learning and its
applicability in the teachers’ teaching context. Then, they were handed in MI
implemented lesson plans to apply in their classrooms over a two-week period
comprising 16 class hours. After that, they were told to keep diaries on their experience
for each MI lesson. In diaries, they reflected on their experience by answering the
questions in the Reflection Guideline for Teachers’ Diaries. At the end of the
implementation period, all the teachers were asked to answer the questions for final
reflection. The aim was to get their perceptions of the innovation after they

implemented in their classrooms and see whether the training and ongoing support had



any effect on their application of the practice.

After the collection of the diaries, they were analysed separately for the control
and experimental group according to Constant Comparative Method to determine the
communication units in them. These communication units were then contrasted and
compared to bring similar ones together. Then they were categorised under main and
sub-categories. The data for how participants in the control and experimental group
perceived the innovation before and after implementing it were categorised in three pre-
conceived categories: the effects of MI on teachers’ teaching, the effects of MI on
students’ learning, and its applicability in their teaching context. Moreover, for both of
the group teachers’ self-reported positive aspects and problems related to the
innovation, the data analysis revealed four main categories as student-related positive
aspects, teacher-related positive aspects, student-related problems, and teacher-related
problems. The analysis of the data suggested that the training on the innovative practice
had an effect in the teachers’ self-reported perceptions of the innovation. The findings
revealed that the teachers who received training and support throughout the
implementation of the innovative practice reflected on some different issues on the pre-
conceived categories. That is, they reported some different issues than the teachers who
did not receive any training and support on teachers’ teaching, and students’ learning.
The data also revealed that teachers in the experimental group reported more positive
aspects and fewer problems compared to the teachers in the control group as they
actually implemented in their own classes. The final chapter of the thesis posits and

discusses a number of implications for teacher development programs.
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CHAPTER 1
INTRODUCTION

1.1. Background of the study

It is no secret that English language teaching is a profession that has moved in
new directions over the past thirty years. This has meant heavier pressure and more
interesting work for teachers and students (England, 1998:189). As the profession has
evolved, the teachers' focuses have broadened. An emphasis on a more analytic
approach to learners' need (long and short term) and the individual differences among
the students bring about more interactive and productive classroom experiences. Roles
of teachers and students alike have evolved into partnerships in the learning process
(Brown, 2001:200). Changing roles means that teachers need more opportunities for
continuing their education on the job. Teachers need to develop themselves because
meeting learners' needs in the class requires teachers' managing a much broader range
of teaching responsibilities and increasingly diverse learners needs (England, 1998).
Thus, to be able to cope with the ever-demanding profession of teaching in an ever-
changing world, the focus in teacher education had to be shifted into teacher

development (Maingay, 1988; Okwen, 1996).

1.2. What is teacher development?

Teacher development is viewed as a continuous process that begins with pre-
service teacher education and spans the entire career of the teacher (Sithamparam and
Dhamotharam, 1992). Teacher development becomes critical because by learning and
changing themselves teachers are investing in their programmes. Moreover, the benefits
of teacher development for teachers, ELT programmes and students are significant.

For teachers, the benefits include increased instructional effectiveness, high
moral and job satisfaction. According to England (1998), effective teachers of English
are obliged to look carefully at their professional development in order to improve their
experiences in classrooms and to minimize burnout. Moreover, as educators of others,
teachers intrinsically want and need to participate in on-going development and
change in their own professional lives.

Next, ELT programmes benefit from teachers who are current with the field.

Because effective learning will occur best in classrooms and programmes where



instruction is of high quality, professional development in ELT is critical concern to the
programmes as well as to the teachers (England, 1998:18).

Furthermore, if the teachers are developing teachers, the students will certainly
benefit from this. For students, the benefits include students' satisfaction and not only
effective but also enjoyable learning.

Richards and Lockhart (1994:2) claim that the recent trend emphasizing teacher
development as mentioned above promotes reflective teaching in which teachers look
objectively at their own teaching, use the information obtained from this observation
and reflect critically on what they discover. This process of exploring one's own
teaching serves as basis for self-evaluation and teacher development (Freeman,
1989:39). The role of reflection including self-inquiry and self-evaluation is viewed as
a means of professional development. Freeman (1989) further clarifies the purpose of
reflection for the teacher as to generate positive change or "innovation" through
increasing or shifting his/her awareness. Thus, teacher change and development

require an awareness of the need to change- or at least the desirability of

experimentation- and of available alternatives. If this need to change is teacher initiated
and directed, it becomes easier to occur. The lasting change occurs only when teachers
are able and motivated to try new things, to reflect on the consequences and then to
adjust their practice and their thinking according to the results achieved. Since this
change is a challenging process, lasting change in teaching experience is not easy to
accomplish (Breen, Candlin, Dam & Gabrielsen, 1989; Pennington, 1995).

According to Pennington (1995:706), the means by which teachers' awareness
and practice change include two main processes interacting with each other: innovation
and critical reflection. As defined by Fullan and Hargreaves (1992), innovation is the
source of new information that triggers change and critical reflection is the processing
of information gained through innovation in relation to the teacher's existing schema for
teaching. These definitions of innovation and critical reflection are adopted in the
present study since, as Pennington (1995:706) points out, these are the most agreed
upon ones in the literature.

Innovations can be identified in various forms. On this point, Kezar (2001:141)
suggests that higher education magazines, journals, conferences and symposiums

describe a plethora of innovations and new approaches related to teaching and learning



practices. Collaborative and cooperative learning, interdisciplinary, community service
learning, learning communities, first year interest groups, active/ experiential learning
and teaching and learning through Multiple Intelligences are some examples of
innovations among others.

In the present study, the use of Multiple Intelligences theory was considered as
the innovation, the source of new information that was expected to bring alterations in
participant teachers’ teaching. The reason why Multiple Intelligences Theory was taken
as the innovation was the assumption that the pluralistic view of mind that the theory
suggests would be helpful to solve the subjects’ shared concern: to increase student
motivation and involvement in reading classes and the need to address individual
differences. The critical reflection is used as a way to reflect on the innovation’s
consequences to adjust the teachers’ practice and their thinking according to the results

achieved.

1.3. Statement of the problem

Conducted in the School of Foreign Languages at Anadolu University in
Eskisehir, the participant teachers' own expressions of the need to try an innovation,
which is an important element of teacher development (Richards, 2001; Johnston,
2004), have been the initiative of this study.

The participant teachers shared their ideas about the problems they faced in
their reading classrooms with the researcher, one of their colleagues, in one of friendly
talks. These informal talks made it clear that 10 participant teachers, one of whom did
not want to participate in the present study, experienced some problems related to
providing all the students' involvement and motivation in reading classes. The students
were the actual students of various departments but studying English in preparatory
school compulsorily. Hence, the needs, expectations and interests of these students
varied much although they were in the same class. The need to address all these
different students was revealed essential by the participant teachers to be able to
actualize the program mission statement of School of Foreign Languages.

Feeling the need to change to attain the program goal, the participants
voluntarily joined the study in which they would innovate in their EFL reading

classrooms by implementing Multiple Intelligence (MI hereafter) theory. MI was the



innovation that would challenge their current teaching context which did not take
individual differences into consideration.

The researcher, believing that trying out an innovation and making critical
reflection on it may contribute to provide teacher change and development which
would solve the problems the participants faced, designed the present study.

The study was conducted in the hope that its findings would both reveal how
teachers tried out an innovation, MI theory in their EFL reading classes, and critically
reflected on it. However, as the primary purpose of the present study, it aimed at
exploring whether the ongoing support and training the experimental group received
during the implementation period of the innovation made any change in teachers’
perceptions and self-reported positive responses and problems as they responded to the

innovation.

1.4. Research questions
The answers to following questions were tried to be investigated throughout this study.
1. How do two groups of ELT teachers, one of which receives training and ongoing
support on the innovative practice while the other does not any, perceive an
innovative practice, which is MI theory, before and after implementing it in
terms of
a) their teaching,
b) students’ learning and
¢) its applicability in their own teaching context?
2. How does the training process affect the ELT teachers’ self reported positive
aspects and problems of the innovative practice as they implement it in their

own classes?

1.5. Definition of terms
MI theory: Howard Gardner who is a psychologist and Professor of Education at
Harvard University first suggests Multiple Intelligences Theory. In 1983, in his book

"Frames of Mind: The Theory of Multiple Intelligences", Gardner opposed the notion

that human beings possess a single, fixed or static intelligence that can be measured.

Contrary to this notion, he claims that "intelligence is a multidimensional phenomenon



that occurs at multiple levels of the brain /mind /body system", and there are seven
kinds of it. The intelligences suggested by Gardner are derived from the experiences of
people with words, numbers, pictures, the body, music, people and self. These
intelligences are: (Gardner, 1999:113)
Verbal-linguistic: The ability to use language effectively both orally and in writing.
Logical-mathematical: The ability to use numbers effectively and reason well.
Visual-spatial: The ability to recognize form, space, colour, line, and shape and to
graphically represent visual and spatial ideas.
Bodily-kinaesthetic: The ability to use the body to express ideas and feelings and to
solve problems.
Musical: The ability to recognize rhythm, pitch, and melody.
Interpersonal: The ability to understand another person’s feelings, motivations,
intentions and to respond effectively
Intrapersonal: The ability to know about, understand oneself, and recognize one's
similarities to and differences from others.

Detailed information on these intelligences will be discussed in the review of
literature.
Innovation: The source of information that is expected to bring positive changes in
teachers’ teaching (Fullan & Hargreaves, 1992).
Tryout period: The period of time in which any attempt to try something different, that
is, which is new from the individual teacher’s point of view, is made (Pennington,

1995).

1.6. Limitations of the Study

This study is limited to Anadolu University School of Foreign Languages
teaching context and takes nine 2003- 2004 Academic Year Spring Term Intermediate
level reading teachers as the participants; therefore the findings are limited to the self-
reported perceptions, positive responses and problems of these participant teachers in
this teaching context. Thus, it is difficult to generalize the findings of the study for all
teachers at either Anadolu University or other institutions. Moreover, the study uses
only qualitative techniques to analyse the data for the answers of the research questions,

and quantitative presentation is limited to the frequencies and percentages.



CHAPTER 2
REVIEW OF LITERATURE

The first component of this chapter discusses the nature and the importance of
teacher change and reflection since the focus of the present study is on teachers’
perception of an innovation in EFL teaching. Then detailed information on the
innovative practice that is MI model outlining the seven intelligences will be defined.
Later, the implications of MI theory on education and research done on MI will be
discussed. Next, the need for MI Theory in EFL reading classes and how MI theory
helps the teachers to motivate their students will be mentioned. Furthermore, some
teaching strategies for each intelligence will be suggested to apply the MI Theory in the

classroom.

2.1. Introduction

“The continual deepening of knowledge and skills is an integral part of the development
of any professional working in any profession. One important means of achieving
competitive advantage is the creation of conditions for the rapid acquisition of new
knowledge and skills. Teaching is no exception. (Shulman and Sparks, 1992) ‘Do I have
a detailed, up to date knowledge of the subjects I teach? Is this deep and flexible enough
to challenge and elicit confidence in the highest attainers and to support the lowest
attainers? (Ofsed, 2002b, 73)”

Education has never been more challenging and pertinent than in today’s global
world. It is considered as the one of the most important factors in the development of a
nation (Cobb, Darling-Hammond, and Murangi, 1995). As it can be inferred from the
quotation above, the education and preparations of teachers is a critical issue in national
development (Cobb, 1999). Since the demand for quality teachers has become crucial,
high quality professional development is now a central component in nearly every
modern proposal for improving education (Guskey, 2002: 381). Who are quality
teachers, then? Attributes of quality teacher include “possessing pedagogical
knowledge, subject content knowledge, skills, and attitudes necessary for effective
teaching, strong understanding of human growth and child development, effective
communication skills, strong sense of ethics and capacity for renewal and ongoing
learning” (Cobb, 1999:1). In light of these developments, there is a revival of interest in

effective professional development to foster and develop perspectives and practice



focusing on teacher change and reflective practice (Boyle et al, 2003; Boud&Walker
1998; Hatton and Smith, 1995; Schon, 1987).

Unsurprisingly, a body of literature has emerged focusing on the descriptions of
and definitions for effective professional development for teachers (Richardson &
Placier, 2001; Husler et al 2003). The literature indicates that traditional approaches to
professional development such as short workshops or conference attendance do foster
teachers’ awareness or interest in deepening their knowledge and skills. However, these
approaches to professional development appear insufficient to foster learning that
fundamentally alters what teachers teach or how they teach (Boyle et al, 2003; Shield et
al, 1998; Weiss et al, 1998). What matters is the potential linkage between teachers’
learning through professional development and resultant changes in their teaching
strategies (Boyle et al, 2003; Hiebert, 1999; Lieberman, 1996; Corcoran, 1995; Darling-
Hammond, 1995; Hargreaves&Fullan, 1992; Richardson, 1994). If teachers’ learning
through professional development does not yield the necessary changes, this may not
really mean that they learn at all. What is teacher change, which is a ‘crucial element of

effective professional development’, then (Guskey, 2002)?

2.1.1. What is teacher change?

The nature of teacher change is crucial to the field of second language teacher
education. Since most of what is done in teacher-education seeks to initiate change of
one sort or another, it is important to try better to understand the nature of change
(Richards, 1994:5).

What is meant by change is complex and multi-faced. For most teachers, change
is an ongoing process central to their career goals and part of their professional
development (Pannatier, 2002: 11).

As many others including Bailey (1992) and Jackson (1992) have pointed out,
change can refer to many things including knowledge, believes, attitudes,
understanding, self-awareness, and teaching practices. Changes and innovations occur
following the explorations and reconsideration of beliefs, attitudes, values and
practices. A change is required for learning to take place. That is to say, learning
requires change as we connect new knowledge to existing knowledge, deconstruct what

was previously acquired if it no longer fits and then reconstruct using new concepts



(Guralink, 1986; Pennigton, 1995). Fanselow (1988:16) characterises ‘learning as
consisting of acts of cognition, not transferrals of information’. Since knowledge cannot
be transferred, it needs to be discovered. The journey to the discovery of knowledge
and change involves shifts in values, attitudes and beliefs.

Change can be positive or negative, planned or unplanned, or merely the
reordering of current practices (Bailey, 1992). However, innovation is far more than
change even if all innovations include changes. Innovation is a planned, deliberate and
new idea understood to bring fundamental improvements to its adopters (White, 1987).
For the purpose of the present study, the term innovation was used for the MI Theory
and teacher change was used in the form of a positive change.

Change is regarded as a major dimension of teachers’ professional lives. Both
pre-service and in-service teacher education is normally predicated around the need to
provide opportunities for thoughtful and positive change (Richards, 1998). Pennington
(1990) describes positive change as central to the professional life of a teacher. She
states that ‘a distinguishing characteristics of the notion of teaching as a profession is
the centrality of career growth as an ongoing goal (p.132). In addition, Freeman (1989,

pp- 29-30) highlights a number of aspects for the concept of the change:

- Change does not necessarily mean doing something differently; it can mean a change in
awareness. Change can be an affirmation of current practice.

- Change is not necessarily immediate or complete. Indeed, some changes occur overtime, with
the collaborator serving only to initiate the process.

- Some changes are directly accessible and they are after quantifiable, whereas others are not.

- Some types of change can come to closure and others are open ended.

The very first thing to recognize in teacher change is the idea that change is a
gradual and difficult process for teachers (Guskey, 2002). Learning to be proficient at
something new and finding meaning in a new way of doing things requires both time
and effort. Any change that holds great promises for increasing teachers’ competence
and enhancing student learning is likely to require extra work, especially at first
(Guskey, 2002; Pannatier, 2002; Pennington, 1995; Huberman & Miles, 1984). The
requirements of extra time and energy can add to teachers’ workload. Likewise, change
brings a certain amount of anxiety and can be very threatening. Since to change or to
try something new means to risk failure, teachers may not be willing to adopt new
practices or procedures unless they feel sure that they can make them work (Guskey,

2002:386). To change means to face the possibility that students might learn less well



than they do under existing practices. “Thus, even presented with evidence from the
most carefully designed experimental studies, teachers do not easily alter or discard the
practices they have developed and refined in the demanding environment of their own
classrooms. (Bolster, 1983)”

The notion of change may become more clear to minds when its why’s and

how’s are understood well (Pannatier, 2002).

2.1.2. Why do teachers change?

One of the most motivating things about teaching is that you never stop
learning. According to Brown (2001:426), the reason for this is the complexity of the
dynamic triangular interplay among teachers and learners and subject matter. It
continually brings about endless number of questions to answer, problems to solve, and
issues to reflect on. Every time we walk into a classroom to teach we face some of
these issues and we learn something if we are growing teachers.

Changes arise in response to internal and external factors (Pannatier, 2002).
Intrinsic motives may be the recognition that there is a need and desire for change. In
other words, there is an initial dissatisfaction with the present situation; such as
unmotivated students, lack of verbal responses, difficult material, or teacher’s boredom
may initiate the search for alternatives. In general, a change will have the most chances
to succeed if the teacher wants the change and unearths the idea for it (Pennington,
1995; Guskey, 2002; Pannatier, 2002).

Similarly, if the teacher is motivated to change and sees a beneficial alternative
to the existing course of action, s’he may adopt the innovation. Innovations are most
effective when designed by teachers for their colleagues not when an expert tells
teachers how to conduct their classes. Once chosen, the teacher adapts the innovation to
fit his / her individual needs. This appreciates that people act according to personal and
societal values and attitudes. Therefore, a change necessitates investigation of ingrained
thought processes, beliefs and practices (Fenstermacher, 1987; Kennedy, 1987,
Pennington 1995).

Moreover, if the adopters perceive great benefits from implementing a change,
they will be far more sympathetic to it. [llustrations of possible gains include enhanced

job security, better relations with those in authority, improved service to students,
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intellectual and affective satisfaction or economic and professional rewards (Kennedy,
1988; Guskey, 2002).

Extrinsic factors motivating change may include obtaining a new position,
instructing a different student body, teaching an unfamiliar subject, using a new text, or
being forced to implement the latest teaching procedures. In this case, if the teacher is
open to changes, there will be no problems; but if there is opposition to the
implementation of the change, conflict may arise (Pannatier, 2002).

This on-going teacher development is important not only for the teacher's own
sense of progress and professional development; in some situations it may even make a
crucial difference between survival and dropping out (Ur, 1996:318). Agreeing with Ur,
Harmer (2001) claims that “a potential danger for many teachers is that though each
year or term brings us new groups of students with challenging individual personalities
and distinct group dynamics, it is difficult to maintain a sense of excitement and
engagement with the business of teaching” (p. 344). The constant repetition of lesson
routines, the re-visiting of text and activities with students' reactions that become
increasingly predictable cause the burnout problem if the teachers are not willing to
CHANGE.

Constant teacher development and progress will certainly solve the problems
teachers face in the classrooms along with contributing to the teachers’ success and
satisfaction in professional work (Ur, 1996:317). Teachers who seek to develop
themselves and their practice will benefit both their students and themselves far more
than those who by constant and unthinking repetition, gradually become less and less

engaged with the task of language teaching.

2.1.3. How do teachers change?

Because it means challenging, ultimately deconstructing and then reconstructing
fixed practice and long-health beliefs, change in teaching practice is not easy to
accomplish (Pennington, 1995:705). Teacher change is behavioural and perceptual, that
is attitudinal and cognitive. Teachers respond to change on a behavioural, affective and
cognitive level because teaching is the integration of action (behaviour), feeling
(affect), and thought (cognition) (Freeman, 1992:2). Since a change in teaching practice

requires a change in teachers’ behaviours, affects (trying something new or different
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always affects the feelings), and cognition, teachers may likely to face some
behavioural, psychological and cognitive barriers in attempting to apply the innovation
in their classrooms (Pennington, 1995:710).

Several assumptions about the nature of teacher change underlie how teachers

change and current approaches to teacher professional development:

- Teachers’ beliefs play a central role in the process of teacher development.
- Changes in teachers’ practices are the results of changes in teachers’ beliefs.

- The notion of teacher change is multi-dimensional and is triggered both by personal factors as
well as by the professional contexts in which teachers work. (Richards et al, 2001:41)

These assumptions reflect a bottom up view of teacher change rather than the
top down model of change often seen in traditional models of innovation, where change
is viewed as the transmission of information from educators to teachers (Darling-
Hammond, 1990). Since teacher change becomes easy to accomplish when the teachers
themselves initiate it, it requires awareness of the need for change and of available
alternatives (Bailey et al, 2001; Fanselow, 1987; Gebhard, Gaitan &Oprandy, 1990;
Gebhard, 1990; Gebhard &Oprandy, 1999; Pennington, 1995). These authors and
many others advocate to first becoming aware of current practices to generate
alternatives. These experts urge teachers to observe and give specific descriptions of
classroom interactions in order to reveal new possibilities. A teacher’s awareness and
knowledge of alternatives is coloured by that teacher’s experience and philosophy of
teaching which act as a barrier (Pennington, 1995). Therefore, it is through multiple
occasions to see teaching and beliefs in a different way that change can occur.

As in all types of professional practice (Schon, 1983), lasting change in the
behaviour of teachers occurs as a result of trying something new, reflecting on its
consequences and then trying it again with alterations as needed or desired. In this
process, the idea is first to explore and see what happens in the classes. Teachers should
examine their own classes as well as observe other teachers since we notice ourselves
through the mirrors of others (Richards & Lockhart, 1994:18). Then uncovering
alternative perspectives is the second step involved in facilitating change. The linked
sequences of innovate-reflect-adjust emerge hereafter. The lasting change occurs, then,
when teachers are able and motivated to try new things, to reflect on the consequences
and then to adjust their practice and their thinking according to the results achieved

(Breen et al, 1989; Fullan&Hargreaves, 1992; Pennington, 1995).
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Providing training and sustaining support throughout the implementation of
change is a paramount factor in ensuring success as it was mentioned in a majority of
readings (Bailey, 1992; Bean et al, 2000; Burns, 1996; Kennedy, 1987; Pennington,
1995; Udall & Rugent, 1997; White, 1987). Encouragements to continue or overcome
initial resistance make huge differences. Not surprisingly, a culture of support enables
participants to go through the procedural, interpersonal and conceptual processes of
the change cycle with fewer difficulties. Pennington (1995:718) describes these three
aspects of teacher change as follows:

Procedural (behavioural) aspect of teacher change involves matters such as
techniques, materials, and logistics necessary for the innovation. Interpersonal
(affective) aspects of teacher change are related to matters involving the teachers’ and
the students’ reactions, feelings, roles and responsibilities, motivation, classroom
atmosphere, while conceptual (cognitive) aspects of teacher change includes matters
involving personal meaning, explanation, integration of theory and practice.

Therefore, such a call for support is evident when understanding the ensuing
process of change including the above-mentioned three aspects.

Pennington (1995:719) presents a model of teacher change cycle (see the figure

below).

Figure 1. A model of teacher change cycle

Stages of teacher change in responding an innovation
Stage 1: PROCEDURAL
Interpersonal
Conceptual
Stage 2: INTERPERSONAL
Procedural
Conceptual
Stage 3: CONCEPTUAL
Interpersonal
Procedural

It represents teachers’ change as they question their system of beliefs and
practices. It illuminates how teachers receive, process, and assimilates new information
—innovation- in the course of the change. First, the teacher recognises a challenge;
following the model she tries to respond the problem by focusing on procedural

techniques, for instance how to present lessons in an orderly manner. Then, there is a
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shift to the interpersonal concerns, such as students’ feelings, motivations and
relationships. The focus is on classroom interaction. This process continues with a shift
toward conceptual explanations and systemization of the practice into a reconstructed
method. In the process, the teacher and the method changed and the innovation was
adapted to the new concept.

According to Pennington (1995:720), the sequence of teacher change is not
coincidental but rather represents a natural path as implied by similar information
obtained from other studies of teacher change. (Goodman, 1986; Wiedeen, 1992) She

describes this typical developmental path as follows:

"The typical developmental change is the one in which teachers respond to a problem or a
new method in the easiest way, as a simple behavioral response. That is, by focusing on
classroom materials and procedures. This response reflects the practicality ethic of
teachers whereby their focus is on the practical part of any new information they are
provided. Only later are they led, through reflection in action, to more general concerns
that result in new understanding of their practice and deep level change."

In short, the steps involved in teacher change are identification of the situation,
selection of an innovation, implementation and evaluation. First, we gather information,
for example, identify and analyse the present practices and discover what people want
that is different from what they are doing. Then, we go through a series of checklists
defining what has to be done: "Who will gain from the innovation?" "Do we need it?"
"How will the innovation change all parties involved?" Once a plan is in action, we
start to monitor and evaluate it. "How is it received?" "How is it diffused?" After a
period of implementation, a review is conducted to check that intended goals are being
met, or to modify the innovation and adapt it to serve the needs of its users. If the
implementation plan is carried out with success, the students and teachers will reap the
rewards of the innovation. To thrive, innovations need to alter behaviours, which are
composed of deep-seated attitudes, beliefs and practices (Pannatier, 2002:15).

Agreeing with Pennington (1995), Guskey (2002: 383) also proposed the model
of teacher change. He claims that the reason for many professional development
programs fail to consider is the process of teacher change. Starting from this point, in
his model, Guskey (2000, 2002) indicates that significant change in teachers’ attitudes
and beliefs occurs primarily after they gain evidence of improvements in students
learning. These improvements typically result from changes teachers have made in their

classroom practices- a new instructional approach, the use of new curricula or simply a
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modification in teaching procedures. The crucial point is that it is not the professional
development, but the experience of successful implementation that changes teachers’
attitudes and beliefs. Therefore, according to the model (See figure 2 below), the key
element in significant change in teachers’ attitudes and beliefs is clear evidence of
improvement in the learning outcomes of their students (Guskey 1985, 1986, 1989,
2002).

Figure 2. Guskey’s model of teacher change

PROFESSIONAL Change in Change in Change in
DEVELOPMENT TEACHERS’ STUDENT TEACHERS’
—»| CLASSROOM [—» | LEARNING —| BELIEFS &
PRACTICES OUTCOMES ATTITUDES

(Guskey, 2002:383)

This model of change is predicated on the idea that change is primarily an
experientially based learning process for teachers. Practices that are found to work are
retained and repeated. Those that do not work are generally abandoned. Attitudes and
beliefs about teaching in general are also largely derived from classroom experience.

Learning outcomes are broadly construed in the model to include not only
cognitive and achievement indices, but also the wide range of student behaviour and
attitudes. They can include students’ scores on achievement tests, or they can include
students’ attendance, their involvement in class sessions, their classroom behaviour,
their motivation for learning, and their attitudes towards school, the class, and
themselves. In other words, learning outcomes include whatever kinds of evidence
teachers used to judge the effectiveness of their teaching (Guskey, 2002:384).

To sum up, being aware of the principles of change, how to foster the
explorations of beliefs, values, attitudes and practices and understanding the why's and
how's of teachers' change afford us the wisdom to plan and execute future changes and
innovations more efficaciously. It helps us become better teachers for our students.
However, to become really aware of the principles of teacher change and better
understand the linked sequences of innovate — reflect — adjust in teacher change, it is
wise to clarify what is meant by reflection and reflective journals as a means of

reflection which was also used for data collection in the present study.
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2.1.4. What is reflection?

An empowered teacher is a reflective decision maker who finds joy in learning
and in investigating the teaching / learning process —one who views learning as

construction and teaching as a facilitating process to enhance and enrich development
(Fosnot, 1989: xi)

The research on teacher change presents a profile of the effective teacher as one
who reflects upon her instructional plans and outcomes in order to discover or create
those features of practice that best support student learning (CELA, 2004). If teachers
are to change their practice, they need to have a sense of what is working and not
working, and what alternatives are possible. Reflective practice enables such insights
(Richards, Gallo, & Renandya, 2001). If change is to occur, reflective practice must
become a taken-for-granted lens through which teachers conceptualise their practice
(Ross and Hannay, 1986)

Reflective practice as defined by Richards and Lockhart (1997) refers to an
approach to teaching where "teachers and student teachers collect data about teaching,
examine their attitudes, beliefs, assumptions, and teaching practices" (p. 1) and the data
is then used to further reflect critically about teaching. In addition, they point out that to
explore teaching, novice and experienced teachers must have techniques and strategies
with the following underlying assumptions about teacher development:

1. An informed teacher has an extensive knowledge base about teaching.

2. Much can be learned about teaching through self-inquiry.

3. Much of what happens in teaching is unknown to the teacher.

4. Experience is insufficient as a basis for development.

5. Critical reflection can trigger a deeper understanding of teaching.

Schon (1987) in "Educating the Reflective Practitioner” interprets reflective
practice as a process of "refining one's artistry or craft in a specific discipline” (cited in
Ferrarro, 1999: 1). He suggests that reflective practice be used to assist novices in a
discipline to see parallels between their own practices and that of experts. Schon
defines reflective practice as “thinking through one's own experiences, putting
knowledge to practice while under the supervision of experienced experts in the field”
(p- D.

Reflective practice engages teachers in a recurring "cycle of thought and action

based on professional experience" (Wellington, 1991, p.4). Thus, reflective practice can
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be seen as teaching which involves constant inquiry about one's own teaching and then
attempting to take a more systematic approach to practices and to work with others who
have such common interests and questions as yours (Pickett, 1999). Besides providing
data for the teachers themselves, reflection has become important as self-observation
and self-monitoring which are given an important role in teacher development.
Richards (1990) states the benefits of reflection as follows:

1- Reflection provides feedback that is thought important for teachers’ professional

development.

2- It gives teachers the chance to reflect on their teaching.

3- It aids teachers close the gap between their imaged view of teaching and their

real teaching.

4- Tt helps teachers to see whether their classroom applications work or fail.

Schon (1987) differentiates between reflection-in-action and reflection-on-action.
Reflection-in-action is when a practitioner, who is often already an expert to think on
his/her feet and is able to improvise with new incoming information and is able to deal
with the unexpected. An example Schon provides is that of people playing jazz music
or of people having a good conversation. Both require spontaneity and unpredictability.
Reflection-on-action involves the practitioner reflecting and contemplating on the
underlying, implied understandings and assumptions that he/she has and further
analyses them consciously in order to arrive at a deeper understanding of roles of the
teacher and student, the motivations and behaviours in the learning context. Schon
believes that teachers' learning is the result of the actions and reflections of daily
problems. He includes critical awareness as pertinent in teacher reflections (Pickett,
1999).

Bailey (1997:7) explored the notion of reflective teaching through the "story" of
her own teaching experience. Through her unfolding "story" the reader could share the
authentic experiences of the teacher as she teaches in her classroom.

According to Cruickshank (1985), the major aims of the reflective teaching are
to provide a controlled clinical atmosphere with which to practice instructional skills
and an opportunity to consider a teaching episode thoughtfully, analytically, and
objectively. Moreover, it also aims at developing habits of reflective thought about

teaching which will provide an alternative teaching model. In this model, there is a
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place for peer teaching and immediate feedback and reflection opportunities.
As pointed out by Taggart and Wilson (1998), there are numerous benefits to

reflective teaching some of which can be listed as follows: Reflective teaching

- allows experimentation and sharing of teaching experiences
- fosters self-review and peer review of teaching skills

- provides an opportunity to observe others

- provides an atmosphere that promotes peer communication
- allows practitioners to come to value practical knowledge

- develops collegiality

- focuses on insights into teaching (p. 121).

In most teacher training and preparation programmes, reflective practice is used
at both the pre-service and in-service stages of teaching. Reflection-promoting
techniques include reflective journals comprising dialog journals, peer reflection,
diaries, learning logs and audio-video recordings and others (Pickett, 1999; Richards &
Lockhart, 1997).

Strategies that seem to help foster reflection are action research projects, case
studies and ethnographic studies of students, teachers, classrooms and schools,
microteaching and other supervised practicum experiences, and structured curriculum
tasks (Hatton & Smith, 1995, p. 4).

What are the tools of reflection? How do teachers reflect on their own
classroom experiences? Given the importance attached to the development of reflective
skills, it is not so surprising that a range of reflection tools for this purpose has emerged
in the literature. Richards and Lockhart (1996:6) offer six different reflection tools to
gather data regarding classroom events and procedures that are feaching journals,
lesson reports, surveys and questionnaires, audio and video recordings, observation,
and action research. Much of the classroom-oriented research data is provided by the
class teacher as they are the real sources and actors of specific classroom situations and
some issues taking place in certain classroom interactions are not observable or
solvable by someone else who is not the real classroom teacher (Wallace, 1991). Since
the reflective teacher journals are used as a means of data collection for the purpose of

the present study, it seems useful to define and explain what a reflective journal is.
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2.1.5. What is a reflective journal?

Writing journals is a common practice within education in various fields. A
reflective journal is an individual activity in which teachers commits ideas, thoughts,
reflections and feelings to paper in various learning contexts (Gilmore, 1996).
Reflection can also be conducted orally and not transferred into written form (Farrel,
1999). In addition, they can be done either individually or in groups. However, by
nature, most reflections are done as an individual activity, and thus it requires a certain
amount of self-discipline. Teachers need to set aside some time to sit back and mull
over the incidents and activities that had occurred in the classroom and in the school
(Thorpe, 1994). In writing regularly, the writers will soon discover new perspectives of
particular experiences and begin to create ideas about what actions can be taken.

A concise definition of reflection and of a reflective journal is not consistent in
the literature. Some writers and researchers refer to journals as learning logs, diaries,
dialogue journals or personal narratives. Some use the terms interchangeably, however,
an agreed upon characteristic of reflection is that it allows critical and in depth analysis
of what a teacher does in her teaching, and enables him or her to decide on future
corrective steps to improving practice (Farrell, 1999; Ferraro, 1999; Gilmore, 2001;
Hatton & Smith, 1996).

The benefits of journal writing are reported in many publications and research.
A common consensus on journal writing is that it offers important insights into the
patterns of behaviours of the teacher and others. Journals act as windows to experiences
and are learning tools which assist teachers in making sense of his/her own teaching,
discover attitudes, management skills and ethical implications of teaching (Kerka,
1996; Wilheim et.al cited in Ferraro, 1999: 4). Effective teaching has been found to be
related to "inquiry, reflection, and continuous professional growth” (Ferrarro, 1999: 4).

The various forms of journals have been employed in studies examining
reflection in teacher education. Dialogue journals and diaries are the more common
techniques used to foster reflection (Bean & Zulich, 1989; Thorpe, 1994). However,
recently reflective journals are used in research on teacher education in the attempt to

promote reflective thinking in teaching (Bailey, 1997; Gilmore, 1996; Janisek, 1999).
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2.1.5.1. Research on the use of journals

Research using reflective journals includes the use of journals for teaching or
training purposes. Various studies on the use of journals in teaching students particular
content or skills show the positive potential of using journals (Arredondo & Rucinski,
1994; Bray & Harsch, 1996; Cothern, 1991, McNamara & Deane, 1995; Smith & Pape,
1990; Sparks-Langer, Simmons, Pasch, Colton, & Starko, 1990 among others). Studies
on the use of journal writing involving reflection are not many, but those that focus on
journals found various positive effects that are of potential to teacher development.

For instance, Hammrich (1990) examined the differences between expert and
novice teacher journal writing and found that expert teachers had more comments about
the underlying elements of a lesson and the principles of instruction. Their journal
entries also showed that they drew upon a richer prior knowledge base when they
reflected on their lesson and teaching. The study suggests that reflective and critical
analysis of teaching maybe difficult for trainee teachers who have had little experience
in the classroom. The implication to using journals as a tool in teacher education is that
novice teachers should be prepared and assisted in how to reflect on their teaching.

Cook et al. (1989) searched on the effect of training in reflection on the
pedagogical thinking of pre-service teachers. One group was trained to conduct
systematic and structured thinking on reflection whereas the other group engaged in
reflection without any particular guided approach or strategy. However, results showed
that the training alone did not cause any gain in the post-test. The structured reflective
training did not seem to have a significant effect on changing the trainee teachers'
pedagogical thinking.

Hatton and Smith (1995) conducted research on the use of reflective journals by
60 teacher education students at the University of Sydney. The study examined the
effect of structured strategies and tasks students were exposed to during two
coursework in the teacher education programme. The coursework contained tasks and
activities that could assist the student teachers with their reflection. The study
investigated the types and patterns of student reflection, the fundamental nature of
reflection, whether the nature of the data or evidence was affected by the types of
reflection and in particular, which strategies in the courses facilitated reflection. As a

result, four types of reflective writing were identified. The first type, descriptive writing
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was description of the event or literature and therefore is not counted as reflective. The
next type was descriptive reflection, which includes an explanation or reason built on
some judgement or estimation. The third form, named as dialogic writing, was the type
of writing that reflects a dialogue with the self and shows efforts to explore possible
reasons. The last type of writing, critical reflection, involves giving reasons for the
actions or conclusions. Moreover, 60-70% of the journal writings are found to belong to
the descriptive type. The critical reflection was found the lowest among the reports of
the participants.

Gilmore (1996) conducted research on the conceptions of written journals of six
lecturers who taught a teacher education course in New Zealand. The course required
student teachers to keep a journal as a form of fostering reflection. The overall results
of the study showed that a majority of the lecturers concurred that journaling enabled
the learners to research their own learning and practice. In addition, a salient point was
that the journals revealed what and how trainee students learnt, and they also enabled
the students to connect theory to practice.

As a result, we can say that reflection is a precious tool to investigate the
teaching experiences of teachers that is the very first step of the teacher development
and change. Although there are several data collection techniques proposed for
teachers’ reflection, writing reflective journals in the form of a diary, as concluded in

the literature, is considered a good tool for reflection.

2.2. The Theory of Multiple Intelligences

“Do not then train youths to learning by force and harshness, but direct them to
it by what amuses their minds so that you maybe better able to discover with accuracy
the peculiar bent of the genius of each” (Plato, cited in Armstrong, 1994)

The theory of Multiple Intelligences was researched, developed, and published
by a team of researchers at Harvard University, led by Dr. Howard Gardner. According
to Gardner, as presented in his book Frames of Mind: the Theory of Multiple

Intelligences (1983), human intelligence has the following characteristics:

“A set of skills that enable a person to resolve genuine problems encountered in
life. The ability to create an effective product or offer a service that is valued in a culture,
the potential for recognizing or creating problems, thereby establishing the necessity for
the new knowledge." (Gardner, 1983:10)
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Gardner's research led him to conclude that the traditional view of intelligence
was inadequate. Therefore, he claimed there are at least seven different intelligences
that each person possesses. He has classified these intelligences as verbal-linguistic
intelligence, logical-mathematical intelligence, bodily-kinaesthetic intelligence, visual-
spatial intelligence, musical intelligence, interpersonal intelligence and intrapersonal
intelligence. Later on, he added another type of intelligence that deserves to be called
an intelligence -the naturalistic intelligence. However, Gardner has never ruled out the
possibility that additional intelligences may also exist, for multiple intelligences
research is still in its infancy (Gardner, 1993:9). He has also added that there can never
be a single “irrefutable” and universally accepted list of human intelligences.
Obviously, each form of intelligence can be subdivided, or the list can be rearranged.
The real point is to make the case for the plurality of intellect. Also, he believes that
individuals may differ in the particular intelligence profiles with which they are born,
and that certainly they differ in the profiles they end up with.

Gardner (1983) argued that human beings possess varied kinds of mental
strengths or intelligences. However, the verbal-linguistic and the mathematical-logical
are the only two kinds of intelligence that the educational system encourages, while it
tends to neglect other forms of intelligence.

Gardner (1983:39) states that the multiple intelligences theory is a pluralized
way of understanding the intellect. Recent advances in cognitive science,
developmental psychology and neuroscience suggest that each person's level of
intelligence, as it has been traditionally considered, is actually made up of autonomous
faculties that can work individually or in concert with other faculties.

According to Howard Gardner's multiple intelligences theory, we all have
different intellectual strengths or intelligences, and we use them all to varying degrees
to acquire knowledge, understand the world, engage in problem solving, create, and to
meet the challenges in our daily lives. However, not all of them are developed equally.
Because of this, we do not use them effectively. One or two intelligences may be
stronger and more fully developed than the others but this does not need to be a

permanent condition because the dominant intelligences may support the weaker ones.
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2.2.1. Various Types of Intelligences
This section will explain the seven types of intelligences and the characteristics

of people having these intelligences.

Figure 3. Various types Intelligences

This intelligence is described as to be able to use language effectively whether
in oral or written form. Armstrong (1994) describes this intelligence as "the ability to
manipulate the syntax or structure of language, the phonology or sounds of language,
the semantics or meaning of language, and the pragmatic dimensions or practical uses
of language" (p.2).

People who are strong in this intelligence have a good memory of vocabulary
and enjoy playing with words, puns, and rhymes. They read effectively and interpret
and remember what has been read. They are good at understanding and applying the

rules of grammar, spelling and punctuation. They like talking and know how to speak
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according to their purposes and audiences. "They learn best through saying, hearing and

seeing words, reading, writing and discussing"(Lazear, 2000:29).

2.2.1.2. Logical-mathematical intelligence:

It is the ability to use numbers effectively and reasoning well. It includes the
ability "to explore patterns, categories, and relationships by manipulating objects or
symbols, and to experiment in a controlled, and orderly way. “Logical-Mathematical
Intelligence entails the ability to reason either deductively or inductively and to
recognize and manipulate abstract patterns and relationships" (available at

http://www.cookps.act.edu.au/mi_logic.htm).

The people gifted in this intelligence are good at maths, reasoning, logic and
problem solving. They ask "why" and "how" questions very much. They represent
concrete objects and concepts with abstract symbols. They enjoy solving puzzles and
collecting and classifying things. "They want to know how things work. They learn best
by categorizing, classifying and working with abstract patterns and relationships"

(Lazear, 2000:26)

2.2.1.3. Visual-spatial intelligence:

It is "the ability to perceive and mentally manipulate a form or object, and to
perceive and create tension, balance and composition in a visual or spatial display [and]

to create visual-spatial representations of the world and to transfer those representations
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either mentally or concretely" (available at

http://www.cookps.act.edu.au/mi visual.htm).

The people with well-developed visual-spatial intelligence have sensitivity to
colour, line, shape, form, space and relationships between these. They have strong
imagination and use visual images to remember. They like to design, draw, read
graphics, charts, and maps, and organize objects and areas (Lazear, 2000:22). They
need pictures to understand, therefore, "cartoons, witty posters, and humorous pictures,
or photographs related to the subject matter convey pleasant messages about learning to
students"(Campbell, 1996:96). They learn best through visualizing, using the mind's

eye, and working with colour or pictures.

2.2.1.4. Bodily-kinaesthetic intelligence:

It is the ability to solve problems to produce something and to express ideas and
emotion by the help of body. In this intelligence, body and mind work together for
perfect physical performance (Campbell, 1996:67).

People talented in this type of intelligence want to get up and move around.
They can read body language and communicate ideas through gestures. They are good
at physical activities, such as sports, dance and acting. They prefer to touch, handle
what is to be learned, and concrete learning experiences like field trips, participating in
role-play, games, etc. They learn best "by direct involvement and participation,
therefore, remember most clearly what was done, rather than what was set or observed"

(Gardner, 1999:113).



25

2.2.1.5. Musical intelligence:

This intelligence is the ability to perceive, discriminate, transform and express
musical forms (Campbell, 1996:133).

People with high level of musical intelligence are sensitive to “pitch or melody,
rhythm, timbre, and respond to the emotional implications of these elements". They
enjoy musical experiences, discriminate different musical styles, and play with sounds.
They can sing and play an instrument. They learn best by rhythm, music, and melody,

playing instruments, inventing songs or tunes (Lazear, 2000:33).

2.2.1.6. Interpersonal intelligence:

It is defined as to be able to understand and interact effectively with others.
Noticing others' goals, motivations, intentions are a part of this intelligence (Campbell,
1996:160).

People who excel in this category have good social relationships and skills of
leadership, so influence others' opinions and actions. They are sensitive to the feelings
of others and prefer to work cooperatively. They are good at organizing,
communication and sometimes manipulating people. They learn best by sharing,

relating, interviewing, comparing and cooperating (Armstrong, 1994:5).
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2.2.1.7. Intrapersonal intelligence:

It is the knowledge about self and the ability of acting adaptively on the basis of
this knowledge, in other words, to be able to understand one's inner feelings, dreams,
ideas, intentions, and goals (Campbell, 1996:195).

People with well-developed intrapersonal intelligence like working alone. They
can express their feelings easily. They are aware of their strengths and weaknesses and
set goals according to them. They work towards their goals. They learn best by working
alone, individualized projects, self-paced instruction (Lazear, 2000:38).

As Gardner (1983) claims MI theory pluralizes the traditional concept of
intelligence. According to this theory, everyone possesses all these seven intelligences
from learning disabled to the gifted ones, but the strengths and combination of these
differ from person to person. For example, a person may be highly developed in verbal-
linguistic and interpersonal intelligences, and modestly developed in others. However,
most people can develop all their intelligences to an adequate level of performance if
they receive appropriate education and enrichment in their environment. Moreover,
these intelligences do not work separately, but interact with each other and work
together in complex ways. According to Armstrong (1987), "MI Theory emphasizes the
rich diversity of ways in which people show their gifts within intelligences as well as
between intelligences" (p. 12). For instance, a person may not be good at mathematics,
but may show his/her logical-mathematical intelligence at reasoning.

MI theory does not focus on how smart the students are; instead, it focuses on in what
ways they are smart. Therefore, Gardner states that everybody is smart in seven (eight)
different ways. However, in traditional schools, the focus is mainly on logical-
mathematical and verbal-linguistic intelligences. This kind of schooling is good only for

the students who have that profile of intelligences, but not very useful for others who do
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not have them. If everybody is treated as if they were the same, students who are not
good at these intelligences are at-risk. Because of this, educators need new ways of
understanding how students learn and how they should be taught. "MI Theory provides
a means for distinguishing the many ways children have to solve problems and create
products, identify cognitive strengths and group students according to complementary
intelligences"

(http://www.indiana.edu/~eric rec/ieo/bibs/multiple.htMI).

By the help of MI Theory teachers can determine students' preferences in
learning styles, which is combination of seven intelligences, and create teaching
methods related to these intelligences. Although it is not very easy to reach each
individual, MI Theory makes students' highly developed intelligence(s) active in
learning, and makes personalizing education easier. With MI Theory, Gardner argues
against the belief that there is only one way to learn how to write, only one way to learn
how to compute. He finds this kind of contentions nonsense. He argues that it is equally
nonsensical to say that everything should be taught in seven ways. The point of MI
Theory is that any topic can be taught in more than one way, and it provides variety for

lesson content.

2.3. Today's Schools and MI

MI theory makes its greatest contribution to education by suggesting that
teachers need to expand their repertoire of techniques, tools, and strategies beyond the
typical linguistic and logical ones predominantly used in classrooms all around the
world. According to a study conducted in 1000 American classroom by John Goodlad
(1984), almost 70 percent of class time was consumed by teacher talk and most of the
written assignments required the students to respond to directives in workbooks and
worksheets.

In such a context, the theory of Multiple Intelligences acts as a specific remedy
to one-sidedness in teaching, and as a model for organizing and synthesizing all the
educational innovations that have sought to break out of this narrowly confined
approach to learning. In doing so, it offers a wide range of stimulating curricula to
“awaken the slumbering brains” that Goodlad “fears populate classrooms” (Goodlad,

1984:230).


http://www.indiana.edu/%7Eeric_rec/ieo/bibs/multiple.htMI
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The teacher of an MI classroom continually shifts her method of presentation
from linguistic to spatial, from bodily kinaesthetic to interpersonal, and so on,
combining intelligences in creative ways. She provides hands-on experiences,
encourages students to interact with each other in different ways, and plans time for
students to self-reflect and to undertake self-paced work (Armstrong, 1994).

Furthermore, concerning teaching strategies, the theory of Multiple Intelligences
offers teachers an opportunity to develop innovative teaching strategies that are
relatively new to the educational scene. MI theory suggests that no one set of teaching
strategies will work best for all students at all times. All children have different
tendencies in the seven intelligences, so any particular strategy is likely to be highly
successful with one group of students and less successful with other groups. Because of
the individual differences among students, teachers are best advised to use a broad
range of teaching strategies with their students (Armstrong, 1994). As Chapman (2000)
indicated, there are several applications of Gardner’s theory relevant to teachers.

Haggerty (1995) has developed five principles to be kept in mind as educators
attempt to bring Gardner’s theory of MI into the institution of education. He believes

that education should:

- address the entire range of intellectual capacities.

- be highly individualized to match the distinctive combination of intelligences
possessed by each person.

- encourage students as much as possible to establish their own learning goals
and construct their own learning programs.

- assess intelligences directly in context in which they are applied.

- not be confined to the school (p.15).

Haggerty (1995) further suggested seven steps that will help teachers who wish

to make their classes more open to the insights of MI research as follows:

- Spend the time required to understand what the theory of MI actually proposes and
the bases for these proposals.

- Examine your own teaching style.

- Begin to understand the intellectual profiles of your students to discover what their
intellectual strengths and weaknesses are.

- Consider specific teaching approaches and methods that appeal to particular
intelligences or combinations of intelligences.

- Approach planning specific lessons or classes with MI theory in mind.

- Recognize the distributed nature of intelligences.
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Focus on assessment rather than testing.
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The following two tables summarize MI teaching. Table 1 shows teaching

activities, materials, and strategies that can be used for each intelligences. Table 2

demonstrates the relevant educational movements, sample teacher presentation skills,

and sample activities to begin a lesson.

Table 1. Summary of MI Teaching A.

in course of study, self-
esteem building, etc.

journals, materials
for projects, etc.

Intelligence Teaching Activities Teaching Instructional
Materials Strategies

Linguistic Lectures, discussions, books, tape read about it, write
word games, storytelling, |recorders, about it, talk about
choral reading, journal typewriters, stamp |it, listen to it
writing, etc. sets, etc.

Logical- brain teasers, problem- calculators, math |quantify it, think

Mathematical solving, science manipulative, critically about it,
experiments, mental science conceptualise it
calculation, number equipment, math
games, critical thinking, games, etc.

Spatial visual presentations, art graphs, maps, see it, draw it,
activities, imagination video, LEGO sets, |visualize it, colour
games, mind-mapping, art materials, it, mind-map it
metaphor, visualization, optical illusions,
etc. cameras, picture

library. etc.

Bodily- hands-on learning, drama, |building tools, build it, act it out,

Kinaesthetic dance, sports that teach, clay, sports touch it, get a
tactile activities, relaxation |equipment, feeling of it, dance it
exercises, etc. manipulative,

tactile learning

Musical Super learning, rapping, tape recorder, tape [sing it, rap it, listen
songs that teach collection, to it

musical

Interpersonal Cooperative learning, peer |Board games, Teach it, collaborate
tutoring, community party supplies, on it, interact with
involvement, social props for role- respect to it
gatherings, simulations, plays, etc.

Intrapersonal Individualized instruction, |Self-checking Connect it to your
independent study, options |materials, personal life, make

choices with regard
to it

(Armstrong, 1994, pp. 52-53)




Table 2. Summary of MI Teaching B.

30

Intelligence Sample Educational ~ |Sample Teacher Sample Activity to
Movement Presentation Skill Begin  a Lesson

Linguistic Whole Language teaching through long word on the

storytelling blackboard

Logical- Critical Thinking Socratic questioning posing a logical

Mathematical paradox

Spatial Integrated Arts drawing/mind-mapping [unusual picture on
Instruction concepts the overhead

Bodily-Kinaesthetic

Hands-on Learning

Using gestures/ dramatic

expressions

Mysterious artifact
passed around the
class

Musical Suggestopedia Using voice Piece of music
rhythmically played as students
come into class
Interpersonal Cooperative Learning |Dynamically interacting |"Turn to a neighbour
with students and share."
Intrapersonal Individualized Bringing feeling into "Close your eyes
instruction presentation and think of a time

in your life when."

(Armstrong, 1994, pp. 52-53)

As the tables above present, the MI teacher is supported by a wide variety of
activities like drama, problem solving, and peer tutoring. MI also provides numerous
materials varying from calculators and typewriters to musical instruments and cameras.
Besides activities and materials, the MI teacher is offered various instructional
strategies like critical thinking, collaborative learning, and individualised instruction.
As the teacher shifts from one intelligence to another, the students actively involve in

learning and develop their intelligences to the best.

2.5. Research on MI
Harvard Project Zero (2000), a research group at the Harvard Graduate School
of Education, has investigated the development of learning processes in children,

adults, and organizations for over 32 years. Project Zero's mission is to understand and
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enhance learning, thinking, and creativity in the arts and other disciplines for
individuals and institutions. They place the learner at the centre of the educational
process, respecting the different ways in which an individual learns at various stages of
life, as well as differences among individuals in the ways they perceive the world and
express their ideas.

Two researches from Harvard’s Project Zero (Kornhaber and Krechevsky,
2000) have surveyed approximately eleven model programs to determine the effects of
MI implementation on teachers, students and parents. According to results gained in the
Project Zero, teachers and principals stated that MI Theory implementations in schools
improved the discourse at school as well as enhanced classroom practices. Teachers
focused more on students’ strengths and looked at a broader array of student abilities.
The language offered by the MI Theory enabled teachers to describe students and their
capacities more comprehensively to students themselves, colleagues, parents and
others. A school’s commitment to the Theory of MI usually resulted in enriched
learning environments and experiences for all children. Many teachers felt courage to
work in teams so that their talents were of service to colleagues and their weaknesses
complemented by the strengths of others. In addition, many teachers were inspired to
pursue new avenues for their professional growth (Project Zero, 2000).

Parents reported both academic and affective gains. They explained that their
children are taking positive academic risks, their self-esteem has improved, and they
are happy to go to schools.

When interviewed, students echoed what their parents stated. At MI schools,
students are proud of their work and eager to share it with others. Their academic
achievement gains have been documented through standardised tests, too (Campbell et
al, 1996:314).

Project SUMIT (2000), which was a three-year project aimed to identify,
document, and promote effective implementations of Mls.

SUMIT carried out phone interviews with principals and teachers at 41 such
schools and administrators. In these interviews, educators described how they
integrated MI into their curriculum, assessment, professional development, and other
organizational practices. They also described the outcomes they associate with the use

of MI in their schools. These outcomes included increases in student achievement,
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higher test scores, more qualified student work, attendance, behaviour, and/or parent
participation.

During the 1989-1990 school year, an action research project named “A
Multiple Intelligences Classroom” was undertaken to explore the students' reactions to
the multiple intelligences-based instructional model. The students were third graders
and studying in a special multiple intelligences classroom. The class was divided into
seven sections. Each section was called an intelligence centre like Spatial Centre or
Logical Mathematical Centre. Each day students spent time at each centre learning
about the day's theme in seven different ways. Students learned by reading, writing,
computing, solving problems cooperatively, moving and building, singing and creating
rhythms, and through diverse art forms. The curriculum was both thematic and
interdisciplinary. The researchers studied on student behaviour, attitudes, and abilities
to work in non-traditional ways such as with music, movement, visual arts and
cooperation.

The information was gathered in three ways: a daily journal was kept with
specific entries, a classroom climate survey was administered eighteen times during the
year and a student assessment inventory of work at the seven centres was administered
nine times during the year. Data was analysed on a weekly basis and observations were
made. These observations were then tested and if verified, a hypothesis was made based
upon that input. Each hypothesis was then further tested, modified and refined. If data

continued to support it, it became a working hypothesis.

Ten hypotheses were validated according to these procedures:

1. The students displayed increased independence, responsibility and self-direction
over the course of the year.

2. Students previously identified as having behavioural problems made significant
improvement in their behaviour.

3. Cooperative skills improved in all students.

4. Ability to work multi-modally in student presentations increased throughout the
school year with students using a minimum of three to five intelligence areas in
their classroom reports.

5. The more kinaesthetic students particularly benefited from the active process of
moving from centre to centre every fifteen to twenty minutes.

6. Leadership skills emerged in most students. Several students who had not previously
displayed leadership abilities took the lead with their groups in the Music Centre,
the Building Centre, and the Art Centre and particularly in the Working Together
Centre.

7. Parents reported frequently that behaviour improved at home, more positive
attitudes about school were exhibited, and attendance was increased.
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8. Daily work with music and movement in content areas helped students retain
information. At the end of the year, all students were able to remember several
songs created as early as September that combined specific academic information.

9. The role of the teacher changed as the year progressed, becoming less directive and
more facilitative, more diversified, less of a taskmaster and more of a resource
person and guide.

10.Students became progressively more skilled at working effectively in this unique
and non- traditional classroom format (Chapman, 2000) available
at:http://www.business1.com/IRI SKY/itsf.htm. (If The Shoe Fits)

One final result of the program not observed in the research was the effect it had
upon the teacher. Due to the nature of the program, the instructor developed different
skills than previously relied on when standing in front of a class lecturing each day. The
instructor began to observe the students from seven new perspectives. He began
working with them, rather than for them. He explored what they explored, discovered
what they discovered and often learned what they learned. He found satisfaction in their
enthusiasm for learning and independence, rather than in their test scores and ability to
sit quietly. And most importantly, in planning for such a diversity of activities, he
began to grow more creative and multi-modal in his own thinking and learning. He
learned to write songs and sing. He improved his ability to draw and paint. He began to
see growth and development within himself and even began to wonder who was
changing the most, his students or himself (Campbell, 2000).

Nguyen (2000) has also designed a study in which he tried to find out the effects
of an MI curriculum on students’ performance in a standardised achievement test. He
gave the same achievement test CAT/S (California Achievement Test/5) to both his
control and experimental group the latter of which followed an MI curriculum.
Although he found no significant difference between two groups, he concluded that
since the students who followed an MI implemented curriculum were as successful as
the ones taught traditionally, MI teaching is a crucial alternative to teaching with its
varied teaching strategies and focus on individual differences in learning.

A similar study was conducted by Beam (2000). In her study, she compared the
theory of MI instruction to traditional text-booked teacher instructions in social studies
of 5™ grade students. 24 students took place in the study for 5 weeks. Students in
experimental group followed MI implemented lessons while traditional teaching was
adopted in the control group. At the end of the study, students’ performances were

tested by standardised tests and portfolios. The results proved that although there is no
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significant difference between the students’ achievements, MI theory makes learning
easier and enjoyable and education personalised.

Johnson and Kuntz (1997) have searched on how teachers interpreted and used
MI theory in their classes. The results of the study highlighted four important changes
in teachers who started to implement MI theory in their classes as follows:

Teachers have started to use the theory of MI in lesson planning and classroom
procedures which enhanced their instructional repertories and changed their assessment
practices by using report cards, portfolios. Moreover, students possessing individual
cognitive profiles with varying strengths were appreciated and taken into account while
teaching. In addition, the classroom atmosphere became positive which made both
teachers and students cooperative and actively involved. Finally, the theory developed
reflective thinking among the colleagues by raising their self-esteem, cooperation and
risk taking abilities.

Likewise, Mettetal, Jordan and Harper (1997) examined the attitudes of
teachers, students and parents toward an MI curriculum. The results proved that
teachers and students who knew about and implemented the theory have raised their
self-esteem and respects for individual differences. Parents were contented with the
theory and its applications in education, too. Teachers had some anxiety, time
management or different procedural problems that were effectively solved through in-
service training programs and ongoing support they received from each other. This
training and ongoing support they received from each other made the theory
widespread. Moreover, some changes in assessment procedures and increasing
students’ performance in standardised tests were also observed in the subsequent years

of MI implemented programs.

2.6. Multiple Intelligences in ELT

As in all areas of education, the theory of Multiple Intelligences has its place in
English Language Teaching. The theory offers a model that can help language
educators understand how their own learning style affects their teaching style and,

ultimately, how that teaching style can affect student learning (Christison, 1996).
“When I first began teaching, I remember being surprised to find out that
the young man who was doing so poorly in my language class was the best student

in math, and the young woman who was my best language student was struggling in



35

physical education. A third student did poorly in both math and English but was an
outstanding musician. At that time, I did not consider differences in intelligence
profiles or learning styles in planning my lessons. My students struggled to adapt
themselves to my teaching style and the activities and materials I chose for them”

(Christison, 1996, p. 10).

Although many ESL/EFL teachers today recognize and appreciate diversity in
the students they teach, they are faced with several difficult problems in their
workplace situations (Hoerr, 2000). The first problem is that embedded in many
educational practices are policies and procedures that lead individuals toward
uniformity, such as standardized achievement tests, textbook adoptions, and curriculum
guides. In addition, the traditional second or foreign language classroom has favoured
visual and verbal delivery systems -lectures, worksheets, written papers, pictures,
graphic organizers, slides, and videos. Using primarily visual and verbal cues, teachers
can miss the elusive qualities of learning demonstrated by some ESL/EFL students who
are not strongly verbal or visual (Lazear, 2000:41).

There are signs that a paradigm shift is beginning. More and more ESL/EFL
teachers are addressing diversity in their classrooms. Teaching profession is becoming
increasingly aware of the enormous range of human skills and capacities (Project
SUMIT, 2000).

The theory of Multiple Intelligences has great potential for helping revolutionize
teachers' concept of human capabilities. The theory is very important to EFL/ESL
teachers; because they work with such diverse learners, they can nurture intelligences in
many different ways. MI theory helps educators create an individualized learning
environment.

There are two important steps to follow in understanding how MI theory applies
to TESL/TEFL. The first step is to identify and categorize the activities that are
frequently used in classrooms - which ones help develop linguistic Intelligence, musical
intelligence, or logical/mathematical intelligence (Christison, 1996). Once an
understanding of where the activities fit into the multiple intelligence taxonomy has
been reached, the next step is to track what is being done in lesson planning and
teaching.

According to Lazear (1991), there are three stages to lessons that teach with

multiple intelligences. The developmental sequence is as follows:
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Stage 1: Awaken the Intelligence: A particular intelligence can
be activated or triggered through exercises and activities.

Stage 2: Amplify the Intelligence: This part of the lesson focuses
on improving and strengthening the intelligence.

Stage 3: Teach for/with the Intelligence: This stage is concerned
with going beyond the classroom, with the integration of intelligence
into daily living, such as solving problems and challenges in the real
world.

All of these strategies need to be present in an ESL/EFL lesson designed to
emphasize the different ways of knowing.

However, there is no single or preferred model of Ml-based lesson design.
Teachers are highly skilled at creating approaches that best suit their teaching styles as
well as the needs of their students. When beginning to approach MI as an instructional
framework, realistic expectations must be set (Campbell et al, 1996: 235).

Numerous strategies have been suggested for planning daily or weekly lessons.
Many teachers, however, find it daunting to create lessons that incorporate all seven
areas. It is unlikely to address all 7 intelligences within 50-minute class periods. Rather,
including one strategy from each intelligence in one to two week’s time may prove
manageable (Gardner, 1997; Campbell, 1996; Campbell, 2000; Lazear, 2000). It is also
recommended that at least four intelligences serve as entry points into any content.
Such efforts provide students with four opportunities to access information while
challenging teachers to work in new ways. (Project Zero, 2000).

It is important to note that while the MI provides an effective framework, it is
not desirable to turn Gardner’s theory into a rigid pedagogical formula (Gardner, 1993;
Campbell, 2000). What is most important in MI instruction is that the tools of
instruction should be appropriate for the content. That is, teachers are not to
consistently bring each intelligence type just for the sake of bringing them all at once.

The theory of MI helps teachers transform existing lessons or units into multi-
modal learning opportunities for students. Since most teachers are comfortable working
with two or three intelligences, attempting to integrate additional capacities involves
risk-taking and flexibility. However, the rewards for such efforts are tangible
(Campbell, 1996:231). It is gratifying to observe students’ enthusiasm, engagement,
and achievement increase while experiencing the expansion of one’s intellectual

capacities.
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Considering the focus of the present study, the following section will only
discuss the application of the theory in EFL reading classes. However, it is important to
note that there exist many applications of the MI Theory in all the skills involved in
foreign language education.

2.7. Multiple Intelligence Theory in Reading Classrooms

In EFL classes, reading ability has been focused as a component of general
second language proficiency. However, although reading is one of the basic skills,
teaching of reading has always put aside and seen as a supporter to teach language. It is
especially used as a means to teach grammar and vocabulary (Brown, 2001). Up to
recent years, the importance of focusing on the reading process has been ignored. When
looked at the traditional reading classrooms, it is clear that the procedure in reading
lessons pays attention to the product of reading rather than training students in reading
process (Bamford & Day, 1998:124).

Balla Konare' (1994) in his article in English Teaching Forum gives an example

of a traditional reading classroom procedure as follows:

1) The teacher presents new vocabulary, often at length.

2) The teacher reads the text aloud to the class (who has not yet seen it). S/he asks them
what it is about.

3) S/he reads it aloud again while the students follow it in their books. Then s/he may ask
them one or two more questions.

4) Individual students read the text aloud ("reading around the class") and the teacher
interrupts the correct pronunciation.

5) The students read the text silently and try to remember as much as they can for
questions the teacher may ask afterwards.

6) The teacher asks oral questions on the text (among which literal, direct-reference wh-
questions predominate) and students answer orally (p.6).

As seen in the example, there is no purpose to motivate students to read.
However, in real life situations, reading is always a purposeful activity, people read for
different purposes such as enjoyment, getting information, and so on (Brown, 2001).
The crucial point in reading is this and the reading teachers' job should be to give
purposes to their students and help them to achieve these. To achieve this, they should
use motivating and worthwhile methods instead of inefficient ones as in the example.

On the same issue, Balla Konare (1994) states that realistic reading in class
requires full student participation both emotionally and intellectually just because they
do the same in their L1 reading. By doing do, teachers should use reading tasks that let

different students to respond differently (pp. 6-7).



38

The role of the MI theory starts at this point. As it is mentioned earlier, MI
theory, by taking into account students' differences in terms of their strong
intelligences, provides variety for the teacher who is discouraged by inefficient reading
methods. A teacher who applies MI Theory in reading, should first be aware of his/her
students' interests to be able to choose motivating reading materials related to their
specific interests such as their heroes, hobbies, pets, inventions, scientific discoveries,
favourite sports, music groups or foreign countries. When the teacher brings materials
which appeal his/her students' needs and interest, students will not be unmotivated, and
they will feel the need to read. On this issue, Campbell (1996: xxi) states that every
individual neither shows the same intelligence profile nor have the same interests.
Among lots of information we must choose what and how to learn. In making these
choices, individual preferences and interests play a crucial role.

After the selection of the material, teacher uses the principles of the MI Theory
for choosing appropriate strategies to present the material. As Gardner says, it may not
be possible, in fact it is not necessary, to prepare reading lessons which address to all
kinds of intelligences. The teachers choose a few of them as a focus by adapting them
according to the content of the material. For example, s/he may prepare a lesson by
addressing to musical, verbal-linguistic, interpersonal and bodily-kinaesthetic
intelligences, and in another lesson may address to visual-spatial, verbal-linguistic,
logical-mathematical intelligences.

Some useful strategies according to intelligences which can be used in reading
classrooms are presented below. The applications of the new techniques are also
explained.

1) Verbal-linguistic intelligence: Brainstorming, storytelling, discussion,
dialogues, and word games, debate, writing based on reading content, poems.

2) Logical-Mathematical intelligence: Prediction, classification and
categorizations, logic puzzles and games, word problems, solving mysteries, Socratic
questioning and heuristics.

In Socratic questioning, the teacher serves as a questioner of students' points of
view. Instead of talking at students, the teacher participates in dialogues with them,
aiming to uncover the tightness or wrongness of their belief. The purpose is to help

them sharpen their critical thinking skills so that they no longer form opinions simply
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out of strong emotion or the passion of the moment. For example, a student defending
the motives of a character in Huckleberry Finn is carefully questioned to see if his stand
is supported by the facts in the novel (Armstrong, 1994: 70-71).

Heuristics refers to a loose collection of strategies, rules of thumb, guidelines,
and suggestions for logical problem solving. While looking for the main idea in a
reading passage, a student might separate out each part of the passage into sentences
and subject each part to qualifying "test" of a key point. Examples of heuristic
principles include finding analogies to the problem you wish to solve, or proposing a
possible solution to the problem or separating the various parts of the problem
(Armstrong, 1994: 71).

3) Visual-Spatial intelligence: Charts, graphs, diagrams, mind maps, drawings,
videos, slides, movies, visual puzzles, photography, imaginative storytelling, creative
daydreaming, and visualization.

4) Bodily-Kinaesthetic intelligence: Role-play, drama, mime, and hands on
activities, field trips, competitive and co-operative games using body language/hand
signals to communicate.

5) Musical Intelligence: Songs, mood music, super memory music, group
singing, raps. In mood music, the teacher locates a piece of music which creates an
appropriate mood or atmosphere for a particular lesson. In super memory music, the
music comes from the background, and students in a relaxed state listen to the teacher's
instruction or work on something.

6) Interpersonal Intelligence: Co-operative groups, pair-works, interactive
games and competitions, simulations. In simulations, students come "together to create
an as-if environment" (Armstrong, 1994: 81).

7) Intrapersonal Intelligence: Independent studies, feeling-toned moments,
individualized projects and games, one-minute reflection periods. Feeling-toned
moments are the moments when students express their strong opinions and feelings
about the topic. In one-minute reflection periods students are given time to digest the
information presented or to connect it to happenings in their own lives (Armstrong,

1994: 82).
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CHAPTER 3
METHODOLOGY
3.1. Subjects

The subjects of this study were 9 ELT teachers in School of Foreign Languages
at Anadolu University in Eskisehir, Turkey. At the beginning of the present study, they
were 10, but later one of the subjects did not want to participate due to his own reasons.
Four of the subjects were male while the other five were female. Their ages ranged
from 27 to 37. They graduated from ELT BA Programmes of different universities, and
two of them already finished their MAs in ELT while one of them was an MA student
at the time of the study. Their working experience ranged from four to seven years.

At the time of this study, the participants had to teach two different skills one of
which was reading. All teachers were in the Curriculum Renewal Process, which
started in June 2003. Based on the friendly talks the participants had with the
researcher, one of their colleagues, it became clear that before the Curriculum Renewal
Process, the participant teachers found themselves working under conditions of low
autonomy, with little influence over strategic decisions such as choosing the material
and designing it in the way they wanted. They had to keep up with the reading syllabus
designed by the administrators and teach the reading materials in the pack prepared
beforehand without having an idea of what it included. However, with this on-going
curriculum renewal, they are encouraged to try their best to realize the program goals
and objectives and make their teaching as effective as they can.

All the subjects had twenty-seven preparatory school students in each class.
They were the students of various departments (Departments of Communication
Science, Civil Aviation, Engineering, Fine Arts, Business Administration and
Management, Literature, Education Faculties, and so on) but studying English
compulsorily. Thus, the needs, expectations and interests of those students varied much
in the same class. The teachers wanted to participate in the study voluntarily in order to
address all these different students in the same class and to increase students'
participation in their reading classes.

Before participating in the study, the teachers stated that they had heard about
the MI theory which was used as the innovative practice in the study, but did not have

enough knowledge about it. In order to find out whether the training about the
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innovative practice would have any effect on teachers’ responding to the innovation
and their application of it in the classroom, the subjects were randomly divided into
two, as control group teachers and experimental group teachers. There were four
teachers in the control group and five in the experimental group. The difference
between the control and experimental group was the daily meetings and reflection
sessions which were held as preparation-for and follow-up meetings for each MI
implemented lesson plans. Moreover, in these sessions experimental group teachers
shared out their experience about the innovative practice, and they were provided with
an ongoing support and training both by the researcher and each other.

However, the control group teachers were given only the relevant lesson plans
with no daily meetings and reflection sessions. They were left on their own in their

experimentation with the innovation.

3.2. Instruments
Initial and final reflection questions, daily reflection questions, daily meetings
and reflection sessions as the training process, and recordings of lessons were used to

form the data base of this study.

3.2.1. Initial and Final Reflection Questions
To find out how the participants perceived the innovative practice before
implementing it, all the participants, both in the control and experimental groups, were

given the following questions and asked to write their opinions.

1. What do you think about MI theory in general?

2. How do you see the role of teacher in MI implemented lesson?

3. Do you think MI theory will affect your teaching? How?

4. What changes may this theory and its implementation bring to your teaching?

Will you exemplify with your reasons please?

“

Will this theory and its applications affect your students in general? How?
6. Will MI theory affect your students’ learning? How?

7. Will MI theory affect your students’ motivation? How? Please give your
reasons.

8. What will be the use of the implementation of MI theory in our teaching context?
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The questions aimed to find out teachers’ perceptions of the innovative practice

in terms of three areas;
1. Teachers’ teaching (2, 3, 4)
2. Students’ learning (5, 6, 7)
3. Its applicability in their teaching context (1, 8)

The preconceived categories “teachers’ teaching” and “students’ learning” were
adopted from a similar study of Pennington (1995) in which she investigated on the
change cycle teachers went through while implementing the process writing as the
innovation. It was thought that asking the teachers about the applicability of the
innovative practice in their own context would also be necessary for the aims of the
study. Therefore, it was added by the researcher as another category to the initial

questions.

After the teachers implemented the innovative practice, in order to identify
whether their perceptions of the innovation changed with the training process and when
they used it in real classrooms, they were given the same questions and asked to answer

them again in both of the groups.

They were set free to write their reflections in English or Turkish in order to
prevent the language barrier which might have hindered them express their feelings and

ideas openly and clearly.

3.2.2. Daily Reflection Questions

In order to identify the teachers’ opinions of and reactions to the innovation
throughout the implementation period, the teachers in both groups were given the
following questions and were asked to answer them as soon as they finished each class

they implemented MI theory as the innovation (see Appendix D).

1. What did I do? (Please write a brief list of activities sequenced chronologically.
When necessary, please include detailed descriptions.)

2. What went well? Why? (Please specify the activity.)

3. What went wrong? Why? (Please specify the activity.)

4. What changes would I make if I had a chance to prepare this material for the
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relevant unit?

These reflection questions were inspired from the “Guided Reflection Protocol
for Individual Reflection” prepared by Hole and McEntee (1999).

They were again set free to write their reflections in English or Turkish in order

to make them feel at ease and comfortable.

3.2.3. The training process: Daily meetings and reflection sessions

The training process the teachers in the experimental group went through
included pre and post meetings. Eight daily meetings and reflection sessions as
preparation-for and follow-up to each 2- hour slot of MI implemented lesson plans took
place with the experimental group only.

1. That is, they had meetings before implementing the MI lesson plans in order to
be informed about how to apply it in the classroom. In the pre-meetings, the
procedure for each lesson and how to apply the relevant MI implemented lesson
plan were discussed. Different ideas and suggestions on each step in the plan
were shared.

2. Teachers in this group were also invited to follow-up reflection meetings in
which they shared their opinions of how the application of the innovative
practice went in the class.

This procedure repeated itself for eight times after each two-hour slot of
teaching. These sessions were tape-recorded as the evidence of how the experimental
group teachers received the so-called training throughout the implementation period.
The transcripts of the two meetings were included in Appendix F as examples of the
procedures of the training process.

During these reflection sessions, the teachers were free to use their mother
tongue, and they were guided to reflect on both the positive aspects and problems of
their innovative practice experience.

The participants in the control group did not go through any training process.
They were only handed in the lesson plans without any preparation-for and follow-up
meetings, and were asked to implement these MI implemented lesson plans in their

classes.
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3.2.4. Recordings of lessons

Another procedure to incorporate all the findings was recording the participant
teachers’ lessons. During the implementation of the MI lesson plans prepared by the
researcher, the subjects were tape-recorded in order to see whether the teachers were
really implementing the lesson plans. In other words, the lessons were recorded to
clarify whether the teachers really implemented each intelligence activity type as they
reported in their reflections or not. The recordings were used only as checking factors,

and they were not included in the data analysis procedures.

3.3. Data collection procedure

The study lasted for two weeks comprising sixteen hours of reading course.
Data was collected starting from the ninth week of the second term with the initial
orientation in which 9 participants were introduced to the innovative practice, MI

Theory, its application in ELT and the procedure of the present study.

1. All the subjects attended an initial meeting with the researcher in which they
were introduced to the MI theory and its application in the field. The meeting was held
in participant teachers’ native language, Turkish, to set them at ease and feel
comfortable. The researcher used some handouts and transparencies to help teachers
learn about the theory and its application in EFL classes. She prepared the handouts
including the necessary information obtained from MI literature (See Appendix A). The
information in the handouts was discussed with the subjects and the handouts were
distributed to them for detailed reading. The teachers were also asked to complete the
MI inventory developed by Armstrong (1993) in order to raise their awareness on how
individuals differ in their weak and strong intelligences by identifying their own
intelligences. This inventory included seven parts each of which was related to specific
intelligence area. Firstly, the teachers were asked to complete the inventory by ticking
the statements which appealed to them. The number of the statements that teachers
marked indicated the teachers' levels of intelligence (See Appendix B).

2. To find out the teachers’ perceptions of the innovative practice before
implementing it, all the participants were asked to answer nine questions mentioned in

section 3.2.1 for their Initial Reflection.
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3. After collecting the initial perception of the teachers, teachers in both of the
groups were handed in the relevant MI implemented lesson plans (See Appendix C).

According to Gardner (1993), there is no single or preferred model of MI based
lesson design. Teachers are highly adept at creating approaches that best suit their
teaching styles as well as the needs of their students (Campbell et. al, 1996:235).
Numerous strategies have been suggested for planning daily or weekly lessons
(Gardner, 1997; Campbell, 1996; Campbell, 2000; Lazear, 2000). Moreover, it is
important to note that while the MI provides an effective framework, it is not desirable
to turn Gardner’s theory into a rigid pedagogical formula (Gardner, 1993; Campbell,
2000). What is most important in MI instruction is that the tools of instruction should
be appropriate for the content.

Keeping all the points mentioned above, two-week lesson plans were provided
by the researcher within the framework of MI theory for the materials existing in the
course syllabus (See Appendix C). Before they were distributed to the teachers, all the
lesson plans were read and given feedback by an experienced teacher trainer and a
researcher who has studied on the use of NLP (neuro linguistic programming) and MI
theory in the field. Some possible problematic points were reorganized by the
researcher as the result of feedback.

Subjects were handed in sixteen-hour reading lesson plans comprising two
weeks. In the lesson plans, the activities suggested by the book that the students had to
study were also covered with the necessary alterations to fit them into MI theory.
Unsurprisingly, most of the activities offered in the book were addressing basically two
intelligence types: verbal-linguistics and logical-mathematical intelligence. Thus, the
researcher had to make necessary alterations and add different activities addressing
other five intelligences (visual-spatial, musical, bodily-kinaesthetic, interpersonal, and
intra personal intelligences) to provide lesson plans within the framework of the
innovation.

The participants in both groups were provided with all the necessary materials
(colourful pictures, tape recorders, music CDs, handouts, role-cards and so on) to
implement the lesson plans. They were also reminded that they did not have to use the
exact wordings suggested in the plans, and they could make modifications in the

wordings of procedural instructions.
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4. After the distributions of the lesson plans, all the participants were told to
keep diaries on their experiences for each MI lesson plan they taught. In diaries, they
were told to reflect on the answers of the daily reflection questions given in the
Reflection Guideline for Teachers (see Appendix D). Participants were set free to use
Turkish in their diaries to make them feel more comfortable.

5. In the following daily meetings and reflection sessions, participants in the
experimental group not only had preparation-for and follow-up discussions on each
two-hour slot of MI implemented lesson plans but also they shared their reflections,
opinions and feelings about the class they just taught to voice their positive reactions or
problems throughout the implementation period. This procedure repeated itself for eight
times after each two-hour slot of teaching.

6. The participants in the control group were only given the relevant lesson
plans had no daily meetings and reflection sessions in which an ongoing support and
training were provided.

7. The researcher recorded all the participants’ lessons while they were teaching
MI implemented lesson plans to make sure that they really followed and implemented
the lesson plans.

8. At the end of the implementation period, all the participants were asked to
answer the questions for their Final Reflection. The aim for this was to identify whether
their perceptions changed with the actual implementation of the innovation and with the

training for the experimental group teachers.

3.4. Data analysis procedure

The data collected for this study was analysed both qualitatively and
quantitatively. The data analysis procedure started with the initial orientation. Teachers
themselves analysed the data gathered from their own MI inventories simply by
counting the ticks they used for the statements for each intelligence type. The number
of the statements the teachers marked indicated the dominant and weak intelligences of
them. Each section in the inventory was related to a different type of intelligence
starting from verbal-linguistic intelligence to intrapersonal intelligence.

The analysis of participant teachers’ initial and final reflections and diary records

was conducted by using the “Constant Comparative Method”. This method allows
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the use of relevant data to form categories, instead of using a set category (Glasser&
Strauss, 1967, cited in Lockhart & NG, 1995; Dye et.al., 2000; Barksdale- ladd et al
2001; Zepeda and Mayers, 2002).

According to Langer and Applebee (1992, cited in Mangelsdorf 1992: 276), the
first important point in the “Constant Comparative Method” is allowing categories to
emerge from the data rather than imposing pre-conceived categories on the data.
Another point is to compare each communication unit category with all other
communication units coded in the same category. A communication unit is defined as
“a unit being a separate expression about a thought or behaviour”. The communication
units were either in forms of a phrase, or a full sentence, or a paragraph, or in forms of
a set of paragraphs. This comparison allows the researcher to refine categories and to
identify properties associated with the category (Glasser & Strauss, 1967, cited in
Lockhart & NG, 1995).

To find out an answer to the first research question and to identify how the
control and experimental groups perceived the innovation before and after the tryout,
the data were analysed within and between two groups separately. That is, the data
analysis procedure for the first research question started with dividing the reflections of
the control and experimental groups into communication units separately.

The task of dividing the data into communication units was conducted by two
raters individually. First, 10% of the whole data was analysed by the two raters
separately in order to come to an agreement and provide consistency on the
communication units. Having reached the consistency on the wording, 20% of the
whole data was analysed again by the two raters separately. Then, the two raters
conducted a meeting to compare the individual analysis. Here the two raters discussed
and decided on the existence and wording of the communication units identified. Inter-
rater reliability was calculated by using point by point method with a formula of the
number of agreements divided by the number of agreements plus disagreement
multiplied by 100 (Tawney&Gast, 1984). Inter-rater reliability was found as 87%.
Having reached the inter-rater reliability, the rest of the data was analysed by the
researcher.

Once the whole data was divided into communication units, the similar units

were collected under the same categories. Each communication unit was compared and
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contrasted with each other and the ones that show similar characteristics were brought
under certain categories as Constant Comparative Method offers. After that, each
category was named based on the teacher education and language teaching literature.
Frequency of the each category were identified and presented in numbers and
percentages. Then, each category and sub-categories identified separately for the
control and experimental groups were compared and contrasted with each other
(between the groups) to discuss whether there was any difference or change in the
perceptions of those two groups of teachers.

The procedure followed to find out the differences in the self-reported positive
aspects and problems of the teachers in the control and experimental group started with
dividing the daily reflections of all the teachers into communication units.
Communication units were identified as either positive or problematic points of the
innovative practice. That is, the data analysis was conducted separately for the positive
aspects and problems. Likewise, once the whole data provided by both groups was
divided into communication units, the similar units were collected under the same
categories. After that, each category was named based on the teacher education and
language teaching literature. Frequency of the each category were identified and
presented in numbers and percentages. Then the distribution of the communication
units reported by control and experimental groups for each category was determined
and presented in tables. This categorisation was conducted first within groups in order
to find out whether the teachers reported experiencing the same positive aspects and
problems of the innovative practice and then between two groups in order to identify
the effect of the training process.

The tape recorded data in the daily meetings for reflection was not analysed but
only used to reveal how the teachers in the experimental group received an ongoing
support in their experimenting with the innovation. Furthermore, the tape-recorded data
in participant teachers’ lessons was not analysed, either but only used to determine

whether the teachers followed the given MI implemented lessons or not.
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CHAPTER 4
RESULTS
4.1. Overview of the Study

The aim of this study is to find out whether the training and ongoing support
ELT teachers received to carry out the innovation made any change in teachers’
perceptions of and responding to the innovative practice, MI in their EFL reading
classes. To reach these aims, the following research questions were asked:

1. How do two groups of ELT teachers, one of which receives training and ongoing
support on the innovative practice while the other does not any, perceive an
innovative practice, which is MI theory, before and after implementing it in
terms of
a. their teaching,

b. students’ learning and

c. its applicability in their own teaching context?

2. How does the training process affect the ELT teachers’ self reported positive
aspects and problems of the innovative practice as they implement it in their
own classes?

In order to answer the research questions above, the participants were randomly
divided into two as experimental and control group at the very beginning of the study.
Then, teachers’ reflection reports responding to the innovation before and after the
tryout period in terms of its effects on their teaching, students’ learning and the theory’s
applicability in their teaching contexts, and teachers’ diary records describing and
reacting to MI implemented instructional units were collected. Constant Comparative
Method was used to analyse the data in a qualitative manner (Glasser & Strauss, 1967,
cited in Dooley & Murphrey, 2000; Dye et al 2000; Barksdale-Ladd et al 2001; Zepeda
& Mayers, 2002).

4.2. Teachers’ perceptions of the innovation before and after the tryout period

To answer the first research question stated above, both control group and
experimental group teachers’ reflection reports including the answers of first and last
set of nine questions given in the Reflection Guideline (See Appendix D) were analysed

within and between two groups separately. The nine questions teachers were required
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to write before and after the tryout period aimed at finding out what participant teachers
think about the innovation in terms of its effects on their teaching, students’ learning
and the theory’s applicability in their specific teaching context, Anadolu University,
School of Foreign Languages. Therefore, the data obtained were analysed under three
pre-conceived categories as the self-reported responses of teachers’ responding to the
innovation in terms of ‘their teaching’, ‘students’ learning’ and ‘the theory’s
applicability in their teaching context’ both before and after the tryout period. The
whole data was divided into communication units to determine the teachers’ responses
written before and after the tryout under these three main categories. The analysis was
conducted separately for the control and experimental group. All communication units
were listed regardless of their frequency. The results revealed 84 communication units
reported by the control group, and 134 communication units reported by the
experimental group, which makes 218 communication units in total. After the
determination of the communication units, these units were compared and contrasted
with each other and similar responses were brought together. As seen in Table 3, the
results revealed that 28 (33.3%) of the total communication units reported by the
control group were related to the teachers’ responses to the innovation in terms of
“their teaching”, 30 (35.7%) to “students’ learning”, and 26 (31%) to “the Theory’s
applicability in their specific teaching context”.

Table 3. The teachers’ perceptions of the innovation before and after the tryout
period

CONTROL GROUP EXPERIMENTAL GROUP
Before the | After the Total Before After the Total
tryout tryout the tryout tryout

Category N* 1% |[N* |[% |N* |[% |[N* |[% |N* % |[N* | %

Effects of MI

on teachers’ 13 {155 15 | 18 | 28 | 333 | 18 (134 | 36 | 269 | 54 | 40.3

teaching

Effects of MI

on students’ 13 (155 17 | 20 | 30 |35.7 | 11 | 82 | 33 [24.6 | 44 | 32.8

learning

MI theory’s

applicability

in teachers’ 11| 13 (15|18 | 26 | 31 | 10 | 7.5 | 26 | 194 | 36 | 26.9

teaching

context

TOTAL 37 | 44 | 47 | 56 | 84 | 100 | 39 |29.1]| 95 | 709 | 134 | 100

N* Total number of communication units
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It was found that 37 (44%) out of 84 communication units reported by the
control group were written before the tryout period, and the remaining 47 (56%) were
identified in their reflections written after the tryout. Analysis of the data reported by
the control group before the tryout comprising the 44% of all the communication units
was collected under three categories: the subjects’ perceptions of the innovation in
terms of teachers’ teaching (15.5%), students’ learning (15.5%) and the theory’s
applicability (13%). In terms of the data collected after the tryout, there were 47
communication units (56%), 15 (18%) of which were related to teachers’ teaching, and
17 (20%) of which were related to students’ learning. The remaining 15 (18%) were
categorised under the theory’s applicability.

Based on the finding, it can be seen that after the tryout period, the number of
communication units reported by the control group was higher than the ones reported
before the tryout period.

As seen in Table 3, the results of the data provided by the experimental group
revealed that in terms of the effects of MI on “teachers’ teaching”, 54 (40.3%)
communication units were reported; and in terms of its effect on “students’ learning”,
44 (32.8%) communication units were identified. For the last category, “the
innovation’s applicability”, there were 36 (26.9%) communication units reported by the
experimental group teachers.

It can be seen that 39 (29.1%) out of 134 communication units reported by the
experimental group were written before the tryout period, and the remaining 95
(70.9%) were identified in the reflections written after the tryout. Analysis of the data
reported by the experimental group before the tryout comprising the 29.1% of all the
communication units was collected under three categories: the subjects’ perceptions of
the innovation in terms of teachers’ teaching (13.4%), students’ learning (8.2%) and the
theory’s applicability (7.5%). In terms of the data collected after the tryout, there were
95 communication units (70.9%), 36 (26.9%) of which were related to teachers’
teaching and 33 (24.6%) of which were related to students’ learning. The remaining 26
(19.4%) were categorised under the theory’s applicability.

Based on the finding, it can be seen that after the tryout period, the number of
communication units reported by the experimental group was quite higher than the ones

reported before the tryout period.
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The following section will discuss the types of responses identified for each
category with examples from teachers’ reflection reports. Some of the extracts taken
from reflections were in Turkish; therefore, they were carefully translated into English
without changing their meaning (see Appendix E). The ones in English were put as they

were written without any change.

4.2.1. Effects of MI on participant teachers’ teaching

To find out participants’ initial perceptions of the innovation, they were asked to
write about their thoughts on how the innovation would affect their teaching before the
tryout. Then, after implementing it, they were asked to reflect on how the innovation
affected their teaching and what changes it brought to their teaching (See Appendix D).
Four types of responses before the tryout period and other four types of responses after
the tryout period were identified for the control group teachers’ self-reported responses
to the innovation in terms of their teaching.

The distribution of the responses reported by the control group is as follows:

Table 4 . Control group teachers’ responses related to the innovation in terms of
their teaching before and after the tryout period

Categories Before the tryout After the tryout
Number* % Number* %
Variety of teaching
A 4 30.7 3 20
activities
Individualised
B ; 3 23.1 2 13.3
teaching
C Creativity in teaching 3 23.1 - -

Entertaining and
D ' 3 23.1 4 26.7
enjoyable teaching
E Teacher motivation - - 6 40
TOTAL 13 100 15 100
* Total number of the communication units
Before their experimentation with the theory, all the teachers in the control

group had positive expectations of the innovation. They believed that MI theory would

affect their teaching positively by providing a variety of activities which would result in
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effective and enriched teaching (30.7%) and individualising their teaching for the
students (23.1%). Moreover, they also thought that the innovation would increase their
creativity in teaching (23.1%) and make their teaching stimulating and fun for both
students and teachers (23.1%).

After the control group teachers’ experimentation with the innovation, they
were again asked to reflect on their experience with the innovation in terms of its effect
on their teaching. According to the responses drawn out from the final reflections of the
control group, as can be seen in Table 4, except from the expectation “creativity in
teaching”, all the other expectations of them were fulfilled.

The control group teachers reported that MI Theory increased their motivation
and willingness to teach (40%) and provided them with a diversified teaching (20%). In
addition, some of the responses showed that the teachers believed that the innovation
has provided them with entertaining and enjoyable (26.7%), and individualised
teaching (13.3%).

The following table presents the distribution of the responses reported by the
experimental group in terms of the effects of MI on their teaching before and after the
tryout period. There were six types of responses identified before the tryout period and

other six types of responses after the tryout period.

Table 5. Experimental group teachers’ responses related to the innovation in terms
of their teaching before and after the tryout period

Categories Before the tryout After the tryout
Number* % Number* %

o VEDE eifiashiny 6 333 8 222
activities

B Ind1v¥duahsed 3 16.7 7 19.4
teaching

C Creativity in teaching 3 16.7 - -

p Enertaining and 2 1.1 5 13.9
enjoyable teaching

E Change in teachers ) 11.1 ) )
roles

F More interaction with ) 111 5 13.9
students

G Teacher motivation - - 6 16.7

H Teacher development - - 5 13.9
TOTAL 18 100 36 100

* Total number of the communication units
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Similarly, before the tryout period, all the teachers in the experimental group
had positive expectations of the innovation. They thought that MI theory would affect
their teaching positively by providing a variety of activities (33.3%). Furthermore, they
also stated that the innovation would make their teaching individualised (16.7%). They
also noted that the innovation would increase their creativity in teaching (16.7%) and
make their teaching stimulating and fun for both students and teachers (11.1%).
Different from the control group teachers, teachers in the experimental group also
expected the innovation to change their roles as teachers (11.1%) by leading to more
interactions with students (11.1%).

After the tryout period, experimental group teachers were again asked to reflect
on their experience with the innovation in terms of its effect on their teaching.
According to the responses drawn out from the reflections of the experimental group,
apart from the expectations “creativity in teaching” and “change in teachers’ roles”, all
the other expectations were fulfilled.

The experimental group teachers suggested that the innovation provided them
with a diversified teaching (22.2%), and it increased their motivation and willingness to
teach (16.7%). In addition, some of the responses showed that the teachers in the
experimental group believed that the innovation provided them with individualised
(19.4%) and entertaining and enjoyable (13.9%) teaching. The rest of the responses
were related to the idea stating that MI theory facilitated interactions with the students

(13.9%) and it provided some kind of teacher development for the teachers (13.9%).

4.2.1.1. Before the tryout

This section discusses the sub-categories identified for the effects of the
innovation on teachers’ teaching with samples of reflections taken from the teachers’
reflection reports written before the tryout period. The letter C at the end of each
sample indicates the reflective thoughts reported by the control group teachers while E
points out the reflections of the experimental group teachers.

A. Variety of Teaching Activities

The expectation that MI would provide the teachers with a variety of activities
that would later result in effective and enriched teaching is the most frequently reported

response of the participants (30.7% of the communication units reported by the control
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group and 33.3% of the communication units revealed by the experimental group).

Three of the participant teachers expressed their feelings as:

# [ hope that this theory will bring variety to my teaching. In my classes,
generally I use activities addressing to only one or two different intelligence types. With
this theory, I think, I will see the benefits of the use of various activities in teaching
while preparing lessons addressing different intelligences. (C)

* [t seems that the applications of MI in classes will bring different exercises to
my teaching. Previously, I used pictures (visual aids) in my classes; but, I think songs,
competitions, and group-works that the theory presents as alternatives can be effective
teaching tools. (E)

* [ am quite sure that the various activities I will apply in this study will enrich
and positively affect my teaching. (E)

B. Individualised teaching

Participant teachers were found to be expecting MI to make their teaching
individualised (23.1% of the communication units reported by the control group and
16.7% of the communication units revealed by the experimental group). The following
extracts from some teachers’ reflections are good examples for their high expectations
that MI would certainly help them individualise their teaching.

# It seems that MI Theory may help me create more personalised teaching,
which will solve many problems in my teaching context where many different students
are studying in the same class. (C)

* When I first heard about MI, [ remembered my being surprised to find out that
the silent boy who never spoke out in my class was the best student in writing. At that
time, I did not consider the differences in the intelligence profiles. I think M1 would
provide more individualised teaching environment through giving students chance to
use their abilities in different activities. (E)

#* MI seems to help me discover the talents of my students and use them to make
my teaching more personalised in which I give each student the opportunity to
participate in different activities. (C)

C. Creativity in Teaching

As seen in the teachers’ responses shown in Table 4 and Table 5, the third
response including the expectation that MI would increase teachers’ creativity
constitutes 23.1% of the control group responses and 16.7% of the experimental group
responses. The teachers thought that MI Theory would help them to be more creative in
their teaching. Take these extracts from two of the participants as examples:

#* Creating a rich teaching environment seems to be the best point of MI in
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teaching. This may lead us to become creative in providing different activities to
involve most of our students in their own learning. (C)

# Planning classes with MI in mind will certainly bring variety in my lessons;
moreover, to plan these classes, I think I have to be more creative. In order to consider
all intelligence profiles, we, as teachers, should be creative and open to try new
things. M1 seems to offer and increase creativity in planning lessons. (E)

This expectation, however, was not identified in the analysis of the reflection

written after the teachers implemented the innovation.

D. Entertaining and enjovable teaching

Another response of the participants is related to the assumption that MI Theory
would make their teaching stimulating and interesting. 23.1% of the communication
units were reported by the control group, and 11.1% of the communication units were
revealed by the experimental group. Two teachers reflected on this expectation in the
following extracts as:

* Using related pictures /songs, providing games and role-plays or making
classes brightly coloured with the concrete objects /realia or background music seem to
make our teaching enjoyable. (C)

* As far as I understood, MI offers us an opportunity to use different teaching
strategies, which will be exciting and entertaining for both teachers and students. By
this way, we may have a chance to make our teaching more interesting and fun. (E)

E. Change in the teachers’ roles
This sub-category was identified only in the experimental group teachers’

reflections. Two communication units were identified which mentioned that the
innovation would cause a change in teachers’ roles. One of the teachers in the
experimental group reported:

# [ think this theory encourages change in teachers’ roles. Teachers will give
up being the provider of knowledge and assessor and will be more like a discoverer of
his/her learners’ individual interests and talents to be nurtured to become successful
learners. (E)

F. More interactions with the students

11.1% of the communication units in the experimental group teachers’ initial
reflections mentioned that MI Theory would lead to more interaction with the students

as follows:
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#* MI Theory’s implementations in reading classes will be quite effective. Using
different activities may really attract students’ attention and create some kind of
“difference” in teaching. This difference, I think, will make me interact with my
students more. The identification of my students’ strengths and weaknesses will
certainly lead to more interaction with them, which will aid teaching & learning. (E)

No communication unit for the sub-category “more interactions with the

students” was identified in the control group teachers’ reflections.

4.2.1.2. After the tryout

This section presents the sub-categories identified for the category effects of the
innovation on teachers’ teaching with samples of reflections taken from teachers’
reflection reports written after the tryout period.

A. Teacher motivation

When the reflections of the teachers were analysed in terms of how they responded to
the innovation’s effect on their teaching, increased teacher motivation was found to be the
most frequent response constituting the 40% of the total control group responses and 16.7%
of the total experimental group responses (see Tables 4 and 5). To exemplify, four
participants wrote about their increased motivation as:

* To tell the truth, at first I thought it is impossible to be deeply interested in
every student and understand how their minds are different from one another. But my
experience with MI taught me that I could do it. This really increased my motivation to
know all my students and shape my teaching accordingly. (E)

# This term I have the least motivated student group I have ever taught in my
life and because of my teaching load, I do not have much time to find different activities
to motivate them. Thanks to this study, the lesson plans I followed highly affected not
only my students’ but also my own motivation. (C)

* Seeing my students’ eagerness to do the activities that attracted their attention
really increased my willingness to teach. (C)

* When using MI in teaching, I realised that students can learn everything.
More importantly, I felt motivated to teach and make them see that I respect and
support their abilities as their teacher. Such support allows me and my learners to take
risks and be open to try new things. (E)

B. Variety of Teaching Activities

The analysis of the participants’ responses to the innovation after the tryout
period showed that MI Theory provided the participants with a diversified teaching.
Control group reported 20% of the communication units, and experimental group

reported 22.2% of them. Three teachers emphasized this idea in their reflections as:
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*The very first point to mention on the effects of MI Theory on my teaching is
the different activities from drawing pictures to writing slogans. | used various
activities some of which | have not tried before and some of which | used before
without knowing why they really worked. At least, I know the reason now. (C)

* [t is essential to avoid being monotonous in your teaching, which is not very
easy. “There is not only one way to teach something”. This is what [ remember as one
of the cares of MI Theory. Thus, these different ways to teach one thing led us into
diversified teaching, which saved me (personally) from being a monotonous teacher.
(E)

# [ think the variety it brings to teaching is one of the advantages of this
theory. The more you diversify your teaching, the more students you reach, don’t you?

(E)

C. Entertaining and enjoyable teaching

Another response related to MI’s effects on the teachers’ teaching after the
tryout was the provision of entertaining and enjoyable teaching environment (26.7% of
the communication units reported by the control group and 13.9% of the
communication units revealed by the experimental group). The teachers reported that
MI Theory provided them with an entertaining and enjoyable teaching environment. As
examples to this response type, three of the participant teachers stated:

* What I want to say after implementing MI in my classes is that it made the
lesson enjoyable and entertaining for me and my learners. (C)

* Since some parts of the Multiple Intelligence exercises I used combined
learning and fun, it was an effective and different teaching experience for me. | saw my
students’ having fun as well as my own joy in teaching. (E)

# The entertaining and enjoyable activities were the ones that successfully
created a positive atmosphere in the class, which is considered to be of great
importance aiding learning in language classes. (C)

D. Individualised Teaching

After trying it out in their classrooms, some participants stated that MI Theory
made their teaching personalised through which they reached each individual in their
classes (13.3% of the communication units reported by the control group and 19.4% of
the communication units revealed by the experimental group). The following two
reflections are clear enough to show the participants’ comments on this:

* MI Theory helped me in creating more personalised instructional
experiences by approaching planning classes with keeping the different intelligence
profiles, strengths and weaknesses of students in mind. (C)

* By providing a wide variety of activities, M1 helped me to know all my
students and appreciate the diversity. I think, I will teach to a broader range of talents
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and skills from now on; and, create a more individualised teaching-learning
environment. (E)

E. More interactions with the students

A facilitated interaction with the students is another important response type
stated by only the experimental group teachers (13.9%). Some of the experimental
group teachers indicated that MI Theory caused more interactions with the students.
The extracts from two of the participant teachers’ diary below show how they
experienced such a situation:

* With MI activities, I tried to discover and nurture individual talents and
interests of the students. This made me know my students better, I think. By talking
about our strengths and weaknesses, at least I know and respect the different abilities
of my students. This unsurprisingly facilitated my communication with the students.
Now I believe that no one set of teaching strategies will work best for all the students of
all times. Involving as many students as possible provided me with more interactions
with my students. (E)

* My students’ understanding that I value each of them with their varying
strengths and talents increased our mutual trust and facilitated interactions among
us. (E)

F. Teacher development

The last response type is related to only the experimental group teachers’ views
that the innovation provided them with some kind of teacher development in which
they changed the way they perceived the students and they taught (13.9%). The
following is examples from two participant teachers:

* The theory’s applications really affected my teaching in the way that I started
to look at the diverse ways students can learn and develop teaching ways that are most
appropriate for the students. Although [ was completely aware of these facts, this study
provided me with a kind of teacher development. (E)

#* MI Theory implementation was a kind of teacher development which helps
me try something new in my teaching. (E)

There was no communication unit reported by the control group teachers for the

relevant sub-category “teacher development”.

4.2.2. Effects of MI on students’ learning
Another pre-conceived main category is the effects of the innovation on

students’ learning. In their reflection guideline, the teachers were also required to
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express their perceptions of the MI’s effects on their students’ learning before and after
they experimented with the innovation (See Appendix D). In the reflections of the
control group, four types of responses before the tryout period and seven types of
responses after the tryout period were identified in terms of students’ learning.

The distribution of the responses reported by the control group is as follows:
Table 6. Communication units for the self-reported responses of the control group
teachers as they responded to the innovation in terms of students’ learning

Categories Before the tryout After the tryout
Number* % Number* %
Active involvement

A . 5 38.4 5 29.4
in learning
B Easy learning 3 23.1 - -
C Fast learning 3 23.1 - -
D Enjoyable learning 2 15.4 - -
E Self- awareness - - 3 17.7
F Students’ cooperation - - 3 17.7
G Students’ production - - 4 23.5
H Students’ attitudes - - 1 59
1 More time aI.ld i i 1 59
implementation
TOTAL 13 100 17 100

* Total number of the communication units

As it is shown in Table 6, before the control group teachers tried the innovation,
they thought that MI Theory would make their students involved in their own learning
(38.4%). Furthermore, they had positive expectations on the idea that MI would make
students’ learning easy (23.1%), fast (23.1%) and enjoyable (15.4%).

According to the distribution of the responses, after the tryout period, only the
expectation of “students’ involvement” was re-mentioned in control group teachers’
final reflections. The control group teachers reported that MI Theory increased
students’ motivation to involve in class activities (29.4%) and the learners’ awareness
of their own learning strengths and weaknesses (17.7%). Other than these positive
effects, teachers also thought that MI activities increased students’ production (23.5%),
cooperation (17.7%) and changed their attitudes towards learning English (5.9%). The
rest of the communication units (5.9%) revealed the fact that more time and
implementation are needed to see its effects on students’ achievement.

On the same preconceived category, the effects of the innovation on students’

learning, the following table presents the distribution of the responses reported by the
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experimental group before and after the tryout period. There were four types of
responses identified before the tryout period and other seven types of responses after

the tryout period.

Table 7. Communication units for the self-reported responses of the experimental
group teachers as they responded to the innovation in terms of students’ learning

Categories Before the tryout After the tryout
Number* % Number* %
A Active i‘nvolvement 5 45.4 7 210
in learning
B Easy learning 2 18.2 - -
C Fast learning 2 18.2 - -
D Enjoyable learning 2 18.2 - -
E Self- awareness - - 6 18.2
F Students’ cooperation - - 6 18.2
G Students’ production - - 6 18.2
H Students’ attitudes - - 3 9.1
Students’
I responsibilities of - - 3 9.1
their own learning
3 More time ar}d i i ) 6
implementation
TOTAL 11 100 33 100

* Total number of the communication units

As same as the control group teachers, before the experimental group teachers
implemented the innovation, they reflected that MI Theory would make their students
involved in their own learning (45.4%). Furthermore, they had the same positive
expectations that MI would make students’ learning easy (18.2%), fast (18.2%) and
enjoyable (18.2%).

After the tryout period, only the expectation of “students’ involvement” was
revealed again in the experimental group teachers’ final reflections. The experimental
group teachers stated that MI Theory increased students’ motivation to involve in class
activities (21.2%) and raised the learners’ awareness of their own learning strengths and
weaknesses (18.2%). Other than these positive effects, the teachers also thought that MI
activities increased students’ production (18.2%), cooperation (18.2%) and changed
their attitudes towards learning English (9.1%). Moreover, different from the control
group teachers, the participants revealed that MI Theory increased students’
responsibility of their own learning (9.1%). The rest of the communication units (6%)

revealed the fact that more time and implementation are needed to see its effects on



62

students’ achievement.
4.2.2.1. Before the tryout

This section examines the sub-categories identified for the category effects of
the innovation on students’ learning with samples of reflections taken from teachers’

reflection reports written before the tryout period.

A. Active involvement in learning

According to the distribution of responses shown in Tables 6 and 7, most of the
responses identified revealed that the participants expected MI Theory to make students
actively engaged in their own learning which would result in more meaningful learning
(38.4% of the communication units reported by the control group and 45.4% of the
communication units revealed by the experimental group). Two of the participant
teachers’ reflections can be given as examples:

* Learning will be easier if the active involvement of the learners is provided.
MI may provide this through various types of activities. (E)

# If I become successful in involving students from different faculties
(especially Fine Art students) in the lesson, it will make them learn effectively. MI
Theory may work here. (C)

B. Easy learning

In 23.1% of the communication units the control group teachers and in 18.2% of
the communication units the experimental group teachers reported, it was revealed that
MI Theory might make learning easy. Followings are the examples:

* MI seems to make learning easy by providing activities addressing strong
intelligences. (C)

* The theory may ease learning because students will learn according to their
own learning preferences. (E)

C. Fast learning

Some participants stated that MI would make learning fast (23.1% of the
communication units reported by the control group and 18.2% of the communication
units revealed by the experimental group). The extracts from two participant teachers’
reflections below articulate why they expected MI to make learning quicker:

* Learning will become quicker if MI enables us (as teachers) run through a
cycle of teaching/learning activities involving different types intelligences so that
everyone has an equal opportunity to learn. (C)
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* [t is clear that charts, graphs and diagram will work well for the students with
highly developed visual-spatial intelligence. They may respond to the use of diagrams
to record and learn new vocabulary quickly whereas this technique may have no effect
on another student. (E)

D. Enjovyable learning

According to the teachers’ responses shown in Tables 6 and 7, it was revealed
that some participant teachers expected MI to make students’ learning enjoyable
(15.4% of the communication units reported by the control group and 18.2% of the
communication units revealed by the experimental group). Followings are the
examples:

* Students may learn and entertain at the same time through the use of songs,
games, role-plays and group-works. (E)

* Because of variety of activities in which students can sing, draw, role-play,
formulate, and calculate, discuss/think/write or share, learning may become fun. (C)

4.2.2.2. After the tryout
The following presents the sub-categories identified for the category effects of
the innovation on students’ learning with samples of reflections taken from teachers’

reflection reports written after the tryout.

A. Students’ involvement

5 communication units (29.4%) in the control group and 7 communication units
(21.2%) in the experimental group were identified to be reporting that MI activities
increased students’ involvement in class as can be read from the following examples:

* The applications of MI affected my students positively. They saw that music
could be used in reading classes. Although this was unusual for them at the beginning,
they liked it. It increased their interests in learning. Some students who did not join
the lesson before joined the lesson through the activities such as drawings and
games. Each of the students has found something to do and exhibited their talents,
which increased their motivation and involvement in class. 4And I believe increase in
motivation is a phenomena affecting learning. (E)

* [ absolutely think that this theory increases motivation. I saw that even
sleeping or indifferent students participated actively in the class. (C)

* Some of my students who had not been interested in the lesson participated
in the lesson, so I can say that it affected most of the students positively. I believe that
they learned better, at least they seemed more motivated. Some students who tended
to sleep during the lesson were more active, and they did not complain about the
lesson’s being boring. (E)
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# | clearly saw that most of the students’ motivation increased. Some students
whom I was hopeless about and who were indifferent to the class since the beginning of
the term were more successful and eager than the others. (C)

B. Self - awareness

3 communication units (17.7%) in the control group and 6 communication units
(18.2%) were identified in the teachers’ responses which suggested that MI activities
increased students’ awareness of their own learning strengths and weaknesses, which is
crucial for the learning process. Followings are two extracts as examples:

* The use of MI in my classes made my students become aware of their strong
and weak intelligences and they had a chance to show that they could succeed in
doing some activities. Moreover, they also tried to do the activities addressing their
weak intelligences, too. (E)

# Knowing their strengths and weaknesses in learning provided my students
with the idea that they can easily be successful learners if they know how to use their
strengths to overcome their weaknesses. (C)

C. Students’ cooperation

17.7% of the responses revealed by the control group and 18.2% of the
responses revealed by the experimental group reported that MI activities increased
cooperation and sharing among students. This increased cooperation was reported to be
due to group-work and pair-work types of activities included in MI implemented
instructional units as the following extracts told:

* In group-works, cooperation among the students was obvious. [ think this
cooperative learning is of great importance in language learning. (C)

* MI activities with the emphasis on developing interpersonal intelligence
through group /pair works certainly increased sharing among the students. My
students seemed that they were not only aware of their own strengths and weaknesses
but also their friends’ strengths and weaknesses, too. (E)

D. Students’ production

Participant teachers have also reflected on the idea that MI Theory
implementation increased students’ production (23.5% of the communication units
reported by the control group and 18.2% of the communication units revealed by the
experimental group). Unexpected student performance and students’ productivity were
reported by the participants as the following extracts suggest:

* [ think MI activities aided students learning in some ways that nearly most of my
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students tried to understand what 1 was telling. They participated in the lesson. It increased
students’ productivity; no sooner had I given the instructions, they raised their hands to perform
their roles. You should really see how they were enthusiastic. (E)

* | never thought that group-works could work in my reading class. But
students showed great performance in them which helped their learning more, /
think. (C)

E. Students’ attitudes

1 communication unit (5.9%) reported by the control group and 3
communication units (9.1%) revealed by the experimental group were related to the
positive change seen in students’ attitudes towards learning English. The following is
clear enough to exemplify this response type:

* When some of my less motivated students realised that they could be
successful in language learning activities, they changed their negative attitudes.
Asking students to draw a related picture after reading a text was the thing I would
never do. But, when [ tried it to follow the lesson plans, I found my Fine-Arts students
reading the passage carefully since they knew they would draw it. (E)

# When | saw them reading, | realised that MI provoked positive attitudes
towards learning English. (C)

F. Students’ responsibilities of their own learning

All the communication units identified to be related with the increased students’
responsibilities of their own learning were reported by the experimental group teachers
(9.1%). One of the teachers commented on this as follows:

# MI raised students’ awareness on the fact that they are the ones who are
responsible for their learning through discovering the learning strengths in
themselves. This can be a step for learners to become autonomous who are aware of
their individual preferences for learning better and quicker. (E)

G. More time and implementation needed

Three communication units revealed that some participant teachers thought that
more time and implementation are needed to see the innovation’s effects on students’
achievement well (5.9% of the communication units reported by the control group and
6% of the communication units revealed only by the experimental group). The
following is an example:

* Although MI Theory attracted the students’ interest, and made them
understand the lesson better, I think, we need more time and implementation to see its
real effects on their achievements in class. (E)
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4.2.3. MI’’s applicability in the participants’ teaching context

The third main category from teachers’ reflections in which they responded the
MI theory in terms of its applicability in their teaching context written before and after
tryout revealed 62 communication units in total. Four types of responses before the
tryout and another four types of responses were identified after the tryout period in the
control group reflections.

The distribution of self-reported responses of control group teachers related to
MTI’s applicability in the participants’ teaching context is shown on Table 8 below.
Table 8. Communication units reported by the control group related to the
applicability of MI theory at the teachers’ own context

Categories Before the tryout After the tryout
Number* % Number* %
Awareness on
A individual differences 4 36.3 ) )
Solution to students’

B . 3 273 - -
motivation problem

C Solqtloq to teachers 3 273 i i
motivation problem

D Having no clear idea 1 9.1 - -

E Ml in Reading course - - 4 26.7

F Implementing MI as a i i 4 26.7
group

G Time and support i i 4 26.7
needed

H MI in other courses - - 3 20
TOTAL 11 100 15 100

* Total number of the communication units

As it can be seen from Table 8, before they tried the innovation in their classes,
some of the participants in the control group thought that MI Theory and its application
would raise awareness on individual differences (36.3%) and work really well to solve
students’ motivational problems (27.3%). Another different type of response was also
drawn out from the diaries reporting that it would also work to solve teachers’
motivational problem, (27.3%). On the other hand, one communication unit (9.1%)
revealed that one of the teachers in the control group had no clear and precise idea on it.

In their final reflections, control group teachers were found not mentioning on
any of the expectations they held before. They thought that it would be better to go on

implementing the innovation for one more year (26.7%) although it totally worked well
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in the reading course offered at Anadolu University School of Foreign Languages
(26.7%). Moreover, they reported that it needs time and support to expand their
instructional repertoires so that they could implement it better (26.7%). In addition,
they also reported that it would certainly work in other courses as well (20%).

For the experimental group teachers, the following table presents the
distribution of the responses related to the same category: MI’s applicability in their
teaching context. Exactly the same sub-categories were identified in the reflections
written by the experimental group teachers.

Table 9. Communication units reported by the experimental group related to the
applicability of MI theory at the teachers’ own context

Categories Before the tryout After the tryout
Number* % Number* %
Awareness on
A individual differences 4 40 ) )
Solution to students’

5 steien problem & = i i

C Solqtloq to teachers 5 20 i i
motivation problem

D Having no clear idea 1 10 - -

E Ml in Reading course - - 8 30.7

F Implementing MI as a i i 6 231
group

G Time and support i i 6 231
needed

H MI in other courses - - 6 23.1
TOTAL 10 100 26 100

* Total number of the communication units

Likewise, before they tried the innovation, some of the participants in the
experimental group indicated that MI Theory and its application would raise awareness
on individual differences (40%) and work really well to solve students’ motivational
problems (30%). It was also drawn out from their diaries reporting that the innovation
would also work to solve teachers’ motivational problem, (20%). However, one
communication unit (10%) revealed that one of the teachers in the control group had no
clear and precise idea on it, either.

In their final reflections, experimental group teachers were found not
mentioning on any of the expectations they held before. Similar responses to what

control group reported were drawn out from the final reflections of the experimental
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group teachers. They also reflected that it would be better to go on implementing the
innovation for one more year (23.1%) although it totally worked well in reading course
at Anadolu University School of Foreign Languages (30.7%). Moreover, they reported
that it needs time and support to expand their instructional repertoires so that they could
implement it better (23.1%). In addition, they also reported that it would certainly work

in other courses as well (23.1%)).

4.2.3.1. Before the tryout
This section discusses the sub-categories identified for the category MI Theory’s
applicability in their teaching context with samples of reflections taken from teachers’

reflection reports written before the tryout period.

A. Awareness on individual differences

When the initial reflections of participants were analysed, it was found that the
expectation that MI would raise both the students’ and teachers’ awareness on
individual differences was the most frequent response (36.3% of the communication
units reported by the control group and 40% of the communication units revealed by
the experimental group). Some teachers explained their thoughts as:

* MI Theory and its applications tell that if the students know their talents,
abilities and know how to use these differences, they will certainly be successful,
won’t they? It seems it will find a valuable place in our teaching context. Addressing
to students with such different interests... (E)

* MI may affect our perceptions of students’ talent and abilities, which seems
necessary in our context. (C)

# This theory and applications may affect students’ perception of their own
and others’ talents & abilities. It may make them aware that all of them are gifted.
Each of them is a unique human being. (E)

B. Solution to students’ motivation problems

This response type consists of the 27.3% of the communication units reported
by the control group and 30% of the communication units reported by the experimental
group. Participant teachers thought that it would be useful to use MI activities including
a wide range of variety to solve the motivational problems seen in most of their
preparatory school students. Two of the participant teachers stated:

* With different and entertaining activities, I think it may solve our most
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important problems: students’ being indifferent to the classes and less motivated. (C)
# I am not so sure but it seems to increase student motivation and involvement,

which is the main concern of all the teachers here. (E)

C. Solution to teachers’ motivation problems

Similarly, participant teachers also reported that MI would solve their own
motivational problems, too (27.3% of the communication units reported by the control
group and 20% of the communication units revealed by the experimental group). The
following extracts can be given as examples:

* Due to our heavy workload, we sometimes become monotonous and unwilling
to teach. This theory may make us motivated to teach, too. (E)

# It is exciting to bring new and different activities to the class. | think, as
teachers, our motivation will increase. Let’s try and see. (C)

D. Having no clear idea on the theory’s applicability

Two communication units were identified stating that two of the participants
had no clear and precise idea on the theory’s applicability before the tryout (9.1% of the
communication units reported by the control group and 10% of the communication
units revealed by the experimental group). One of the participants expressed his
thoughts as:

* It is difficult for me to make guesses about whether the theory could work
with us or not. Although I have learned more about the theory, | should try it in my
classes and see the results. (E)

4.2.3.2. After the tryout
This section presents the sub-categories identified for the category MI Theory’s
applicability in their teaching context with samples of reflections taken from teachers’

reflection reports written after the tryout.

A. MI in Reading course

26.6% of the communication units reported by the control group and 30.7% of
the communication units reported by the experimental group revealed that MI Theory’s
implementation in the participants’ reading classes worked well. Some of the positive
feelings related to how it worked are as follows:

* At least I can say that MI plans really worked well in my classes and
provided me with different types of activities addressing to different students. (E)
* Since we have many different students from different departments, | think the
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theory is proved to solve our problems in reading classes. (C)

* The variety and the active student participation were the best change, I think.
I can say that it worked. (E)
B. Implementing MI as a group for a year

The teachers reflected in their diaries that they thought it would be better to go
on implementations for one more year to see its effects on the students better (26.6% of
the communication units reported by the control group and 23.1% of the
communication units revealed by the experimental group). Two of the teachers
reported:

* [ would like to say that we should go on implementing M1 in intermediate
reading classes for the following year before we expand it to other courses. (C)

#[t seems that MI applications are practical in our teaching situation. But, why
don’t we go on piloting and then see the results? (E)

C. Time and support needed

26.6% of the responses reported by the control group and 23.1% of the
responses reported by the experimental group revealed that the participants needed
support and time to expand their instructional repertories since the innovation required
changing how they taught. They reported their thoughts as follows:

* Planning classes with MI Theory in mind brought variety in our classes, but
won’t it take time and effort to design classes to teach students in numerous ways?
©

* The demands of our daily teaching are such that it is difficult to find time to
alter our teaching practices. In short, we need more time and support from our
colleagues and administration. (C)

* In order to be successful in our MI implementation efforts, we should inform
all our colleagues and collaborate with them. This needs really a well-planned
teamwork, I think. (E)

D. MI in other courses

3 communication units from control group teachers’ and 6 communication units
from experimental group teachers’ reflective diaries indicated that some of the teachers
thought that MI implementation might work with other courses taught at Anadolu
University School of Foreign Languages as well (20% and 23.1% respectively). The
followings are examples:

# Not only in Reading classes, but also in our Grammar, Speaking and
Writing courses M1 activities should be piloted. (C)
#* While I was teaching MI implemented lesson plans you have given, I thought
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this should be done in other courses as well. Think how enjoyable and meaningful the
learning becomes when we use Ml in teaching grammar... (E)

4.2.4. Changes in the perceptions of the participants with the training process

The second research question of this study tried to find out whether the
perceptions changed between two groups of teachers, one of which received training
and ongoing support in their experimentation with the innovation. The first group of
teachers was the control group and the second group was the experimental group. The
first group of teachers was just given the lesson plans of the innovation and was not
provided with any kind of training or support. However, the second group was provided
with a training process in which an ongoing support was provided.

The previously identified communication units and categories are used to
present and discuss whether there is a difference in the self-reported initial and final
perceptions of the participants reflecting on the innovative practice. The analysis was
conducted separately for each preconceived categories. The distribution of the
communication units provided by the teachers in control and experimental group for

each category before the tryout period is presented in the following table 10.
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Table 10. Distribution of the communication units related to the initial perceptions

of the control and experimental group teachers.

A N A W -

S W N -

* Total number of the communication units

Before the tryout
TEACHERS’ TEACHING

Variety of teaching activities
Individualised teaching
Creativity in teaching
Entertaining and enjoyable teaching
Change in teachers’ roles

More interactions with the students
TOTAL

STUDENTS’ LEARNING
Active involvement in learning
Easy learning

Fast learning

Enjoyable learning

TOTAL

THE INNOVATION’S
APPLICABILITY

Awareness on individual
differences

Solution to students’ motivation
problem

Solution to teachers’ motivation
problem

Having no clear idea

TOTAL

Control Group
N* %
4 30.7
3 23.1
3 231
3 23.1
13 100
5 38.4
3 23.1
3 231
2 154
13 100
4 36.3
3 27.3
3 27.3
1 9.1
11 100

Experimental Group

N* %
6 33.3
3 16.7
3 16.7
2 11.1
2 11.1
2 11.1
18 100
5 45.4
2 18.2
2 18.2
2 18.2
11 100
4 40
3 30
2 20
1 10
10 100

As seen in the Table 10, the analysis of the initial reflection reports for the first

pre-conceived category ‘“teachers' teaching” revealed that 13 communication units

identified were reported by the experimental group while 18 communication units were

provided by the control group teachers. Variety of teaching activities was the most
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frequently reported response in both groups. There were 6 communication units
reported by the experimental group, and 4 communication units were provided by the
control group (33.3% and 30.7% respectively). Individualised teaching was the second
most frequently response type. 3 communication units (16.7%) were reported by the
experimental group, and another 3 (23.1%) were provided by the control group. The
same number of communication units was related to creativity in teaching. 3 (16.7%)
communication units were reported by the experimental group, and another 3 (23.1%)
were identified in the reflections of the control group teachers. Moreover, for the sub-
category entertaining and enjoyable teaching the analysis revealed 2 (11.1%)
communication units reported by the experimental, and 3 by the control group teachers
(23.1%). The last 2 sub-categories change in teachers’ roles (11.1%) and more
interactions (11.1%) were found to be reported only by the experimental group
teachers. For these categories, no communication unit was identified in the reflections
of the control group.

In terms of the second category “students' learning”, 11 communicaiton units
were provided by the experimental group while 13 were reported by the control group
teachers (see Table 10 above). As the most frequently stated sub-category, 5 (45.4%)
out of 11 communication units reported by the experimental group were identified
related to active student involvement issue. Similarly, 5 (38.4%) communication units
were reported by the control group. For the sub-categories easy learning and fast
learning, 2 out of 11 communication units (18.2%) were identified in the experimental
group reflections and 3 (23.1%) communication units were reported by the control
group. For enjoyable learning, 2 (18.2%) communication units were provided by the
experimental group and another 2 (15.4%) were reported by the control group.

For the third category, “the innovation's applicability in the participants'
teaching context”, the analysis of the data revealed 4 sub-categories. 10 communication
units identified were reported by the experimental group while 11 were reported by the
control group. In the first sub-category, awareness on individual differences, there were
4 (40%) communication units reported by the experimental group, and another 4
(36.3%) by the control group. In terms of the second most frequently reported sub-
categories, solution to students’ motivation problem, there were 3 (30%)

communication units identified in the experimental group reflections, and another 3
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(27.3%) were reported by the control group. For the third sub-category solution to
teachers’ motivation problem, there were 2 (20%) communication units which were
reported by the experimental group and 3 (27.3%) were provided by the control group.
The last sub-category having no clear idea revealed 1 communication unit (10%)
reported by the experimental group and another 1 was provided by the control group
(9.1%).

To conclude, it can be stated that in the first category, related to the initial
perceptions of the participants on the effects of the innovation, the participants in the
experimental group reported 2 different sub-categories which were not identified in the
control group: change in teachers’ roles and more interactions with the students.
However, in the second and third categories, both control and experimental group
teachers reported on the same ideas.

In order to find the differences in the final perceptions of the experimental and
control group related to the innovation, the final reflections of the two groups were
compared and contrasted. The following table presents the distribution of the
communication units related to the final perceptions of the control and experimental

group teachers.



Table 11. Distribution of the communication units related to final perceptions of

the control and experimental group teachers.

A N A W N

A N A W N -

A W N =

* Total number of the communication units

After the tryout

TEACHERS’ TEACHING
Teacher motivation

Variety of teaching activities

Entertaining and enjoyable teaching

Individualised teaching
More interactions

Teacher development
TOTAL

STUDENTS’ LEARNING
Student involvement

Self awareness

Students’ production
Students’ cooperation
Students’ attitudes

Students’ responsibilities of
learning

More time and implementation
TOTAL

THE INNOVATION’S
APPLICABILITY

MI in Reading course
Implementing MI as a group
Time and support needed
MI in other courses

TOTAL

Control Group
N* %
6 40
3 20
4 26.7
2 13.3
15 100
5 294
3 17.7
4 23.5
3 17.7
1 5.9
1 5.9
17 100
4 26.7
4 26.7
4 26.7
3 20
15 100

75

Experimental Group

N*
6
8
5
7
5
5

36

w W O O N

33

AN N O &

26

%
16.7
22.2
13.9
19.4
13.9
13.9
100

21.2
18.2
18.2
18.2
9.1
9.1

100

30.7
23.1
23.1
23.1
100

As seen in the Table 11, the analysis of the final reflection reports for the first

pre-conceived category “teachers' teaching” revealed that 36 communication units

identified were reported by the experimental group, and there were 15 communicaiton
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units provided by the control group teachers. For the first sub-category, teacher
motivation there were 6 (16.7%) communication units reported by the experimental
group, and another 6 (40%) were provided by the control group. Variety of teaching
activities was the second most frequently response type. 8 (22.2%) communication
units were reported by the experimental group, while 3 (20%) were provided by the
control group teachers. 5 (13.9%) communication units reported by the experimental
group were related to entertaining and enjoyable teaching. For the same sub-category,
4 (26.7%) communication units were identified in the reflections of the control group
teachers. Moreover, for the sub-category individualised teaching the analysis revealed 7
(19.4%) communication units reported by the experimental, and 2 (13.3%) by the
control group teachers. The last 2 sub-categories more interactions (13.9%) and teacher
development (13.9%) were found to be reported only by the experimental group
teachers. For these categories, no communication unit was identified in the reflections
of the control group.

In terms of the second category “students' learning”, there were 33
communication units provided by the experimental group while 17 were reported by the
control group teachers (see Table 11 above). For the most frequently stated sub-
category, student involvement, 7 communication units (21.2%) were reported by the
experimental group while 5 (29.4%) were reported by the control group. In self-
awareness sub-category, 6 communication units (18.2%) were identified in
experimental group reflections and 3 (17.7 %) communication units were reported by
the control group. For students' production, 6 (18.2%) communication units were
provided by the experimental group while 4 (23.5%) belonged to the control group.
There were 6 communication units (18.2%) reported by the experimental group about
students' cooperation. In the same category 3 (17.7%) communication units were
reported by the control group. In addition, the 5t sub-category students' attitudes
included 3 (9.1%) communication units reported by the experimental group, and 1
(5.9%) reported by the control group. Students' responsibilities of learning included 3
(9.1%) communication units all of which were reported by the experimental group. The
last sub-category more time and implementation had 2 (6%) communication units

provided by the experimental group whereas only 1 (5.9%) was reported by the control
group.
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For the third category, “the innovation's applicability in the participants'
teaching context”, the analysis of the data revealed 4 sub-categories. 26 communication
units identified were reported by the experimental group while 15 were reported by the
control group. In the first sub-category, the idea that MI works well in Reading Course,
there were 8 (30.7%) communication units reported by the experimental group, and 4
(26.7%) by the control group. In terms of the second and third most frequently reported
sub-categories, stating that implementing MI as a group is better and more time and
support needed to implement it, there were 6 (23.1%) communication units were
reported by the experimental group whereas 4 (26.7%) were reported by the control
group for each. The last sub-category MI may work in other courses as well there were
6 (23.1%) communication units which were reported by the experimental group and 3
(20%) of which were provided by the control group.

To conclude, it can be stated that in the first category related to the final
perceptions of the participants on the effects of the innovation, the participants in the
experimental group reported 2 different sub-categories than the control group teachers:
more interactions and teacher development. For the second category, there was 1
different sub-category named as students’ responsibilities of learning. However, for the
third category, the content of the final perceptions of control and experimental group

teachers did not change.

4.3. The effects of the training process on the positive aspects and problems of the
innovation

The participants both in the experimental and control group were required to
reflect in their diaries on the positive and negative aspects of their experience with the
innovation. The following research question was addressed for the data analysis:

How does the training process affect the ELT teachers’ self reported positive
aspects and problems of the innovative practice as they implement it in their own
classes?

In order to answer the research question above, firstly, the teachers’ self
reported positive aspects and problems were identified separately for the control and
the experimental group. To do this, the diary records describing and reacting to each

two-hour MI implemented instructions were collected from the teachers. Firstly, the
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whole data provided by the control group was divided into communication units to
determine the positive aspects and problems related to the implementation of the
innovation. The communication units were categorised into different headings, some
with high frequency and some with low frequency. Next, communication units were put
into categories. Each communication unit was compared and contrasted with each
other. The ones that showed similar characteristics were brought together as Constant
Comparative Method offers. After that, each category and sub-category was named
considering the characteristics of the communication units under the same category
based on language teaching literature. The same procedure was followed for the data
analysis provided by the experimental group. The analysis of the data provided by the
control group revealed 165 communication units in total. 132 (80%) of the
communication units were related to “positive aspects” and 33 (20%) to “problems”.
Table 12 presents the categorisation of the communication units provided by control
and experimental groups separately according to two main categories and sub-

categories.

Table 12. Positive aspects and problems of the innovation

Control Group  Experimental Group

Categories N* % N* %
Teacher -related 61 37 125 51.4
Positive aspects Student -related 71 43 111 45.7
Total 132 80 236 97.1
Student-related 19 11.5 7 2.9

Teacher-related 14 8.5 - -

Problems

Total 33 20 7 2.9
TOTAL 165 100 243 100

* Total number of the communication units

For the experimental group, as the table above shows, the analysis revealed 243
communication units in total. 236 (97.1%) of the communication units were related to
“positive aspects” and 7 (2.9%) to “problems”.

The following section will discuss the effects of the training process on the

positive aspects and problems of the innovation separately.
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4.3.1. The difference in the teachers’ self-reported positive aspects

To present and discuss whether there is a difference in the self -reported positive
aspects of the participants in the control and experimental groups, all the data for the
positive aspects of the innovation was divided into communication units, and then they
were classified in different headings. Each communication unit, once again, was
compared and contrasted with each other to bring the ones that show similar
characteristics. Since the communication units were already identified, compared and
contrasted with each other to bring the ones that show similar characteristics under
certain categories and sub-categories, the only thing to see the changes was to find out
the distribution of the communication units in the experimental and control group
separately. The distribution of the communication units provided by the control and
experimental group for each positive aspect category is presented in the following table

13.
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Table 13. Distribution of the communication units related to positive aspects according to control and experimental group

TEACHER-RELATED

STUDENT-RELATED

Teacher-related
Use of teaching materials
Teacher motivation

Teachers’ relations with the
students

Teachers’ awareness of
individual differences

Class management
Student related

Students’ involvement
Students’ positive attitudes

Students’ production

Students’ awareness of individual
differences

TOTAL

* Number of the communication units

Number*
Control

group

32
12

132

%

8.7
33

14

1.6
1.6
14

2.5
2.2

0.5

35.8

Number*
Experimental

group

43
25

28

20

69
19
13

10

236

%

11.7
6.8

7.6

5.4

25

18.8
5.2

3.5

2.7

64.2

Number* %
Control+
Experimental
group
75 204
37 10.1
33 8.9
26 7
15 4.1
121 329
28 7.6
21 5.7
12 33
368 100

08
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As the distribution of positive aspects according to control and experimental
group indicates, 64.2% (236) of communication units were reported by the teachers in
the experimental group while 35.8% (132) of the communication units were analysed in
the data provided by the teachers in the control groups (See table 13).

In terms of ‘teacher-related’ positive aspects, use of teaching materials was the
most frequently reported one (20.4%). For this sub-category, 43 (11.7%)
communication units out of 75 were reported by the experimental group while the
remaining 32 (8.7%) were provided by the control group. Increased teacher motivation
constitutes 10.1% of the whole positive aspects data and 6.8% of it was reported by the
experimental group. The sharp differences were seen in the sub-categories of ‘relations
with the students’ and ‘teachers’ awareness of individual differences’. In the former
one, 28 (7.6%) communication units out of 33 (8.9%) were reported by the
experimental group while the remaining 5 (1.4%) were provided by the control group.
In the latter, 20 (5.4%) out of 26 (7%) communication units were identified in the
diaries of experimental group teachers. In terms of class management as the last
‘teacher-related’ positive aspect, there were 15 (4.1%) communication units identified 9
(2.5%) of which were reported the experimental group while only the remaining 6
(1.6%) were provided by the control group.

For the ‘student-related’ positive aspects, student involvement was the most
frequently reported one (32.9%). In this sub-category, there were 121 communication
units and 69 (18.8%) of them were provided by the experimental group. The remaining
52 (14%) were provided by the control group. As can be seen in Table 13, there were
28 communication units reflecting the positive attitudes of the students towards the
class. 19 (5.2%) out of 28 (7.6%) communication units were identified in the diaries of
experimental group teachers, while the remaining 9 (2.5%) were provided by the
control group. In the last two sub-categories, the case was not different. In ‘students’
production’, there were 21 (5.7%) communication units identified, 13 (3.3%) of which
were reported the experimental group while the remaining 8 (2.2%) were provided by
the control group. The last sub-category ‘students’ awareness of individual differences’
includes 12 communication units which constitute 3.3% of the whole positive aspects.
10 (2.7%) communication units out of 12 (3.3%) were reported by the experimental

group while the remaining 2 (0.5%) were provided by the control group.
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The following section will discuss the sub-categories related to the teachers’
positive aspects of their implementation of the innovation based on the communication
units identified. The sub-categories are presented with examples from both control
group (indicated by the letter C) and experimental group (shown by the letter E)

teachers’ diaries.

4.3.1.1. Teacher-related positive aspects

Participant teachers reported some positive aspects in their experimentation with
the innovation which were related to themselves. Communication units related to
teacher-related positive aspects were collected under five sub-categories as use of
teaching materials (20.4%), teacher motivation (10.1%), relations with the students
(8.9%), teachers’ awareness on individual differences (7%), and class management

(4.1%) (See Table 13).

A. Use of teaching materials provided

The participants in the control and experimental group reported in their
reflection that the highest amount of the teacher-related positive aspects of the
innovation was related to the use of teaching materials provided in MI implemented
lesson plans. This category consists of the 20.4% of the all communication units related
to the positive aspects. 8.7% of the communication units were reported by the control
group while the remaining 11.7% was reported by the experimental group. Using
songs/poems in the classroom, conducting a new type of activity successfully, visual
aids, role-plays, games, and group discussions were the points that participant teachers
thought as the positive aspects brought to their teaching. Especially the use of music
and visual aids were reported to have helped participant teachers to have a positive
feeling. As three teachers reported:

* | believe one more time that pictures are fascinating. The pictures of GM
food immediately attracted their attention. Because of the pictures, they could easily
relate the idea of GM to the food. (E)

* Bringing Madonna’s song to the class was the best today. They talked about
the lyrics of the song for nearly twenty-five minutes. They made the connection
between the feelings of the woman in the song and what Emotional Intelligence
involves. (C)

* Using the outline provided for the text was really a good idea to make
students fully comprehend what was said. Such activities aiding comprehension
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should be strictly supplemented for this book, I think. (E)

B. Teacher motivation

This category consists of the 10% of the all communication units related to the
positive aspects of the innovation. 3.3% out of 10.1% was identified in the control
group diaries whereas 6.8% was identified in the experimental group. Students’ high
participation in the whole-class discussions, pair and group works, their willingness to
answer the questions and variety in the types of activities were found to be the factors
increasing the motivation of the participants. Three of the participant teachers stated:

* The lesson was good. When my students participate in the lesson and make
an effort, my motivation highly increases. (C)

# The students were eager to learn something. This was really motivating for
me. (E)

# Today, using intelligence types as tools of instruction was really a different
and motivating activity for me. I felt satisfied and confident with my teaching. (E)

C. Relations with the students

Thirty-three communication units were identified in the diaries of participant
teachers who talked about establishing rapport with the students (8.9%). There were 5
(1.4%) communication units identified in the control group diaries, and 28 (7.6%)
communication units were reported by the experimental group. Participant teachers in
this category stated that having rapport with the students affected the classroom
atmosphere positively and increased motivation of the students to participate in the
lessons. Followings are the examples:

# MI activities provided me with positive relations with the students. The
atmosphere was friendly and they were relaxed. They understood that I was there to
support and respect their abilities. 1 felt this when we were talking about their MI
inventory results. (E)

* Although there was a bit noise in the class today, the students got fun while
playing the cranium game. So did I. This caused a positive classroom atmosphere in
which | established rapport with my students, |1 think. (C)

D. Awareness on individual differences

This category covers the 7% of the communication units in positive statements.
1.6% out of 7% was reported by the control group teachers while the remaining 5.4%
was reported by the experimental group teachers. Participants stated that the innovation

raised their own awareness on learner differences, which is of crucial importance in
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teaching. The examples below revealed teachers’ awareness:

# Today | realised that adjusting the lesson according to different interests
and intelligence types of the students helped me to become aware of individual
differences in language learning. (E)

* The most important thing was | tried to consider all my students. Creating
such a rich environment was the best point of MI on my teaching. (C)

E. Class management

Among the communication units about the positive aspects of the innovation,
only 4% of the reflections were reported on classroom management. 1.6% out of 4%
was reported by the control group whereas the remaining 2.4% was reported by the
experimental group. The participants stated that MI activities involving most of the
students helped them to keep the control of the classroom by dealing with the students
who were disruptive during the lesson. The following is an example:

* My disruptive students participated in the lesson. Observing this made me
think that M1 activities had positive effects on class management. (C)

*Today, the song we listened to attracted the attention of all my students, even
the disruptive ones. I had a better lesson today with the provision of managing the
class well. (E)

4.3.1.2. Student-related positive aspects

Student-related positive aspects are examined in five sub-categories as
motivation, involvement, performance, positive attitudes towards the class and
awareness raised on individual differences. Participant teachers reported that the
innovation increased students’ involvement in class activities (32.9%), and their
production (5.7%). Furthermore, according to the participants, MI Theory also provided
students with positive attitudes towards their class teacher and classroom techniques
(7.6%). Apart from these, it was also stated that the innovation raised the students’

awareness of their and others’ individual differences (3.3%).

A. Student involvement

Student involvement was found to be the most rewarding by the participant
teachers in their experimentation with the innovation. This category is the most
frequently reported sub-category among the student-related positive aspects (32.9%).
14% out of 32.9% was reported by the control group teachers and the remaining 18.8%
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was identified in the experimental group diaries. The provision of involving as many
students as possible, especially the less-interested and indifferent ones for a particular
class hour, was the basic topic for communication units in the diaries. Some of the

teachers explained their experience as follows:

* Today, I realised that my students X, Y, and Z participated in the activity
when we were grouping and categorising the information in text. They were even
more successful than the others. But; they were always silent in the class and did
never want to talk. When [ realised this, I asked about their departments and learnt
that they are the students of some engineering faculties. (C)

* Today, in “Guessing the Feeling” activity, I was successful in involving even
the most problematic and introvert students. They all enjoyed the activity very much,
because they added the lesson something related to their real-life and feelings. (E)

* All of the students participated in the group-work in which they played the
game proposed in the lesson plan. To relate the text we have read to real life, this
activity worked well and involved all the students. (C)

* Even the most disruptive students were motivated to read the text fo
understand the game they would play later well... (E)

* Creating such an atmosphere motivated them and attracted their attention as
much as the outline activity. It lasted about half an hour and they didn’t let me go on
with the next task. (E)

B. Students’ attitudes

This category consists of the 7.6% of the all communication units related to the
positive aspects of the innovation. 2.5% out of 7.6% was reported by the control group
while the remaining 5.2% was identified in the experimental group teachers’ diaries.
Students’ attitudes were reported as their positive attitudes towards the classroom
activities and the class teachers. In the former case, classroom activities were stated to
be highly appreciated by the students. In the latter case, some participants reported that
they were appreciated and praised by the students. Some teachers explained their
experiences as:

* The students enjoyed the game most. They did their best to get all the marks
and this was so motivating. (C)

* At the end of the lesson, some of my students thanked me for the game and
the music in the class. Today | felt that my students like and respect me more because
they understood that I helped them to learn better. (E)

C. Students’ production

5.7% of the communication units related to positive aspects of the innovation
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were about increased performance of the students as an important factor affecting the
learning of students positively. 2.2% out of 5.7% was reported by the control group
teachers and 3.5% was reported by the experimental group teachers. Students’
increased productivity and unexpected students’ performance were reported as the
source of their positive classroom experience. The followings are examples:

# Today I realised that the MI activities increased students’ production by
presenting them a wide variety of different tasks. (C)

# Seeing my introvert students’ try and success to work in groups made me
feel happy. I think they also felt the success which would trigger the coming successes.

(E)

D. Students’ awareness of individual differences

3.3% of the communication units related to the positive aspects were found to
be about MI activities’ positive effects on making students aware of their and other
individuals’ difference in intelligence profiles. 0.5% out of 3.3% was reported by the
control group teachers while the remaining 2.7% was reported by the experimental
group teachers. One of the participant teachers stated:

# By discovering their own strengths and weaknesses in learning, I am sure
my students become more advantageous now to use their strengths to learn. Az least,
they know everybody is gifted and can be successful. (E)

4.3.2. Participant teachers’ self-reported problems of the innovation

The teachers reported in their reflections not only positive aspects of their
experience but problems as well.

In the analysis of this category, a similar method of categorisation to the
positive aspects was used. Similarly, the data was divided into communication units,
first they were identified as problematic, and then they were classified in different
headings. Each communication unit, once again, was compared and contrasted with
each other to bring the ones that show similar characteristics. Categorisation of problem
units was not different from the categorisation of the communication units for the
positive aspects. Table 14 shows the distribution of the frequency of the communication

units related to two categories:



Table 14. Distribution of the communication units related to problems according to control and experimental group

Number* Number* Number*
a Control Experimental Control+
= group group Experimental
ﬁ Student- related group
—
%
é Lack of students’ participation 1 16
x Students’ characteristics 8 2 10
A Teacher-related
&=
> -
- Appll.catlon of.suggested 9 0 9
§ teaching techniques
= .
E Time management 3 0 3
Q
§ Class management 2 0 2
= TOTAL 33 40

* Number of the communication units

L8
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The analysis of the problems the participant teachers reported as the control and
the experimental group revealed that 82.5% (33) of the problem units was reported by
the teachers in the control group whereas the remaining 17.5% (7) was revealed by the
teachers in the experimental group (See Table 14).

As table 14 shows, in ‘student-related’ problem category there are two sub-
categories: lack of student participation and students’ characteristics. ‘Lack of student
participation’ constitutes 40% of the all communication units identified for the
problems. 27.5% of it was reported by the control group while the remaining 12.5% was
identified in the reflections of the experimental group. As another student-related
problem, students’ characteristics constitute 25% of the all communication units
identified for the problems. 20% of it was reported by the control group whereas the rest
5% was identified in the reflections of the experimental group.

Moreover, all the communication units identified for the ‘teacher-related’
problem category were reported by the teachers in the control group.

To sum up, the results of the present study revealed that 64.1 % of the data
for the positive aspects was reported by the teachers in the experimental group. The
remaining 35.9 % was provided by the teachers in the control group. However, for
the self-reported problems most of the data was reported by the control group
teachers (82.5 %), while the experimental group teachers reported 17.5 % of the data.

The following section will discuss the sub-categories related to the teachers’
problems of their implementation of the innovation based on the communication units
identified. The sub-categories are presented with examples from both control group
(indicated by the letter C) and experimental group (shown by the letter E) teachers’

diaries.

4.3.2.1. Student-related problems

As shown in Table 14, problems related to the lack of students participation
cover the highest amount of the all problems related to the innovation (40%),
consisting of 16 communication units. Another problem category included in student-
related problems is some students’ characteristics (25%) which are seen as the sources

of problems the teachers faced.
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A. Lack of student participation

In 40% of the all communication units related to the problems of the
innovation, the participants reported that they had problems related to lack of student
participation. 27.5% out of 40% was reported by the control group and the remaining
12.5% was reported by the experimental group. The analysis revealed that students’
lack of participation was caused by their reluctance in using L2 (17.5 %), their
coursebook (17.5%), and the difference in their proficiency level (5%).

Only two communication units were related to students’ reluctance to
participate due to the differences in the proficiency level of the students; most
problems in this category were related to students’ unwillingness to participate due to
their reluctance in using L2 and the course book. The extracts below are given as

examples:

*Some of the students did not want to talk in the warm-up session today. We
were talking about different talents of people. I gave them enough time to think. Yet,
they did not want to speak in English. (C)

* The discussion activity at the end of the lesson took a short time. The students
only told the answers they had in their groups. When | asked them to return their
groups to find out the reasons of their answers, some of the students offered me to
discuss the reasons in Turkish and most of the class agreed. I could not make them
go on discussing in L1. (C)

* Three of the students did not, in fact, could not read the text because of the
text’s requiring higher proficiency level. The course book we are using is for high-
intermediate level of English and it is difficult for most of our students. Therefore,
although students really do want to read, they cannot. They became unmotivated
when they read even the very first lines of the text. These students have negative
attitudes towards the course book. (C)

# Since the level of the course book is above the students’ level, when we
handled the reading text, 1 saw that a group of students gave up even in the first
paragraph. Nevertheless, they were excellent in the pre-reading activities in the
previous lesson. (E)

* Two of my students did not want to fill in the outline; in fact, they could not
do it. These students’ proficiency levels are lower than the others’. Their proficiency
level is elementary although they are in an intermediate class. Especially in this class,
there is a discrepancy among the proficiency level of the students. (E)

B. Student characteristics

Some teachers perceived the characteristics of the students as one of the sources

of the problems they experienced (25%). 20% out of 25% was reported by the control
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group whereas only 5% was identified in the diaries reported by the experimental
group That is, students who are introvert, who are not willing to work in groups or who
are not creative caused the problems they faced. Two of the participant teachers

reflected on this issue as follows:

* Today while students were doing the vocabulary activity, they were listening
to the background music played. They were relaxed and happy with the situation. After
two minutes, student X and Y said they were disturbed by the music and wanted me
turn it off. I did what they wanted. However, the rest of the class insisted on turning
it on again. I didn’t know what to do, but I didn’t turn it on again. (C)

# | couldn’t do the act-out activity in the post reading part because my
students did not want to do it. Only five of them volunteered to act the roles out. 7 did
not force anybody. (C)

# Today, | came across with an unexpected reaction of one of my students
towards the pictures shown. The pictures were related to obese people. She felt
uneasy about the topic. And, I felt upset for using the picture that offended her. (E)

4.3.2.2 Teacher-related problems

According to the distribution of the communication units, all the teacher-related
problems were reported by the control group teachers. As it can be seen in table 14, the
problems related to the application of the suggested activities cover 22.5% of all the
problems. The others are time management (7.5%) and class management (5%).

A. Application of suggested activities

When the reflections of the control group teachers were analysed, application of
some of the activities in the plan was found to be problematic for the teachers (22.5%).
The teachers reported that they had problems in applying group-works and eliciting
information from students. Failure in picture elicitation and inappropriate transition
between the activities were also mentioned as the problems they faced. Three
participants reported:

* Today, the warm-up session went well except from my difficulty in picture
elicitation. When I was showing the photos of some famous talented people, | realised
that I provided them with the answers without helping them to guess. I thought they
would not know them. (C)

* All the students were eager to listen to the song “Frozen” by Madonna. Then,
we talked about the woman in the song to understand what she was trying to do. | had
to provide the smooth transition between this woman’s feelings to the topic
Emotional Intelligence. However, I think, I could not do this. I should have directly
asked the questions provided in the plan but we somehow diverted from the topic. I
failed to guide them. (C)



91

* The group work activity went well but some tasks were not chosen by the
members. There were five groups but none of the groups chose the task of “creating a
talk show program on the topic” or “translating GM food production into a math
formula”. 1 couldn’t decide what to do. / should have assigned these tasks to the

groups. (C)

B. Time management

This category constitutes 7.5 % of all the problems reported by the participants.
Three communication units were identified reporting that two participant teachers had
problems with managing the time. For instance, the following teachers explained their
problems in managing the time as:

Since the students were eager to speak and since I let them speak, warm-up
took more time than I planned (nearly fifty minutes). It was too late when | realised
this. But I couldn’t make the necessary transition in the right time. (C)

Today, the most upsetting part of the lesson for me was related with time-
management. Without being aware, | hurried up in the last sessions of the plan.
Students told me that they would have been more prepared if I had given them more
time before they acted out their roles in “guessing the feeling” game. (C)

C. Class management

The last category of problems is classroom management. It covers 5% of the
problems the teachers reported. One of the communication units stated under this
category is related to the teachers’ helplessness in dealing with the noise. The other one
is reported as loosing the control of the class after the vivacious activity “The Cranium
Game”. The following is an example:

* While playing the game “Cranium”, the class became very noisy so | had to
warn them to be quiet. For a while, it worked but then the noise re-started. It was
difficult to settle them down. However, this time I did not interfere with because it
would destroy their attention. (C)
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CHAPTER 5
DISCUSSION AND CONCLUSION

5.1. Summary of the study

Based on the participants’ own expressions of the need to try an innovation, the
present study was conducted at Anadolu University School of Foreign Languages to
investigate whether the training and ongoing support to carry out implementing the
innovation made any difference in participants’ perceptions of and responses to the
innovative practice. The present study attempted to find out the answers of the
following research questions:

1. How do two groups of ELT teachers, one of which receives training and
ongoing support on the innovative practice while the other does not any,
perceive an innovative practice, which is MI theory, before and after
implementing it in terms of

a) their teaching,
b) students’ learning and
¢) its applicability in their own teaching context?

2. How does the training process affect the ELT teachers’ self reported positive

aspects and problems of the innovative practice as they implement it in their

own classes?

To answer the research questions above, nine ELT teachers volunteered as the
subjects of this study. They tried the innovative practice in which they carried out MI
implemented lessons in their EFL Reading classes over a two-week period comprising
sixteen class hours. The data for how the participants perceived and responded to the
innovation came from teachers’ initial and final reflection reports, diary records
describing and reacting to each MI implemented lesson plans and transcripts of daily
meetings.

To answer the research questions, firstly the teachers were randomly divided as
control and experimental group to investigate whether there would be any change in the
perceptions and implementations of the innovative practice of these two groups of

teachers. The data collection started with the initial orientation to introduce all the
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participants’ to the innovation and its applications in the field, ELT. To find out the
teachers’ initial perceptions, they were required to answer the initial reflection
questions. Then, they were handed in MI implemented lesson plans to apply in their
classrooms. After that, they were told to keep diaries on their experience for each MI
lesson. In diaries, they reflected on their experience by answering the questions in the
Reflection Guideline for Teachers’ Diaries (See Appendix D). The teachers in the
control group were provided with the lesson plans without any daily meeting and
reflection sessions. However, teachers in experimental group received an ongoing
support and training in the meetings and reflection sessions. At the end of the
implementation period, all the teachers were asked to answer the questions for final
reflection. The aim was to get their perceptions of the innovation after they
implemented in their classrooms.

After the collection of the diaries, they were analysed separately for the control
and experimental group according to Constant Comparative Method to determine the
communication units in them. These communication units were then contrasted and
compared to bring similar ones together. Then they were categorised under main and
sub-categories. The data for how participants in the control and experimental group
perceived the innovation before and after implementing it in terms of their teaching,
students’ learning and its applicability in their teaching context were categorised in
three pre-conceived categories: the effects of MI on teachers’ teaching, the effects of
MI on students’ learning, and its applicability in their teaching context. Moreover, for
the both group teachers’ self-reported positive aspects and problems related to the
innovation, the data analysis revealed four main categories as student-related positive
aspects, teacher-related positive aspects, student-related problems, and teacher-related
problems.

Records of daily meeting and reflection sessions were transcribed but not
analysed. The transcripts were used only to document what had been done in each daily
meeting and reflection sessions the experimental group had.

The rest of this chapter will discuss the results gained for each research question

in detail.
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5.2. Teachers’ Perceptions of the innovation in terms of their teaching, students’
learning and its applicability in their teaching context before and after the tryout
period

The analysis of the data revealed how the participants in the control and
experimental group perceived the innovation before and after the tryout period in terms
of their teaching, students’ learning and the theory’s applicability in their teaching
context, Anadolu University School of Foreign Languages. This section will discuss the
research findings of the data analysed within and between control and experimental
groups separately in an attempt to answer the first research question. The data obtained
were analysed for the control and experimental group under three pre-conceived
categories as “effects of MI on teachers’ teaching”, “effects of MI on students’

learning” and “MI Theory’s applicability” in their teaching context.

5.2.1. Effects of MI on participant teachers’ teaching

Before the participants attempted to teach their reading classes with the
innovation, they were all found to have positive expectations reporting that the
innovative practice would affect their teaching positively. Their self-reported thoughts
varied from the expectations that MI would provide them with a variety of activities
resulting in enriched and individualised teaching to creative and stimulating teaching.
The expectation that MI would provide teachers with a variety of activities is the most
frequently stated expectation. The innovation’s possible help in making their teaching
individualised and more creative are the second frequently stated expectations
respectively. Moreover, participant teachers also hoped that the theory would make
their teaching stimulating and fun for both students and themselves. In addition,
different from the control group, experimental group teachers expected that MI would
lead to change in teachers’ roles and more interactions between the students and
teachers. The reasons why teachers above mentioned positive expectations could be
stemmed from their willingness and being motivated to try the innovation in their
classes. The initial orientation about the nature of the innovation can be another cause
for the positive expectation the teachers held for the possible effects of MI Theory on

their teaching.
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After the tryout period, the teachers in both groups mostly reported that the
innovation increased their motivation and willingness to teach. Firstly, it may be caused
by trying out an innovation, which is new for the teachers. Moreover, this finding
certainly complies with the findings of other studies on the effects of MI teaching upon
the teachers as an innovation (Campbell, 2000; Chapman, 2000; Mettetal, Jordan and
Harper, 1997; Johnson & Kuntz, 1997). This increased teacher motivation might also
be due to the MI classroom procedures that enhanced teachers’ instructional repertoires
and the positive classroom atmosphere which made both teachers and students
cooperative and actively involved (Project Zero, 2000). Teachers’ motivation might be
positively affected by the increase in students’ motivation as well (Guskey, 2002).

As the second effect of the innovation on teaching, the participants in both
groups agreed on the idea that it provided them with diversified teaching, which made
their expectations of bringing variety to class activities true. As many related studies
suggest (Project Zero, 2000; Project SUMIT, 2000; Campbell et al, 1996), the theory’s
applications resulted in variety of teaching activities. The teachers in those studies tried
to be interested in each student with her/his differences in intelligence profiles.

According to the teachers in both groups provision of enjoyable and entertaining
teaching was another important effect of the innovation on their teaching. The use of
different teaching materials such as songs or poems and classroom activities including
games, role-plays, and group discussions might make teachers enjoy their teaching. As
Armstrong (1994:52) claims, MI as an innovative practice provides teachers not only
with a wide variety of instructional strategies but also with enjoyable teaching.

Individualised teaching, as the participants were offered while they were
shifting from one intelligence to another, was among the responses reported by both the
control and experimental group teachers. They reported that the innovation made their
teaching more personalised. Interpreting on the same issue, Christison (1996; 1999)
puts forward that an understanding of MI Theory broadens teachers’ awareness of their
students’ skills and enables them to look at each student from the perspectives of
strengths and potential. Moreover, it provides a structured way of understanding and
addressing the diversity that EFL instructors often encounter in the classroom. In other

words, by developing lesson plans that address the full range at learner needs, teachers
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make their teaching individualised to provide a greater variety of ways for students to
learn.

Facilitated interactions between the students and teachers were also noted by
only the experimental group as the positive effects of applying the innovation on
teaching. Unsurprisingly, this facilitated interaction with the students fits in well with
the idea that through an innovative practice as MI, teachers and students may become
aware that different people have different strengths and each person has a substantive
contribution to make (Kallenback, 1999). Respecting each other’s knowledge and skills
may be the most important reason for the facilitated interactions between the students
and teachers, as the experimental group teachers reported.

The last but not the least, the participants only in the experimental group also
reported teacher development as another positive effect of the innovation on their
teaching. They believed that the innovation they tried offered them a kind of teacher
development in which they changed the way they perceived the students and how they
taught. The findings saying that trying an innovation and reflection provided teachers
with a kind of teacher development is consistent with a body of literature focusing on
the effective professional development for teachers (Shield et al., 1998; Weiss et al.,

1998; Richardson and Placier, 2001; Boyle et al., 2003, Husler et al., 2003).

5.2.2. Effects of MI on students’ learning

The participants in both groups expressed their opinions about the effects of MI
on students’ learning before and after they experimented with the innovation.

Before the tryout, all the teachers had positive expectations related to the
possible effects of the innovation on students’ learning. The highest percentage
belonged to the expectation that MI would make students actively involved which
would result in meaningful learning. This expectation may be quite reasonable, because
with the innovation, as Christison (1999) states, students are likely to become more
engaged in learning as they use the learning modes that match their intelligence
strength. As Brown (2001:57) suggests, by appealing students’ interest and allowing
them to use their learning strengths, teachers capitalise on the power of meaningful

learning.
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The teachers in both control and experimental groups also reported their belief
saying that MI would make learning easy, fast and fun. Their self-reported reason for
this belief was running through a cycle of teaching/learning activities involving
different types of intelligences so that everyone had an opportunity to learn. These
positive expectations may be again the result of their well understanding of the
innovation and its applications that were discussed in the initial orientation. The
readings (see Appendix A) and discussion took place in the initial orientation might
provide teachers with positive feelings and thoughts related to the innovation.
Moreover, their being motivated and eager to try the innovation could be another
reason for the positive expectations as it was mentioned earlier.

After the tryout, the teachers’ reflections in both groups revealed that
implementing the innovation increased students’ motivation and involvement as well as
their production in class. Defining and applying the construct of motivation in the
classroom ahs always been a complicated problem of foreign language learning and
teaching. Brown (2001:72) perceives motivation as the difference between success and
failure. The definition of the motivated learner is not very clear, either. However, in this
study, Ur’s (1996:274) definition for motivated learner as ‘one who is willing and eager
to invent effort in learning activities and to progress’ is adopted. The provision of most
of the “commandments for motivating learners” offered by Ddornyei and Csizer
(1998:215) could be the explanation of why the participants thought that MI
applications affected students’ motivation positively. All the following items focus on
what the teacher can do to stimulate motivation:

1-  Set a personal example with your own behaviour.

2-  Create a pleasant and relaxed atmosphere in the classroom.
3-  Present the tasks properly.

4-  Develop a good relationship with the learners.

5- Increase the learners’ linguistic self-confidence.

6- Make the language classes interesting.

7-  Promote learner autonomy.

8- Individualise the learning process.

9- Increase the learners’ goal-orientedness.
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10- Familiarise learners with the target language culture (Dornyei and Csizer, 1998).

As reported by the participants, the innovation created a positive classroom
environment with its personalised and diversified teaching strategies making learners
aware of using their learning strengths and abilities. This could be the reason why the
innovation provided students’ involvement. Furthermore, the increased student
involvement in class activities might be the result of teachers’ trying out an innovation
in their classes as well. As Harmer (2001) suggests, teacher development may be
brought about by trying out new ideas or changing the ways we use old ones. “Teachers
who seek to develop themselves and their practice will benefit both their students and
themselves far more than those who, by constant and unthinking repetition, gradually
become less and less engaged with the task of language teaching (Harmer, 2001:344).”

Increased student production was also reported by the participants in both
groups as another important effect of MI on students’ learning. In a similar point of
view, Harmer (2001:49) states that if we, as teachers, are ‘in a position to try and
present activities offering maximal advantage to the different people in the classes’, it is
unsurprising that we get more production. The finding related to the increased student
production of the present study is consistent with the findings of formal evaluation of
schools using the same innovative practice, which is MI Theory (Project SUMIT,
2000). Increased production was among the most reported outcomes associated with the
use of MI by the most of the teachers and principals at 41 schools that have been using
MI for three or more years.

The reason for the increase in student involvement and production is clear to the
participants of the present study: the change in the way they deliver classes due to the
innovation: offering students a variety of activities according to not only their abilities
but also their interests. As reported by one of the participants, “students get bored while
always doing the same type activities, but who does not?”

Raising students’ awareness on their learning strengths and weaknesses is
another positive effect of the innovative practice reported by both control and
experimental group teachers. Knowing ones’ own learning strengths and weaknesses
and using them for the benefit of learning will certainly not only aid learning but also

make learners autonomous (Harmer, 2001:336). In their research on MI, Greenhawk
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(1997:52) puts forward that helping students understand their and others’ abilities and
showing students how to use their strengths both to learn and work on their weaknesses
are the first among many good reasons. Similar to what Greenhawk (1997) states, the
participants of the present study claim that MI, as the innovation, has positive effects on
raising students’ awareness of their own learning strengths and intelligences.

Moreover, participant teachers in both control and experimental groups also
revealed that cooperation among the students increased. This finding complies with one
of the hypothesis validated in a research aiming at finding out the similarities in
Multiple Intelligences Schools (Campbell, 1996:313). Most of the schools exhibited
improved cooperative skills in all students. MI activities designed to develop
interpersonal intelligence with the emphasis on cooperation may lead the teachers of
the present study to reflect on the improved cooperative skills in students.

Positive changes in students’ attitudes towards learning English and students’
taking responsibilities of their own learning were also mentioned by the teachers in the
experimental group as the positive effect of the innovation on students’ learning.

The underlying reasons for these above-mentioned effects can possibly be the
identification and nurture of individual talents and interests of the students and teaching
accordingly (Campbell et al, 1996:312).

Apart from these, some participants in both groups reported that in order to
decide on the theory’s effect(s) on students’ achievement in class, they needed time and
more implementation. The finding complies with what Bolster (1983) suggests: even
presented with evidence from the most carefully designed experimental studies,
teachers do not easily adopt new practices unless they feel sure that they work in their

own classes.

5.2.3. MD’s applicability in participant teachers’ teaching context

The participants responded to the innovation in terms of its applicability in their
specific teaching context, Anadolu University School of Foreign Languages. According
to the data obtained from the teacher diaries, similar subcategories were identified in
the control and experimental group. It becomes clear that before the tryout, participant

teachers in both groups mostly expected that MI would raise awareness on individual
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differences in their teaching context. Because the students of the participants were the
actual students of other departments studying English compulsorily, the needs,
expectations and interests of those students diverged much even in the same class. The
reason why raising awareness on individual difference was the mostly reported
expectation may be due to the need to address all these different students to be able to
actualise the program mission statement of Anadolu University School of Foreign
Languages. Furthermore, the teachers in both groups also thought that MI Theory
would work well to solve the students’ and teachers’ motivational problems. It can be
inferred at this point that the motivational problems of the students may be due to the
lack of intrinsic motivation, which “comes from within the individual” (Harmer,
2001:51). They are learning English to pass an exam to go on with their education in
their departments, which may work well to provide extrinsic motivation. Thus, the
teachers of the present study might think that the innovation would motivate students
intrinsically by the enjoyment of the learning process it provides. Increased teacher
motivation seems important for participant teachers, too. Since it is vital that both
students and teachers are motivated in teaching and learning, such an expectation
reporting that an innovation would provide teachers with motivation seems natural.

Apart from these positive expectations, one of the participants in the control
group and another one from the experimental group reflected on not having clear and
precise idea about the theory’s applicability in their context. These teachers might not
want to express their thoughts on the innovation until they tried it in their classes. As
Guskey (2002: 383) suggested, teachers’ minds become clearer about the innovation
when they see its effects on their students. Moreover, the positive responses taken from
the students on the innovation are helpful for teachers to decide to go on trying with the
innovation (Pennington, 1995; Guskey, 2002; Pannatier, 2004).

After the tryout, the participants in both groups reported positively on the ideas
that MI implemented lessons really worked for reading classes they taught, and it
would be better if they go on implementing it for one more year as a group (See tables
8 and 9). They also commented that they needed more time and support to expand their
instructional repertoires since the theory offers changing the way they teach. The fact

that time and support needed for teachers to understand the innovation itself, its
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applicability and the right way of implementing it is also revealed crucial by some
authors studied on teacher change and innovation (Kennedy, 1988; Bailey, 1992;
Pennington, 1995; Guskey, 2002). Moreover, the participants in both groups were also
found to be reporting that MI Theory would work in other courses, such as
Speaking/Listening, Grammar and Writing, which are taught in Preparatory School at
Anadolu University as well. Since the innovation offers that there is no one way of
knowing and any content can be taught in more than one way, the suggestion of its use
in Grammar, Writing and Speaking/Listening classes is valid as well (Lazear, 2000;
Chapman, 2000).

The participants’ thoughts on the applicability of the innovation in their
teaching context may lead us to the issue of MI as an innovation and Curriculum
Development. Many educators interpret Gardner’s work as suggesting numerous entry
points into traditional curriculum (Campbell et al, 1996; Armstrong, 1994; Christison,
1996). As Gardner (1997) himself states, in terms of curriculum approaches, individual
teachers and entire schools may go about applying MI curricular ideas in diverse and
often conflicting ways. Gardner asserts that one application of his theory is not
necessarily ‘right’ or ‘wrong’ (Gardner, 1997:20). Planning lessons through the MI,
discovering curriculum bias, project-based curriculum, apprenticeship and teaching
for understanding are the suggested MI curricular models provided by the MI literature
(Campbell et al, 1996:232).

According to Armstrong (1994), on one level, MI Theory applied to the
curriculum might be best presented by a loose and diverse collection of teaching
strategies. Teachers can implement the theory ‘in a way suited to their own unique
teaching style and congruent with their educational philosophy as long as that
philosophy does not declare that all students learn in the same way’ (Armstrong,
1994:57).

However, on a deeper level MI Theory suggests a set of parameter within which
educators can cerate new curricula. It offers a means of building daily lesson plans,
weekly units or monthly or yearlong themes and programs in such a way that all
students have their strongest intelligences addressed at least some of the time

(Armstrong, 1992, 1994 and 2000).
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The best way to approach curriculum development using the theory of MI is by
thinking about how to translate the material to be taught from one intelligence to
another (Armstrong, 1994:57). Designing lesson plans within the framework of MI is
not so difficult. Armstrong (1994:58) suggests the following seven-step procedure to

make creating curriculum units using MI Theory easy:

- Focus on a specific objective or topic.

- Ask Key MI Questions (see the Figure 4 below).
- Consider the possibilities

- Brainstorm

- Select appropriate activities

- Setup a sequential plan

- Implement the plan

Figure 4. MI Planning Questions (Armstrong, 1994: 58)

LOGICAL-
MATHEMATICAL
How can I bring in
numbers, calculations,

LINGUISTIC logic, ol SPATIAL
or critical thinking

How can I use g How can I use
skills? . |

the spoken or visual aids,

written word? visualization,

colour, art, or

metaphor?

INTRAPERSONAL OBJECTIVE MUSICAL
How can I evoke How can I bring
personal feelings or ] inmusicor
memories, or give environmental
students choices? sounds, or set
key points in a
rhythmic or
melodic
INTERPERSONAL BODILY
How can I engage KINESTHETIC
students in peer How can I involve the
sharing, cooperative whole body or use
learning, or large- hands-on experiences?

group simulation?
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The idea to keep in mind is that MI Theory can be applied to the curriculum in a
variety of ways. There are no standard guidelines to follow. Ultimately, as Gardner
(1999) states, teachers should be guided by their deepest and sincerest attempt to teach
beyond the intelligences they may currently be teaching so that every child has the
opportunity to succeed in school.

To summarise within group analysis of the teachers’ perceptions of the
innovation, before implementing the innovation, all the teachers in both groups were
found to have positive expectations related to the theory’s possible effects on their
teaching, students’ learning and its applicability in their teaching context. Their self-
reported awareness of the need to change- or at least of the desirability of
experimentation- may cause them to have all these positive expectations. That is to say,
the initial dissatisfaction with the present situation involving unmotivated students
initiated the present study. Thus, since the teachers themselves wanted to change, their
expectations were positive. As the results suggest, most of the participants’
expectations were fulfilled. After implementing the innovation, teachers in both groups
reported positive responses related to their experiences with it. These positive responses
may arise due to their real understanding of the innovation and the positive initial
responses received from their students (Pennington, 1995:726). Moreover, they were
encouraged to reflect on their own experience with the innovation, which might have
had effects on their positive reactions. The ongoing support from the peers and the
training the experimental group had can be the reasons of those teachers’ positive

responses as well (Pennington, 1995; Wideen, 1992, Goodman, 1986)

5.2.4. The differences in the perceptions of the control and experimental group
teachers

To find out how the participants’ perceptions of the innovation change between
control and experimental group, the analysis of the data was conducted between the
initial and final reflections of the two groups. Firstly, the initial perceptions of the
control and experimental group were compared and contrasted under three pre-
conceived categories as the effects of the innovation in terms of teachers’ teaching,

students’ learning and the innovations’ applicability in the participants’ teaching
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context. The same procedure was followed to compare and contrast the final
perceptions of the both groups.

In terms of the initial perceptions of the teachers, in the first category “teachers’
teaching”, it was found that 18 communication units were reported by the experimental
group, and 13 were provided by the control group (see table 10). The reason for the
difference in the number of communication units might be the last two subcategories
change in teachers’ roles and more interactions with the students, which were reported
by only the experimental group. For the second category, ‘“students’ learning”, 11
communication units were provided by the experimental group whereas 13 were
reported by the control group. In terms of the third category, “the innovation’s
applicability”, the experimental group teachers reported 10 communication units while
control group reported 11 communication units identified.

As it can be seen in table 10, there seems no difference between the initial
perceptions of the control and experimental group and the frequencies identified for
each category are quite closer to each other. The subcategories identified differ only in
the first category, “teachers’ teaching”, and the content of the remaining two categories
“students’ learning” and “innovation’s applicability” is quite similar.

In terms of final perceptions of the teachers, for the first category, “teachers’
teaching”, it was revealed that 36 communication units were reported by the
experimental group while 15 were provided by the control group. The findings for the
first category show that all the participants perceived the innovative practice they
experienced motivating. This complies with what Freeman (1989) suggests maintaining
a sense of excitement and engagement in teaching: trying out an innovation and
reflecting on it to adjust teaching accordingly. Moreover, the sub-categories variety of
teaching activities, entertaining and enjoyable teaching, and individualised teaching
were reported by both the teachers in the experimental and control group. However,
there were two sub-categories including the data reported by only the experimental
group: more interactions with the students and teacher development. This might be the
consequence of experimental group teachers’ having regular meetings and reflection
sessions. The following example from these sessions shows what one of the

experimental group teachers think about interaction issue:
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* ...somehow I feel that MI activities facilitate interactions with my students.
This may be due to the student involvement which has been increased. Whatever the
reason is to interact well with the students is the key for success, I think... (E1)

Since providing training and support throughout the implementation of an
innovation is of great importance, the encouragement to continue and overcome the
initial problems might enable the participants’ focus more on the issues as interactions
in the class and teacher development. According to what Pennington (1995) suggests in
her model of teacher change cycle, the teachers in the experimental group seemed to
have shifted their concerns to the interpersonal level which involves feelings,
motivations and classroom interaction.

Moreover, based on the finding, one can interpret that the reflective practice the
experimental group engaged in the daily meeting and reflection sessions provided them
with a kind of teacher development as they reported. Take the following dialogue from
the daily meetings and reflection sessions as an example:

*E2: Trying out an innovation and reflecting on it... this will certainly help us
develop professionally, especially these meetings are beneficial for me. Since we are
trying something new, we need such help and support. These sharing and support help
me reflect on my own teaching. That is necessary for development, I think.

E4: Sure, it is same for me. These sessions provide me with some kind of
professional development... we are supporting each other to make our teaching
better ...

Likewise, in terms of the category “students’ learning”, there were 33
communication units provided by the experimental group whereas 17 were reported by
the control group. In most sub-categories, both experimental and control group teachers
teachers were found to reflect on the same ideas. However, all the data obtained for the
sub-category students’ responsibilities of learning was reported by the experimental
group. This might be again the result of the training process in which the participants in
the experimental group were motivated to reflect on their trying something new.The
following could be given as an example:

*E3: ...one more point is that knowing our students’ strengths and weaknesses
may help us teach well. This may make us raise awareness on their learning strengths.
E5: and if they know themselves as learners, it may be easy for them to take the
responsibilities of their own learning. What I mean is if they know their preferences for
learning, they can learn better and quicker.
E2: which will take us to learner autonomy...
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It might be inferred that this response reflects how the participants in the
experimental group were led to more general concerns rather than focusing on
classroom materials and procedures. This could be caused by the regular reflection
sessions they held thoughout the implementation of the innovation.

For the third pre-conceived category “the innovation’s applicability”, 26
communication units were reported by the experimental group, and 15 were provided
by the control group. Furthermore, it was found that in all subcategories related to “the
innovation’s applicability” teachers in both groups reported on the same issues.The
teachers in both groups agreed on the idea that the innovation worked well in their
classes and would work well in other courses as well. Unsurprisingly, they also put
forward the idea of going on implementation efforts and added that time and support
was needed for the innovation to ensure success. This finding is consistent with what
Guskey (1989 and 2002) states; the key element in significant change in teachers’
beliefs and attitudes is the clear evidence of improvement in learning outcomes of the
students. The teachers would like to go on implementation efforts until they become
completely sure that they perceive great benefits from implementing the innovation.

In summary, it can be concluded that before the tryout period, in the first
preconceived category teachers’ teaching, experimental group teachers reflected on
two different issues than the control group teachers(see table 10). However, in the other
two categories, the contents of the subcategories were the same. Likewise, after the
tryout, there were two different subcategories identified in the final perceptions of the
experimental group teachers related to the first category teachers’ teaching. Moreover,
in the second category students’ learning there was one different subcategory reported
only by the experimental group teachers. At this point, it can be interpreted that the
training process promoted the experimental group teachers’ reflective practice, which is
thought crucial for professional development. As Ross and Hannay (1986) suggest, if
change is to happen, reflective practice should become inevitable in order to arrive at a
deeper understanding of the innovative practice.

5.3. The difference in the participants’ self reported positive aspects and problems
of the innovation

The second research question of this study seeks to find out whether the self-
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reported positive aspects and problems change between two-groups of teachers one of
which receives training and ongoing support related to the innovation while the other
does not. The following section will discuss the research findings in an attempt to
answer the second research question. In order to discuss the differences in the positive
aspects and problems of the control and experimental group well, firstly the positive

aspects and problems identified will be discussed separately.

5.3.1. Positive aspects related to MI Theory

The participants’ self-reported positive aspects of their innovative practice in
EFL reading classes were examined under two main categories as ‘student related’ and
‘teacher-related’ positive aspects.

The participants’ self-reported teacher-related positive aspects of the innovation
were mostly based on the use of teaching materials and strategies suggested in the MI
implemented lesson plans. The wide variety of the activities the innovation offered was
highly appreciated by the teachers. They also stated satisfaction with their own success
in application of suggested teaching techniques that brought student involvement.

Increased teacher motivation, which was triggered by use of different classroom
strategies and student motivation, was the second most frequently stated positive aspect
of the innovation. This finding is truly consistent with the findings of similar research
which studied on MI’s effect as an innovation on teachers (Project Zero, 2000; Project
SUMIT, 2000, Campbell, 2000; Hoerr, 2000; Johnson & Kuntz, 1997; Mettetal et al,
1997).

Participant teachers also suggested that the innovation provided them with an
awareness of their learners’ differences in intelligence profiles, which resulted in
establishing rapport with the students. The implementation of the innovation in the
present study seems to help participant teachers know their students better and respect
their weaknesses and strengths. As Lazear (2000) points out, the discovery of the
differences among the students and trying to use this knowledge to personalise
instruction make our teaching certainly efficient and rewarding. Moreover, having good
relations with the students during the implementation period made participants feel

better and see it as one of the benefits of the innovation.
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Despite its low frequency, not having any disruptive student behaviour was also
indicated as one of the positive aspects of the innovation. Even by attracting some
problematic students’ attention, as Armstrong (1994:99) states, teachers may take a
large step in ensuring a smoothly running learning environment.

In terms of student-related positive aspects, increased student involvement takes
the first place. Connected to the concept of student involvement, increased student
performance comes to the stage naturally. As Brown (2001:77) suggests, providing
more pleasant and motivating learning process is of course not the only determiner of
success for language learners; but it certainly provides learners with a better chance of
success.

The fact that the starting point of all the participants to try the innovation was
the lack of students’ motivation and involvement in their reading classes may validate
the highest percentage of this positive aspect category. Moreover, since MI
implemented lesson plans provide students with the possibility of experiencing in all
the possible ways to ensure successful learning, increased student motivation and
involvement are not surprising (Campbell et al, 1996; Armstrong, 1996; Hoerr, 2000;
Lazear,2000).

In addition, students’ positive attitudes towards the classroom activities and
teachers were also reported as one of the positive aspects of the innovation. Likewise,
raising students’ awareness on individual differences was also reported as the last self-
reported benefit of the innovation. Based on the finding, it can be argued that the
innovation made students of the participants aware of the fact that human beings are
different. Thus, not all the students acquire the language in the same way. When
students are aware of their own learning strengths and weaknesses, it will certainly be

beneficial to help them learn better (Gardner, 1983; Armstrong, 1994).

5.3.2. Problems related to MI Theory as an innovation

The problems participant teachers had in their attempt to implement the
innovation were examined under the same two categories as ‘student-related’ and
‘teacher-related’ problems.

Lack of student participation due to three reasons and some students’
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characteristics are the two reported problems in student-related problem category. It is
interesting to note that students’ involvement gets the highest percentages for both
‘student-related positive aspect’ and ‘student-related problems’ categories. In the light
of these findings, it can be inferred that students’ involvement is considered one of the
keys to successful teaching for the participant teachers. The teachers reported on the
lack of student participation as follows: Few students did not want to participate due to:

- Their reluctance in using L2

- Their coursebook

- The discrepancy among the proficiency level of the students.

Some participant teachers argued that although the number of students who

were willing to participate is less, it was still an important concern to them. It is
possible to argue at this point that the variety of activities addressing to different

intelligence types may not always guarantee all the students’ involvement.

However, since the sources of lack of student participation are clear to the
teachers, it may be easier to find solutions for this problem. In order to provide a whole
class involvement in learning process, all the factors affecting involvement should be
considered, which is not an easy task at all (Brown, 2001).

Moreover, some participants perceived some students’ characteristics as the
source of the problem they had in their classes. They mentioned about some students
who were disturbed by the music played or the picture shown in the class, and who
were unwilling to act out. However, the innovation respects for such diversity in
learning preferences. Respecting each learning preferences, teachers make their
students find ways to participate and take the advantage of learning opportunities with
the multiple activities available. It may be inferred that since the teachers have recently
been introduced to the innovation, it may take time for them to fully comprehend what
it offers in practical terms.

In terms of teacher-related problems, all the data was provided by the teachers
in the control group. The participants in the control group reported problems related to
the application of the suggested activities, time management and class management.
Participant teachers’ failure in eliciting, providing appropriate transitions between the

activities, applying group works properly, managing time and class are the self-reported
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problems. In similar studies, same challenges were encountered, but through ongoing
support and training received, teachers were able to overcome the barriers (Campbell et
al, 1996:308). This may imply that teachers need continued follow-up, support and
encouragement while implementing an innovation (Guskey, 2002).

As a general argument to the findings of the study, it can be said that the self-
reported positive aspects far outweigh self-reported problems that the participants
faced. The result of this study matches with the findings of Harvard’s Project Zero
(2000) in which teachers claim positive attitudes towards the same innovation.

The reason why negative aspects were outnumbered by the positive aspects may
be due to the training and ongoing support the experimental group received. Participant
teachers in the experimental group had eight daily meeting and reflection sessions with
the researcher as preparation for and follow-up to each two-class hours of MI
implemented lesson plans. In these sessions, they were supported by both the researcher
and each other. Most importantly, all the participant teachers, in either control or
experimental group, were led to reflect regularly on their experience with the
innovation. This may also have a positive effect on teachers’ constructive responding to
the innovation (Pennington, 1995:726).

Furthermore, the initial positive response from the students to the MI activities
and good performance of the students in these activities may be the other reasons for
teachers’ claiming positive attitudes towards the innovation. It is possible to claim that
teachers are more likely to continue with the innovation or to give it their best effort ‘if
the students react favourably in the early stages of it” (Pennington, 1995; Guskey, 2000
and 2002).

5.3.3. The difference in the participants’ positive aspects and problems while
responding to the innovation

The analysis of the data revealed that 64.1% of the positive aspects were
reported by the teachers in the experimental group, while 35.9% was reported by the
teachers in the control group. Although the responses do not change in terms of content,
participant teachers in the experimental group provided more data in each positive
aspect category (See Table 13). This may be due to the number of participant teachers

in the experimental group: there were five teachers in the experimental group whereas
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the number of participants was four in the control group. However, the change in the
number of communication units provided by the participant teachers may result from
the daily meeting and reflection sessions as well. As it was mentioned in the majority of
readings, providing training and sustaining support throughout the implementation of
any innovation is a paramount factor to ensure success (Bailey, 1992; Bean et al, 2000;
Burns, 1996; Kennedy, 1987; White, 1987, Pennington, 1995; Udall & Rugent, 1997).
Not surprisingly, encouragement the teachers in the experimental group received to
continue or overcome initial problems encountered might make the difference.

When we look at the sub-categories in which there is a huge difference (more
than 50%) between the experimental and control group, students’ and teachers’ raising
awareness on individual differences and the teachers’ good relations with the students
take the very first place (see Table 13). Teachers in the experimental group seemed to
be much concerned with the issues like having good relations with the students and
raising awareness on the individual differences. Increased teacher motivation and
positive student attitudes are other sub-categories that include the data mostly reported
by the participant teachers in the experimental group.

The reason for teachers in the experimental group to write more on the positive
aspects involving facilitation of interaction, motivation, and their and students’
affective responses could be stemmed from the training process they had. As
Pennington (1995:714) suggests in her research on eight bilingual English teachers’
adoption of process writing, the provision of training and ongoing support to continue
learning about and applying the innovation results in those teachers’ going through the
stages of teacher change with fewer difficulties. Since the experimental group teachers
of the present study were provided with the suggestions on how to apply the activities
and present the lesson, they may have shifted their concerns to “interpersonal aspects”
of an innovation.

As mentioned before, the interpersonal aspects of an innovation include the
teachers’ and students’ reactions, feelings, motivations, classroom atmosphere and
relationships.

Moreover, the present study also revealed that the self-reported problems of the

participants change as well. More than three quarters of the problems were reported by
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the teachers in the control group (82.5%). The problems reported by experimental
group constitute only 17.5% of the total problems. The participants in the experimental
group did not report any problems related to the application of suggested activities,
time and class management. All the data for the teacher-related problem category was
identified in the reflections of the control group teachers.

Based on the finding, it can be suggested that teachers are better to have
preparation for and follow-up discussion and reflection sessions when they implement
an innovative practice in their classes.

In terms of student-related problems, there are two sub-categories named as
student characteristics and lack of participation. 80% of the data for student
characteristics problem category is reported by the control group teachers. Despite the
low frequency (20%), the data obtained from experimental group for the same category
may mean that teachers need to be trained and supported to continue learning more
about the innovation and what it offers (Pennington, 1995; Campbell et al, 1996;
Pannatier, 2002;). Because the innovation offers addressing the full range of learner
needs, we, as teachers, should gain a deeper understanding of students’ learning
preferences and a greater appreciation of their strengths (Christison, 1999). Lack of
student participation due to the reluctance in using L2 seems to be a shared problem for
all teachers. However, teachers of the control group also see the coursebook and the
low proficiency level of some students as the reasons of their lack of participation.

To sum up, in terms of self-reported positive aspects, the frequency of the
positive aspects varies in the responses of control and experimental group teachers;
however, the contents of them do not change. Teachers in the experimental group
reflected more on the same issues than the teachers in the control group did. When the
self-reported problems are taken into account, teachers in the control group seem to
have and reveal more problematic issues than the other group. The problematic areas
related to the “procedural aspects” of the innovation involving application of some
activities, time and class management are only revealed by the teachers in the control
group who did not receive any ongoing support and training. It may be inferred at this
point, as many authors emphasise, that providing an ongoing support and training

throughout the implementation of an innovation appears worth the effort since it shed
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some light on not only the adoption of innovation but also teacher change and
development (Bailey, 1992; Bean et al, 2000; Burns, 1996; Kennedy, 1987; White,
1987, Pennington, 1995; Udall & Rugent, 1997; Pannatier, 2002; Guskey, 2002;
Richards, 2001).

5.5. Implications of the present study

This study was a preliminary attempt to understand how an innovation was
perceived by two groups of teachers one of which received an ongoing support and
training on the innovative practice while the other does not any. A number of
implications can be drawn based on the findings of the present study.

Primarily, the first implication of the present study is related to teacher
development and change. For an ongoing professional development and change,
teachers should be encouraged to innovate and reflect critically on the results of their
efforts with the innovation to make the necessary alterations in their practices
(Richards, 2001; Johnston, 2004). As Kezar (2001:153) suggests the process of teacher
change and development in educational institutions often fails or is not fully
implemented. The reasons are complicated; but some commonly noted issues include
lack of time and support to innovate, and lack of collaboration among the teaching staff
(Eckel, Hill, Green, & Mallon, 1999). However, if the teachers are provided with the
necessary support to innovate, work collaboratively and reflect on the efficacy of the
innovation they tried, it will certainly facilitate the process of teacher change and
development (Guskey, 2002:388). The present study, in which the participants initiated
to try an innovation and reflected on the results to adjust their practice accordingly,
might be used as an example for the other innovation implementations in this specific
and other teaching context as well.

Moreover, in terms of teacher development, trying an innovation might provide
intrinsic motivation for the teachers to alter their approach to teaching, as it is the case
for the teachers in the present study. Since the realization of the need to change for
better teaching and learning process is essential for the teachers to develop
professionally, this study might be a call for the need to change to meet our potential as

language teachers.
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Furthermore, the findings of the present study may emphasise the necessity of
training and ongoing support provided for teachers while implementing an innovation.
As Guskey (2002) suggests, the very first thing to recognise in teacher change is the
idea that change is a gradual and difficult process for teachers. Any change or
innovation that holds great promises for increasing teachers’ competence and
enhancing students’ learning is likely to require extra work, especially at first
(Huberman and Miles, 1984; Pennington, 1995; Guskey, 2002). Likewise, trying an
innovation may bring a certain amount of anxiety. Since trying an innovative practice
means to risk failure, teachers may not be willing to adopt innovations unless they feel
sure that they can make them work. Moreover, teachers respond to an innovation on a
behavioural, affective and cognitive level since teaching is the integration of action
(behaviour), feeling (affect), and thought (cognition) (Freeman, 1992). Thus, teachers
trying an innovation are likely to face some behavioural, psychological and cognitive
barriers while implementing the innovation in their classrooms. To overcome all the
above mentioned barriers of change, many others advocate providing training and
sustaining support throughout the implementation of an innovation, which is a chief
factor in ensuring the success of the innovation (Guskey, 2002; Bean et al, 2000; Udall
and Rugent, 1997; Burns, 1996; Pennington, 1995; Bailey, 1992; Kennedy, 1987,
White, 1987). Encouragements to continue or overcome initial problems make huge
differences. Unsurprisingly, as Pennington (1995) asserts a culture of training and
support enables teachers to go through procedural (behavioural), interpersonal
(affective), and conceptual (cognitive) processes of teacher change cycle with fewer
difficulties.

Additionally, the results of the study may imply the importance of the work of
all teachers collaboratively towards change. As Kezar (2001) points out creating a
collaborative environment is critical to make innovations successful. On the same issue,
Harmer (2001:349) also suggests that the teachers’ group in which teachers encourage
each other to innovate and reflect on their innovations to adjust their teaching is crucial
for development. According to Underhill (1992:79), however much teachers have
reflected on their own experiences, most of them find discussing their situations with

others help them to sort things out in their minds. This has given rise to the concept of
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cooperative development (Edge, 1992). Thus, teacher support groups (Brown, 2001)
can be formed in order to have collaboration with other teachers. The importance of
purposeful gatherings of teachers while implementing an innovation is strongly
stressed. It is important to have times when the staff of teachers gets together to provide
“empathetic support” for each other as well as to cover the possible issues related to the
implementation of the innovation.

Another major implication is the importance of reflection as a part of teaching
process, which has been emphasised by many researches (Freeman, 1988; Richards and
Lockhart, 1994; Breen et al, 1989; Fullan & Hargreaves, 1992, Richards, 2001;
Pennington, 1995; Johnston, 2004). Since the lasting change takes place only when
teachers are motivated to try new things and reflect on the consequences to alter their
practices accordingly, reflection plays an important role in teacher development.
Reflective approaches in language classrooms as one focus of current research in ELT
should be adopted to make the teaching and learning processes more effective and
efficient. Related research revealed the crucial importance of in debt understanding of
actual teaching processes by means of critical reflection in the teachers’ professional
growth (Taggart and Wilson, 1998). Therefore, teachers are best advised to promote
reflective teaching in which they look objectively at their own teaching and use the
information obtained to reflect critically on what they discover as a means of teacher
development (Freeman, 1989). Hence, teacher reflection groups (Farrell, 1999b;
Harmer, 2001) can be formed, in which teachers are encouraged to discuss several
types of classroom situations from different perspectives together with providing an
ongoing support for each other to solve the problems or change for the better.

In addition, the findings of the study indicated that applying the innovation in
EFL reading classes enriched the lives of both teachers and students. The theory
provides a variety of options for the teachers and learners. It opens the door to a variety
of teaching strategies that can be easily implemented in language classrooms
(Armstrong, 1994; Christison, 1996; Lazear, 2000). Since the teachers of EFL should
recognise and appreciate the diversity in the students, they are best advised to use a
broad range of teaching strategies (Armstrong, 2000). As long as teachers shift their

intelligence emphasis from presentation to presentation, there will always be a time
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when a student has his/her mostly developed intelligence(s) actively involved in
learning. In the present study, this active involvement in learning process triggered both
the students’ motivation to learn and teachers’ motivation to teach as well. For students,
the theory also offers opportunities to take more responsibility of their own learning.
Therefore, as the study implies, EFL teachers and students should be informed about
the importance of the theory and its implementations in the field. In addition, pilot
efforts in which MI theory incorporated into language programs might be suggested.

Another implication for EFL programs may be on material adaptation and
curriculum development as well. The innovation tried out in the present study suggests
that teachers need to expand their repertoires of techniques, tools and strategies beyond
the ones they predominantly use to provide them with more chances of answering the
needs of learners. ‘If the only tool you have is a hammer, everything around you looks
like a nail’. As it can be inferred from these anonymous lines, teachers require a much
broader range of teaching materials, tools and strategies to meet the increasingly
diverse learner needs. With the theory in mind, teachers can use available course books
or materials more creatively and adapt them in various ways to suit the different
intelligence profiles and individual preferences. This might also help teachers to
‘modify the book to make it more appropriate for the learners’ (Harmer, 2001:305). In
response to curriculum development, the findings of the present study may offer that
MI theory as an innovation could be incorporated into language programs easily since it
is not a fixed program and does not rigidify the instructional dimensions, either. It can
be implemented in a wide range of instructional context, ‘from highly traditional setting
where teachers spend much of their time directly teaching students to open
environments where students regulate most of their own learning” (Armstrong,
1994:51).

Furthermore, as a further implication, this study may help to change teachers’
perception of students. In contrast to IQ scores or labels as smart, average or lazy, we,
as teachers, could appreciate the diverse ways the learners learn. Moreover, as the
findings indicate the theory provides an individualised classroom environment in which
everyone knows that people have different strengths and each person has a substantive

contribution to make. The fact that teachers and students respect many ways of learning
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might possibly affect the learning environment positively. In addition, the positive
environment created may also bring up more interaction and constructive relations

between teachers and students.

5.4. Suggestions for further research

Results of the study indicate a number of areas that need further investigation.
First, this study used the reflection reports and diaries of the participants to discuss how
they perceived the innovation and the change in their perceptions of and responding to
the innovation. Studies with other data collection techniques such as observation,
questionnaires, and interviews might be helpful to enlighten the area for finding out
what teachers experience in their experimentation with an innovation. Use of different
data collection procedures would render reliability to this type of research.

Additionally, as this study was conducted in intermediate level EFL reading
classes, there need to be made other studies in other level reading classes as well.

Moreover, the present study was limited to the responses of nine participants
teachers of intermediate level reading classes, so such a study may be conducted with
the teachers of other skills (grammar, writing and speaking/ listening) as well.

Furthermore, as this study covered teachers’ responding to the innovation in a
two-week period comprising sixteen class hours, other longitudinal studies might be
held to come up with more clear and precise effects of the innovation.

Another suggestion is to identify how teachers are responding to the innovation
in different educational settings in order to generalise the findings of the study. This
study is confined to only Anadolu University School of Foreign Languages teaching
and learning context.

What is more, how students perceive the innovation in their EFL classes may be
studied in other studies to have a different perspective related to the innovative
practices in the field, ELT.

As the last but the most important suggestion for further studies, trying
innovative practices and reflective teaching may become a part of teaching process on
the way to professional development to meet the needs of learners, teachers and

programs.
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APPENDIX A
HANDOUT USED FOR INITIAL ORIENTATION

Coklu Zeka:

Coklu zeka teorisinin dnciisii Howard Gardner bu kavrami 1983 yilinda "Frames of
Mind” adl kitabinda agiklamistir. Gardner'a gore zeka, kiiltiirel degerleri kavrayabilme,
yeni seyler lretebilme ya da problem ¢ozme seklindeki insan yetenegidir. Bunlarin
yaninda, yeteneklerin ¢esidine gore neler yapilabileceginin diisiiniilmesi de zekanin
kapsamina girmektedir

(Checkley,1997, s. 1-2).

Coklu zeka kuraminin amaci, egitimde bireylerin neler yapabildiginden c¢ok neler
yapabileceginin  diisiiniilmesidir. Giiniimiizde egitim ve psikoloji alanindaki
gelismelerle klasik zeka tamimlarimin ¢ocuklarin  degerlendirilmesinde yeterli
olamayacagi, onlarin potansiyel yeteneklerinin agiga c¢ikarilmasi gerektigi goriisi
vardir. Gardner'a gore zeka, problem ¢ozme kapasitesi ya da degerli bir veya birden ¢ok
kiiltiirel yap1 iirlintine sekil vermektir. Gardner, bireylerin ayni1 diisliniis tarzina sahip
olmadiklarin1 ve egitimin eger bu farkliliklar1 ciddiye aldigi diisiiniiliirse, biitiin
bireylere en etkili sekilde hizmet edecegini belirtmistir. Eger bireyler farkli zeka
bilesenlerini taniyabilirlerse, karsilasacaklar1 sorunlari ¢cozmede daha sansli olabilirler
(Gardner, 1993, s.8).

Coklu zeka, her bilim alaninda &grencilerin 6grenmelerini artiran bir dgretim siireci
olarak algilanmaktadir. Gardner, bireylerin gosterdigi her 6zelligin zeka olmayacagini,
zeka olabilmesi i¢in

1. Bir dizi sembole sahip olmasi

2. Kiiltiirel yapida degerli olmasi

3. Araciligiyla mal ve de hizmet iiretilebilmesi

4. Problem ¢oziilebilmesi gerektigini vurgulamaktadir (Gardner, 1993, s.8).

Okuldaki basar1 ile hayattaki basar1 arasindaki iliskinin zayif oldugu ger¢eginden
hareketle “Acaba okulda deger verilmeyen, fakat insanlar1 hayatta basarili yapan belli
yetenekler var?” sorusundan hareket eden Gardner (1985,1993) "coklu zeka/yetenek
tanimlamasi" ile egitimde 6nemli etkiler yapmistir. Baglangicta yedi temel zeka/yetenek
tiirlinii ortaya koyan Gardner, bugiin sekizinci zekad/yetenek tiirlinden bahsetmektedir
(Gardner, 1993, s.8).

Bunlar: Dil yetenegi

Matematik ve mantik yetenegi

Gorsel/Uzamsal yetenek

Bedensel yetenek

Miizik yetenegi

Kisiler arasi iligki yetenegi

Kisi i¢i iliski yetenegi

Bu yetenekler, kisisel deneyimlere meydan okuyan zenginliklerdir. Coklu yetenek,
kisilik ozelliklerini essiz bir bigimde birlestirme 6zelligine sahiptir. Bu zeka tiirleri
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asagida kisaca 6zetlenmistir:

Dil zekéasi/yetenegi: Degisik kiiltiirlerde yasayan insan, dil kullanma becerisine
sahiptir. Kimileri dili sadece iletisim amactyla kullanirken, kimileri birden ¢ok dil ve
iletisim becerileri gosterebilirler. Dil zekasi, sozciikleri hem sozlii hem de yazili olarak
etkili bigimde kullanma becerisidir. Ornegin; sdzlii olarak Oykii anlatan, ya da
sunuculuk yapan ve politikaci olan kisilerle sair, oyun yazan, editdr gazeteci gibi dil
zekasini sergileyenler bu grupta yer alirlar. (Demirel, 1999, s. 43-45).

Anadili veya baska bir dili kullanma kapasitesi ve diisilincelerini baskalarinin
anlayabilecegi sekilde ifade etme yetenegidir. Sairler dil zekasi en iist diizeyde olan
insanlardir. Ancak biitiin yazarlar, hatipler, avukatlar ve dili kullanmanin 6nemli oldugu
alanlarda basarili listiin dil zekasina sahip insanlardir (Demirel, 1999, s. 43-45).

Matematiksel zeka/yetenek: Mantiksal diisiinme, sayilan etkili kullanma, problemlere
cOziimler iiretme ve kavramlar arasindaki iligkileri ayirt etme, siniflama ve genelleme
yapma, hesaplama, benzetmeler yapma gibi davraniglar gosterme yetenegidir. Neden-
sonug iliskisi kurabilme, bir seyin caligsma ilkelerini ortaya koyabilme ve numaralarla
oynama yetenegini ifade eder. Matematiksel zekasi giiclii olanlar, soyut sembollerle
calisma ve yeni baglantilar kurmada ustadirlar. Sorunlara analitik yaklasirlar. Mantiksal
diisiinme en 6nemli 6zelliklerindendir (Ozden, 1998, s.43).

Gorsel-uzamsal zeka /yetenek: Boslugu zihinde canlandirabilme yetenegidir.
Okyanusta rotasin1 tayin eden kaptan, uzayda yol bulan pilot, satrang oyuncusu ve
heykeltirasin gorsel zekas: iistiin kisiler oldugu kabul edilir. Ug boyutlu diisiinme bu
zeka tiiriiniin en énemli 6zelligidir (Ozden, 1998, 5.43).

Bedensel-hareketsel zeka/yetenek: Bedeni son derece duyarli ve etkili sekilde
kullanma yetenegidir. Bedeni bir biitiin ve parca olarak (el, kol, parmak) bir problemin
¢Oziimiinde bir iiriiniin, performansin ortaya konmasinda, yliksek bedensel zekaya sahip
insanlar tiyatro, bale, dans ve sporda basarilidirlar. Onlar zihin ve beden baglantisini
cok basarili bir sekilde kurabilen insanlardir (Ozden, 1998, s.44).

Isitsel-miizik zekasi/yetenegi: Bu zekdya sahip insanlar, ritimleri algilama ve tekrar
yaratmada ustadirlar. Bir sarkinin ritmini kolayca yakalayabilirler. Bu insanlar yeni
ogrendikleri bir dilin telaffuzunu yakalama ve kullanmada ¢ok yeteneklidirler (Ozden,
1998, s5.44).

Sosyal-Kisiler aras1 iliski zekasi/yetenegi: Diger insanlart anlama yetenegidir.
Karakter ve kisilikleri anlama ve degerlendirmede oldukc¢a yetenekli olan insanlarin bu
tir zekaya sahip kabul edilir. Bu insanlar diisinme ve akil yiriitmede ¢ok
yeteneklidirler. Bagkalarin1 anlama ve insan iliskilerinde akillica davranabilme sosyal
zekas! iistiin insanlarm en 6nemli 6zelliklerindendir (Ozden, 1998, s.44).

Ozedoniik/Kisi ici iliski zekasi/yetenegi: Insanin kendi duygu ve diisiincelerinin
farkinda olma yetenegidir. Kim oldugu ne yapabilece§i, neyi yapamayacagi ve
siirliliklarinin farkindadir. Kendilerini zayif ve giiclii yanlariyla iyi tanidiklari i¢in ne
zaman bagkalarinim ihtiyaglar1 oldugunu da bilirler (Ozden, 1998, s.44).



131

Coklu yetenek kavraminin kabuliiniin egitime en Onemli katkisi, insanlari
sadece sOzel ve sayisal yeteneklerine gore siniflamak ve siralamaktan vazgecilip,
herkesin sahip oldugu yeteneklerin kesfedilmesine calisilmaya baslanmasidir. Zekanin
tanimlanmasindaki bu farkliliklar, insan beyni lizerinde yapilan aragtirma bulgular ile
birlestirildiginde, her insanda bazi1 yeteneklerin gelistirilebilecegi diisiincesinin
yayginlasmasina da yol agmustir. Insan beyninin de viicudundaki diger kaslar gibi
"isledikce 1s1ldadigi" nin kabul edilmesi, uygun egitim ile bir ¢ok yetenegin
gelistirilebilecegine inanilmasina yol agmstir. Insan1 hayatta daha basarili olmaya iten
bu yetenek tiirleri, egitim gretimi yeniden diizenlemede etkili olmaktadir (Ozden,1998
s.45)

Mantik-Matematik

Say1, hesap, mantik,
siiflama ve elestirel

Dil diisiinme becerilerini
Konusmalari ya da sinifa nasil getirebilir Sosyal
yazilmig metinleri nasil mi? Ogrencileri nasil kubasik

caligtirabilir ve biiylik

kullanabilirim?
grup benzetimlerine nasil
\ yonlendirebilirim.
HEDEF

Oze Déniik / \ Uzamsal
Duygulari, antlari nast Gorsel sekilleri hayal
I}}H/andl.rablhrlm yada etmeyi, renk, resim ve
ogrencilere segme benzetmeleri nasil
sansini nasil verebilirim? kullanabilirim?
Miizikal Bedensel
Miizigi ya da doga Viicut ya da el
seslerini melodileri sinifa becerilerini ige nasil

nasil getireblirim? karistirabilirim?
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Yukaridaki semada belirtilen  ¢oklu zeka sorularini sorma, program
gelistirmede hedefi gergeklestirmek icin zeka tiirlerinin nasil kullanilabilecegi, ¢oklu
zeka teorisinin sinifa nasil getirilebilecegi konusunda egitimcilere 151k tutmaktadir.

Kuramin uygulamalar1 konusunda, Hoerr (2000: 16,17) bu kuramin okullarinda
12 yildir basariyla uygulandigin1 vurgulamakta ve bu siiregteki dnemli adimlar soyle
acgiklamaktadir:

1. Herkesin bilgilendirilmesi, egitilmesi: Okulda tiim calisanlarin uzlasma
icinde olmasi -6rnegin kuram ile ilgili kitaplarin okunup tartisilmasi ile baslanabilir-
calismalarin basarisin1 oldukca etkiler. Ayrica veliler de okulda neler yapildigini
bilmelidir. Bu amagla;

- Coklu Zeka Kuraminmi tanitmak i¢in okul koridorlarinin ve duvarlarin
kullanilmasi,

- Velilere her hafta mektup yazilarak Coklu Zeka Kuraminin tanitilmast,

- Ogrencilerin okulda gerekli bilgi ve becerileri kazandigmin bir gostergesi
olarak standart testlerin uygulanmasi etkili olabilir.

2. Deger verilen davramislarin o6l¢iilmesi: Tiim zekalarin esit derecede dnem
tasidiginin kabuledilmesi i¢in 6lgme degerlendirme siire¢lerinin Coklu Zeka Kuramini
yansitmasi gerekir. Bu amagla;

- Tiim zekalara esit deger veren raporlarin hazirlanmasi,

- Ogrencilerin sunu ve projelerini izlemek iizere velilerin okula davet edilmesi,
- Miizikal, bedensel, gorsel, sosyal, 6ze doniik ve dogaci zekalarindaki
gelisimin bir gostergesi olarak gelisim dosyalarindan yararlanilmas: etkili
olabilir.

3. Bilingli bir sekilde isbirliginin gelistirilmesi: Bir okulun degeri
ogretmenleriyle olgiiliir. Coklu Zekd Kurami ancak 6gretmen ve yoneticiler birlikte
ogrenip, gelistikce etkili olabilir. Bu amacla;

- Okulda goniillii bir okuma grubu olusturulabilir.

- Okul ¢alisanlarinin, isbirliginin 6nemini ve degerini anlamasi saglanmalidir.
"Bu konuda nasil ¢alisabiliriz?" sorusu sorulmalidir.

- Ogretim stratejilerinin ve mesleki basarilarin paylasildigi okul toplantilar:
diizenlenmelidir.

Brualdi'ye gore (1994:3), Coklu Zeka kuraminin simif 6gretiminde uygulanmasina
iligkin calismalarda oncelikle, 6gretmenlerin bilgilenmesi gerekmektedir. Buna gore
siif uygulamalarinda dikkat edilmesi gereken temel noktalar sdyle 6zetlenebilir:

» Ogretmenler biitiin zekalara esit derecede onem
vermelidir. Bu goriis geleneksel egitim sistemiyle gelisir gibi goriinmektedir, zira
geleneksel sistemde genellikle dil ve matematiksel zeka iizerinde yogunlasilmaktadir.
Coklu Zeka kurami ise 6grencilerde bulunan tiim gii¢ ve becerilerin taninmasi ve
Ogretilmesi gorlislinii temele almaktadir.

» Ogretmenler materyal sunumunda tiim  zekilar1  gelistirici
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ya da tim zekidlarn kullanmaya yonelik faaliyetler hazirlamahdir.
Boyle bir sunum sadece 6grenmeyi saglamakla kalmaz, 6gretmeni de ayni konuyu
degisik ve yaratici faaliyetler diizenleyerek Ogretmeye giidiileyebilir. Farkli zekalar
kullanilarak 6grenilen bir konu daha iyi anlasilabilir.

* Herkes yedi zeka ile dogar ancak ne yazik ki 6grenciler simfa farkh
zekalan gelismis halde gelirler. Baska bir deyisle, her cocuk kendi zihinsel gii¢ ve
zayifliklartyla 6grenme ortamina katilir. Bu setler (gelismis zeka alanlari) bilgiyi
O0grenmenin ne kadar zor ya da kolay olacagini belirler. Bu durum genellikle 6grenme
stili olarak isimlendirilmektedir. Bir sinifta pek ¢ok 6grenme stili varolabilir ancak bir
Ogretmen icin bunlarin hepsinin her derste belirlenerek kullanilmasi ¢ok zordur. Ne
yazik ki, dgretmenlerimiz dgrencinin daha ¢ok gelismis zekasini kullanarak konuyu
O0grenmesini saglayamamaktadir.

Asagida verilen tablolarda 6gretim siirecinde kullanilabilecek zeka tekniklerinden
ornekler verilmistir. Ogretmenler kendi yaraticiliklarin1 da kullanarak bunlar1 6gretim
siirecinde  Ogrencilerin  6grenmelerini  kolaylastiracak  bigimde kullanabilirler.
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DIL

ZEKASI
Verilen bilgileri betimleme
Arastirma projeleri hazirlama
Ve rapor yazma
Siir, masal, efsane, hikaye,
kisa oyun veya makale yazma
Giinliik yazma
Sozliik kullanma
Kavramlar dizini kullanma
Kelime bankasi olugturma
Bulmaca hazirlama

Kelime ailesini (kokenini)
bulma

Yiiksek sesle okuma

Smnif sekreteri olma
Roportaj yapma

Tartigma yaratma

Mektup yazma

Slogan yaratma

Biilten, kitapeik ya da sozliik
yazma

Talk-show radyo (veya TV)
programi yapma

Konuyla ilgili sunu yapma
Konu ile bir hikayeyi, romant,
siiri iligkilendirme

MANTIK -
MATEMATIK ZEKASI

Fikir tretmek icin beyin
firtmast  yaparak, {iretilen
fikirleri siralama

Matrisler ya da ¢izelgeler
hazirlama

Siniflama yapma

Zaman g¢izelgesi hazirlama
Secenek ve adimlarin
gosterildigi tablo gelistirme
Problemi, harita ya da akig
semast haline getirme
Etkinlik plan1 hazirlama
Orgiitlenme semas! hazirlama
Problemin adimlarin1 ~ sekil
¢gizerek

gosterme

Yapr kurma ve agikca ifade
edilmis hedefler belirleme
Anahtar kelimeleri belirleme
o6nemli ve Onemsiz bilgileri
ayirt etme

5 N 1 K sorularini sorma (ne,
nerede, ne zaman, nasil,
neden, kim)

Ogrenilenleri matematiksel bir
formiile doniistiirme

Konuyla ilgili bir strateji
oyunu kurma

Karsilagtirma yapma

Konuyu agiklamak i¢in analoji
olusturma

Sifre tasarlama

BEDENSEL ZEKA

Gostererek yaptirma
Heykel yapma
Koreografi hazirlama
Sanat projesi hazirlama
Kesip yapistirma
Dansetme

Pandomim ya da taklit
yapma

Drama yapma

Gezi yapma

Beden dilini kullanma
Harfleri viicut ile
gosterme

Tiras kopiigi ile yazt
yazma

Okunan bir seyi
canlandirma

Konuyu agiklayici
hareket zinciri yaratma
Tahta ve yer oyunlari
yaratma

Gorev veya bulmaca
kartlar1 yapma

Campbell, Campbell ve Dickinson (1996:233) ve Arnold (1999:1-74) 'dan ¢evrilerek diizenlenmistir

MUZIKAL
ZEKA

Dinlenen miizigin yarattig1
duygulan ifade etme
Tekerlemeler sdyleme
Ritim yaratma

Konuyla iligkili ya da
konuya benzer temada
sark1 bulma

Konuyla ilgili miizik
dinleme

Mirildanma

Okurken ya da yazarken
tempo tutma

Yazarken ya da ¢izerken
sarki, doga sesleri dinleme
Kitap kaseti dinleme
Kelimeleri, kavramlari ya
da formiilleri ritimlere
yerlestirme

Notalar sesli okuma

Dil kurallari ve miizik
kurallarim iligkilendirme
Sarki sdyleme

Kafiye bulma

Sesli okuduklarini teybe
kaydedip dinleme

Sesli kitap okurken hece
veya kelimeleri
belirleyecek sekilde bir
yere vurma

Konudaki duygu ya da
diistincelerle ilgili beste
yapma veya sarki sozii

yazma

Fonda miizik dinleme
Konuyu miizik egliginde
sunma

Miizik aleti yapma veya
kullanma

vel
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Karikatiir ¢cizme

Hikaye ya da notlari
renklerle kodlama
Fikirleri tablo haline
getirme

Yap-boz hazirlama
Hikaye panosu tasarlama
Konusulan ya da okunan
seyin resmini yapma
Yazmay!1 seven bir
arkadasla resim kitabi
hazirlama

Hikayenin resmini ¢izme
Konuyla iligkili veya
konuyu agiklayan resimler
bulma

Farkh renklerle yazilarm altin
gizme

Zihin haritasi veya kavram
haritast yapma
Hikayedeki olaylart
siralayan zaman ¢izelgesi
ya da grafikleri ¢izme
Harita, tablo ve sekil
inceleme

Kamerayla kayit yapma
Video izleme

Kelimenin kokiinii ya da
ailesini bulma
Resimlerden yararlanarak
tahminde bulunma
Benzer kelimeleri kartlara
yazarak (want-went)
benzerlik ve farkliliklarim
hatirlama

Cevrede, kelime veya
sayilara benzeyen sekiller
bulma

Slayt (saydam) hazirlama
Fotograf albiimii yapma
Duvar resimleri tasarlama
Poster hazirlama

Reklam veya ilan
hazirlama

DOGA ZEKASI

Yakin gevre ile
Ogrenilenler arasinda iligki
kurma

Tas, yaprak vb. biriktirme
Ogrenilen yeni bilgilerle
dogal nesneler arasinda
iliski kurma

Ogrenilen bilgilerle
agaclar, nehirler veya
okyanuslar arasinda iligki
kurma

Dogada zaman gecirme
Dogal zenginliklere
geziler diizenleme
Deneyler hazirlama
Harfleri hayvan ya da
bitkilere benzetme (z =
zebra)

Harflerin okunusunu
hayvan seslerine benzetme
Hava durumunu takip
etme

Belgesel izleme

Konuyu 6grenen kisinin
bir kus, bir balik ya da bir
volkan oldugunu hayal
ederek empati kurma
Doga sesleri dinleme
Bitki yetistirme

Konuyla ilgili doga
fotograflar1 bulma

SOSYAL ZEKA

Ogrendigini drama ile
gdsterme

Baskalartyla beyin firtmasi
yapma

Tartisma

Gorlisme yapma
Baskalarinin
yasantilarindan ders alma
Dinleme

Yardim derneklerine iiye
olma

Grup ¢aligmalarina
katilma

Rol yapma

Birine bir seyler 6gretme
Kayzt araci kullanma
Mektup yazma

Insanlar1 betimleme

Kitap kuliibiine iiye olma
Karakterlerin
davraniglarini tahmin etme
Okuduklarin anlatma
Aldig1 notlart
arkadagiminkiyle
karsilastirma

Sinif mitingi diizenleme
Toplant1 diizenleme
Yanindaki kisiyle birbirine
konuyu 6zetleme, tartisma
Grupla birlikte 6dev
yapma

Tahta oyunlari oynama
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OZEDONUK ZEKA

Senaryo yazma

Tek basina beyin firtiast
yapma

Giinliik tutma

Fonda klasik miizik ya da
doga sesleri dinleme
Arastirma

Teori liretme

Sinif etkinliklerini ve
Ogrenilen bilgileri
Ozetleyerek ne anlama
geldigini agiklama

Soru iiretme

Kisisel sozliik gelistirme
ogretme yollart gelistirme
Okumanin amacini
belirleme

"Neden" sorusunu sorma
Kisisel steno gelistirme
Giin veya doénem iginde
kendini degerlendirme
Kendini diizeltmek i¢in
imla kilavuzu ve sozliik
kullanma

Kisisel bir "neden-sonug"
ya da "etki-tepki" semasi
hazirlama

Bilinenler ile
bilinmeyenleri ay1rt etme
Konuyu basartyla
tamamlamak i¢in gerekli
nitelikleri belirleme ve
bunlarmn ne derecede
mevcut oldugunu
aciklama

Konuyla ilgili hisleri /
diisiinceleri yazma 6dev
veya proje konusu segme
Herhangi bir konuda hedef
ortaya koyma ve bu hedefi
takip etme

Konuyla ilgili bir makale
yazma

Sel
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APPENDIX B

AN MI INVENTORY FOR ADULTS
Check those statements that apply in each intelligence category. Put a tick next to the
item that appeals to you.
VERBAL-LINGUISTIC INTELLIGENCE
___ 1. Books are very important to me.
_ 2.1 show an aptitude for word games like Scrabble, Anagrams, or Password.
__ 3. English, social studies, and history were easier for me in school than math and
science.
4. When I drive down a freeway, I pay more attention to the words written on
billboards than to the scenery.
___ 5. My conversation includes frequent references to things that I've read or heard
6. I write well and enjoy putting thoughts on paper (or in the computer).
___7.1enjoy telling stories or jokes.
8.1 can remember names, places, dates or trivia.
__9.Thave a good vocabulary.

___10. My library of books is among my most precious possessions

LOGICAL-MATHEMATICAL INTELLIGENCE

1. I can easily compute numbers in my head.

2. Math and/or science were among my favorite subjects in school.

3. I'm interested in new developments in science.

4. 1 believe that almost everything has a rational explanation.

5. T ask questions about how things work.

6. I enjoy chess, checkers, or other strategy games.

7. 1 clearly see cause-effect relationships.

__ 8. 1 am fascinated by scientific and philosophical questions like "When did time
begin?"

__ 9. People sometimes tell me that I have a very computer-like mind.

__10. I organize things in my kitchen, bathroom, and at my desk according to categories

and in patterns
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BODILY-KINESTHETIC INTELLIGENCE

__ 1.1 find it difficult to sit still for long periods of time.

2.1 often like to spend my free time outdoors.

_ 3.1 frequently use hand gestures or other forms of body language when conversing
with someone.

__ 4.1 am good at mimicking others' gestures.

5. 1like taking things apart and putting them back together.

__ 6. I enjoy being on the go; running, jumping, moving, wrestling.

7. 1like working with my hands, e.g., sewing, repairing, making things.
8. T use many gestures when expressing myself,

__ 9. 1regularly engage in at least one sport or physical activity.

__10. My best ideas often come to me when I'm out for a long walk or jog.

VISUAL-SPATIAL INTELLIGENCE

___1. T often see clear visual images when I close my eyes.
2.1 can generally find my way around unfamiliar territory.
_ 3. Geometry was easier for me than algebra in school.

__ 4.1 like maps: charts and diagrams better than words.
__5.1am good at drawing things.

___ 6. 1like movies, pictures and other visual presentations. .
__7.1enjoy creating designs on paper or by computer.

8. I can remember in detail the layout and landmarks of places I’ve visited on
vacations.

__ 9.1 am usually sensitive to color.

__10. I sometimes have vivid dreams at night.

MUSICAL INTELLIGENCE

_ 1.My life would be poorer if there were no music in it.

__ 2. If I hear a musical selection once or twice, 1 am usually able to sing it back fairly
accurately.

3. Ican distinguish among different sounds/tones.

__ 4.1 remember melodies easily
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5.1 can play a musical instrument.

___ 6.1 am sensitive to noises, e.g., rain, traffic.

7. People say that I have a pleasant singing voice.

___ 8. My collection of records, cassettes and compact discs is among my most treasured
possessions.

__ 9. I know the tunes to many different songs or musical pieces.

___10. T often make tapping sounds or sing melodies while working, studying, or

learning something new.

INTERPERSONAL INTELLIGENCE

___ 1. I'm the sort of person that people come to for advice and counsel at work or in my
neighborhood.

2.1 prefer group sports like badminton, volleyball, or softball to solo sports such as
swimming and jogging.

___ 3. When I have a problem, I'm more likely to seek out for help than attempt to work it
out on my own.

4. Tlike to get involved in social activities connected with my work or community.

__ 5. I would rather spend my evenings at a lively social gathering than stay at home
alone.

6.1 like teaching things to others.

___7.1have many good friends and close acquaintances.

__ 8. Tam good at seeing another person's point of view.

___ 9. Ienjoy exchanging ideas with others.

_10. I feel comfortable in the middle of a crowd.

INTRAPERSONAL INTELLIGENCE

1. T have a special hobby or interest that I keep pretty much to myself.
_ 2.1 have a realistic view of my strengths and weaknesses.

3. 1consider myself to be strong willed or independent minded.
4.1 am comfortable with myself and enjoy my own company.

5. 1stand up for what I believe, regardless of what others think.

6. I am continually learning from my successes and failures.
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__ 7.1 almost never feel bored or "down."
8.1 think about what i want from life and what I want to accomplish.
9. 1keep a personal diary or journal to record the events of my inner life.

__10. I would rather spend my evenings at home than at a lively party.

NATURALISTIC INTELLIGENCE

___1.Tlike plants and animals better than people.

_ 2.1 am good at recognizing and classifying plants and animals.

__ 3. 1Irecognize, appreciate, and understand the natural world around me.

__ 4.1 am fascinated by animals and their behaviors.

___ 5.1 am keenly aware of my surroundings and the changes in my environment.

__ 6. I like to collect things from nature; rocks, fossils, butterflies, feathers, shells, and
the like.

__7.11like camping, fishing or other activities relating to the natural environment.

___ 8. 1enjoy subjects, shows and stories that deal with animals or natural phenomena.
9.1 show great interest in subjects like biology, zoology, botany, geology, and
astronomy.

__10. T am interested and care a lot about plants and animals.

Source: From 7 Kinds of Smart by Thomas Armstrong Copyright © 1999
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APPENDIX C

LESSON PLAN I
UNIT 9 - A New Generation of Thinking
Chapter 1 - Emotional Intelligence
Date of presentation: Week 11
Estimated time of lesson: 4 hours / 180 minutes
Level: Intermediate
The textbook followed: Active: Skills for Reading Book 4 by Neil J. Anderson (2003);
Heinle, Thomson Corporation.
Behavioral objectives: At the end of the lesson, the students will be able to
1. use their background knowledge with the help of illustrations, headings, and related
photos.
2. locate information and clarify meaning by skimming the text and reading closely.
3. analyse and evaluate information in a text by discussing the author’s point of view
and purpose.
4. understand information not explicitly stated by making inferences based on the
information given in the text.
5. recall ideas and details after reading a text to relate it to real life situations and share
their own point of views with the others.
6. extend and expand comprehension by relating the text to the other texts, personal
experiences and events.
Materials: the text-book, tape-recorder, tape (Madonna’s song ‘Frozen’), handouts for
the lyrics of the song and outline for the experiment in the text, photos of some well-
known talented people, slips of some negative feelings for the role-play.
PROCEDURE
Pre-reading:
1. Start with the following getting ready questions. Discuss them as a whole class.
(verbal-linguistic / intrapersonal intelligence)
a) What do you understand by the word “intelligence”?
Intelligence refers to the ability to learn, understand and use information.
b) Do you think there are certain qualities or characteristics that all intelligent people

show? If so, what are they?
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Answers may vary.

¢) Do you think intelligence can be measured?

Some people say “yes” while others say “no”. However, there are some IQ tests
available which are supposed to measure intelligence.

d) Do you know what an IQ test is? Have you ever taken it? What does it measure? How
does it do this?

An IQ test measures an individual’s intelligence quotient (IQ) or the level of
intelligence through a series of standardized tasks. There is a world-wide known 1Q test
called Stanford-Binet I1Q Test. However, there are some criticism against those 1Q tests
saying that they only measure the ability to use only words and numbers, not the other
intelligences.
2. Show the photos of some _famous people to the students (see the end of this unit).
Make students try to recognize these talented people. If they fail to do so, provide them
with their names. Then, elicit and board the certain areas of skills/ study each of them
was/ is successful. (visual-spatial / verbal-linguistic/ logical intelligence)
e William Shakespeare: famous British writer and poet
e Albert Einstein: famous German scientist
e Charlie Chaplin: famous American actor
e Michael Jordan: famous American basketball player
e Wolfrang Amadeus Mozart: famous Austrian composer
e Pablo Picasso: famous Italian painter and sculptor
e Oprah Winfrey: famous American talk show woman known as “queen of talk”.
e Abraham Lincoln: the sixteenth president of U.S.A. known as one of the greatest
orators.
e Mahatma Gandhi: an Indian philosopher who worked for communal harmony in
India.
e Sigmund Freud: the father of psychoanalysis

a) Ask students the reason why some people can excel in some areas where others

fail, or vice versa
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Because people are gifted in different areas, everybody has different abilities and
talents. For example, although Einstein was a failure in his school life, he became one of
the greatest scientists. Everybody has some strong and weak intelligences.

3. To introduce a different intelligence type in which some can excel while others
are not, ask students what emotional intelligence is. (verbal-linguistic / intrapersonal
intelligence)

Emotional intelligence (EQ) is about experiencing, understanding and managing
emotions (love, grief, excitement, passion, anger, hatred, shame). The ability to perceive,
understand and manage not only our emotions but also others’. Remind students that
some experts think that EQ can matter more than IQ in determining an individual’s
success in life.

4. Tell students that they will listen to a song by Madonna (see the song at the end of
this plan). In this song, high EQ is included in the form of empathy, communication,
intuition, optimism and love.(musical /verbal-linguistic/ logical-mathematical
intelligence)

a) In the first listening, let students fill in the blanks with the relevant vocabulary
(frozen, open, consumed, hate, regret, blame, suffer, hurt, open).

b) Ask students: What happens in the song? What is the woman trying to do?

The woman is trying to make her lover believe that he should open up his heart,
let all the negative feelings (hate and regret) out and count on her because she is there and
she can understand him well. He cannot hide feelings from someone who cares and loves
him. She tells him that she can see what is deep inside him and offers healing him
together.

c) Ask students whether this song may imply that women are more empathic and
emotionally developed than men.

5. Remind students that they will read about EQ and pre-teach the vocabulary given
on page 114 as follows: (verbal-linguistic intelligence)

The following words can all be found in the reading:

Restraint Empathy Astute Regress Malaise Rattled

Is each word positive or negative? How do you think they relate to the topic of emotions?
Use your knowledge of prefixes and suffixes, as well as your dictionary, to help you
determine the meaning of each of these words.
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While reading:
1. For the first reading, let students skim the text to do the following Activity A on

page 114 by circling the correct word in given statements.

1. Emotional Intelligence is a popular (TV show / book).

2. The writer of Emotional Intelligence, Daniel Goleman, states that emotional stability is (more /
less) important than IQ in achieving success in life.

3. Goleman's findings are based on experiments conducted on (children / teenagers), who were tested
again as (teenagers / adults).

4. The experiment highlights differences in (academic / social) competence between individuals.

5. Those individuals who did (better / worse) on the test as children were more organized, confident,
and dependable later in life.

6. If more (positive / negative) emotions are stored in our brains as we grow up, we end up
possessing a higher level of emotional intelligence.

7. More recent scientific studies have shown (an increase / a decline) in the overall emotional
aptitude of children.

8. Goleman feels that his book may make people (more / less) aware of the role our emotions play in
everyday life.

Emotional Intelligence

The following reading is adapted from The Author Talks About Emotions—Success Depends on Self-
Control, He Says by Patricia Holt. Reprinted with permission from the San Francisco Chronicle © 1995.

Daniel Goleman is discussing his famous 'impulse' control’ test at a San Francisco
lecture and has the entire audience's attention. Goleman, a psychologist and science
writer, is the author of the best-seller Emotional Intelligence, a fascinating book about
recent discoveries in brain research that prove emotional stability is more important than
IQ in determining an individual's success in life. One of the highlights of the book, that
Goleman explains to his audience of foundation leaders, educators, and grants donors, is
a test administered thirty years ago that Goleman calls 'The Marshmallow Challenge.'

In this experiment, four-year-old children were individually called into a room at
Stanford University during the 1960s. There, a kind man gave a marshmallow to each of
them and said they could eat the marshmallow right away, or wait for him to come back
from an errand,” at which point they would get two marshmallows.

Goleman gets everyone laughing as he describes watching a film of the preschoolers
while they waited for the nice man to come back. Some of them covered their eyes or
rested their heads on their arms so they wouldn't have to look at the marshmallow, or
played games or sang to keep their thoughts off the single marshmallow and waited for
the promised double prize. Others—about a third of the group—simply watched the man
leave and ate the marshmallow within seconds.

What is surprising about this test, claims Goleman, is its diagnostic power: A dozen years
later the same children were tracked down as adolescents and tested again. "The
emotional and social difference between the grab-the-marshmallow preschoolers and
their gratification’-delaying peers was dramatic," Goleman says.

The ones who had resisted eating the marshmallow were clearly more socially competent
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than the others. "They were less likely to go to pieces, freeze or regress under stress, or
become rattled and disorganized when pressured; they embraced challenges and pursued
them instead of giving up, even in the face of difficulties; they were self-reliant’ and
confident, trustworthy and dependable."

The third or so who grabbed the marshmallow were "more likely to be seen as shying
away from social contacts, to be stubborn and indecisive, to be easily upset by
frustrations, to think of themselves as unworthy, to become immobilized’ by stress, to be
mistrustful or prone to jealousy, or to overreact to certain situations with a sharp temper."

And all because of a single marshmallow? In fact, Goleman explains, it's all because of a
lone neuron® in the brain, only recently discovered, that bypasses’ the neocortex—the
area of the brain where rational decisions are made—and goes straight to the amygdala,
or emotional center of the brain. It is here that quicker, more primitive 'fight or flight"
responses occur, and are stored for future use. The more that emotional memories
involving temper, frustration, anxiety, depression, impulse, and fear pile up in early
adolescence, the more the amygdala can "hijack’ the rest of the brain," Goleman says,
"by flooding it with strong and inappropriate emotions, causing us to wonder later, "Why
did I overreact?'

But if the emotions stored in the brain are those of restraint, self-awareness, self-
regulation,'® self-motivation, empathy, hope, and optimism, then we become endowed
with an 'emotional intelligence' that serves rather than enslaves us for the rest of our lives.

The bad news, says Goleman, is that a widely praised but disturbing study from out of the
University of Vermont has shown a "decline in emotional aptitude among children across
the board." Rich or poor, East Coast or West Coast, inner city or suburb, children today
are more vulnerable than ever to anger, depression, anxiety what he calls a massive
'emotional malaise.' The good news, however, involves another recent discovery—that
the amygdala takes a long time to mature, around fifteen or sixteen years, which means to
Goleman that "emotional intelligence can be taught, not only in the home but perhaps,
more importantly, in school."

Goleman's own story is as intriguing as his book. The author or co-author of nearly a
dozen other books involving brain research and behavior, he experienced steady but
modest sales until Emotional intelligence hit the stores. Later came the cover of Time
magazine and appearances on television, such as the Oprah Winfrey show."’

"But I think the book also points out the real strength in what has been a feminine
preserve in this culture,”" claims Goleman. "Girls are raised to be emotionally astute and
perceptive, but sons learn little about emotions except how to control anger. Women are
absolutely more empathic than men on average, but they've felt powerless to bring up the
idea of emotions as a serious topic."

The irony, Goleman feels, is that if he had written a book about women and emotions,
school reform, emotion-based leadership in business, or child psychology, "the book
wouldn't have gotten much attention. As it happens this is a book about all those things,
but women and children and school reform are marginallzed'? in this society. So I come
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along with a lot of scientific data that says, 'Hey, this stuff is consequential'; and maybe
some doors are opening in our society."

. impulse a sudden urge to do something

. errand a short trip taken to do a specific task, e.g. mailing letters

. gratification sense of pleasure and satisfaction

. self-reliant able to rely on one's own ability to do things

. immobilized unable to progress; impeded

. neuron a nerve cell

. bypasses avoids something by taking an alternative route

. fight or flight psychological and physiological reaction to stress causing one to react negatively
. hijack take or seize control

10. self-regulation self-control

11. Oprah Winfrey show U.S. TV talk show hosted by female celebrity Oprah Winfrey

12. marginalized pushed to the outside of something as a result of being considered unimportant
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2. For the second reading, ask students to do the following comprehension questions

on page 117. In comprehension guestions number 2, make students work in pairs to fill
in the blanks in the provided outline to understand the experimentation well. (verbal-

linguistic/ logical-mathematical / interpersonal intelligence)

1. As well as being the author of Emotional Intelligence, what else does Daniel Goleman do for a living?

2. What is the 'marshmallow challenge'? Describe how the test worked. For this question, complete the
blanks in the provided outline below.

3. List two differences that Goleman found between the children who ate the marshmallow and those who
resisted it.

4. Where is the neocortex? What happens there?

5. What is the emotional center of the brain called?

6. Can emotional intelligence be taught? Why is this possible?

7. Is Emotional intelligence Goleman's only published book?

8. What are the main differences that the book points out in terms of emotional intelligence between men
and women?

Complete the blanks in the outline below to understand the experiment told in
the text well.

Experiment: The Marshmallow Challenge

Marshmallow: a very soft light white or pink sweet, made of sugar and egg white.

Subjects: Four-year-old children

Procedure:

1. Allow children come into the room

2. Give to each.
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are found to be are found to be
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Tell them
They can it Or, they can for him to
immediately. come back.
If they do, no If they do so, they will have

Results: 1. Some ate immediately. 2. The others

The ones who ate it right away, The ones who did not eat but waited

3. Ask students to do the vocabulary comprehension individually on page 117.

(verbal- linguistic/ logical-mathematical intelligence)

The words in italics are vocabulary items from the reading. Read each question or statement and choose the
correct answer. Compare your answers with a partner.

1.
a.

If you are worried about someone's stability, you are afraid that

they may become upset easily  b. they may suddenly fail over
. If you manage to track down a book you have been looking for, you
. order it from a bookstore b. find it in a bookstore
. Someone who is described as prone to fits of anger is someone who
. has many temper tantrums b. has a calm, stable personality
. Someone who shows restraint at an all-you-can-eat lunch would
. eat until they are comfortably full b. eat as much as possible
. Having empathy means .
. you get frequent headaches b. you can understand others' feelings
. If someone is endowed with something, it means he/she has

. a natural talent or ability b. a tendency to please other people
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7. If your employer announces wage cuts that will "affect staff across the board," then will have
their salary cut.
a. everyone in the company b. only senior members of staff

8. A malaise is something that makes people
a. behave positively b. behave negatively

9. Someone who has a modest income probably earns .
a. thousands of dollars a week b. hundreds of dollars a week

10. Being astute is an important quality for .
a. dog walkers b. politicians

Post-reading:
1. Form groups of four students. Let each group choose one slip of negative feeling.
2. Tell students that each group will create a situation in which group members will act
out for the rest of the class. The dialogues or scenarios they create will include this given
negative feeling. Remind students that each member will take a role in the
scenario/situation created.
3. The class will try to find out this negative feeling. Then, as a whole class they will try
to find some ways to deal with it. (interpersonal / bodily-kinesthetical / verbal-linguistic
/ logical-mathematical intelligence)

Example: You yourself may act this out.

Thinking aloud: I am a student and this is my second year in this prep school.
There are only two months left for the final exams. But I cannot concentrate on anything
nowadays. Therefore, I cannot study for exams. I feel that I will never be able to pass this
difficult test. I even gave up eating well and sleeping regularly. I do not want to do
anything. I know I should do something, but do not know what to do. What happens if I
am dismissed from the school? Will I be accepted to Selcuk University? How can I

explain this to my parents? (feeling: anxiety/ one way to deal with it: sharing with others)

HATRED ANXIETY REGRET ANGER
FEAR DISAPPOINTMENT PESSIMISM
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MADONNA - FROZEN
You only see what your eyes want to see
How can life be what you want it to be
You're frozen when your heart's not open
You're so consumed with how much you get
You waste your time with hate and regret

You're broken when your heart's not open

Chorus
Mmm... If I could melt your heart
Mmm.. We'd never be apart
Mmm... Give yourself to me

Mmm... You hold the key

Now there's no point in placing the blame
And you should know I'd suffer the same
If I lose you, my heart would be broken
Love is a bird; she needs to fly
Let all the hurt inside of you die
You're frozen when your heart's not open
Chorus
You only see what your eyes want to see
How can life be what you want it to be
You're frozen when your heart's not open
Chorus (2x)

If I could melt your heart

Written by Madonna and Patrick Leonard
Produced by Madonna, William Orbit and Patrick Leonard
Keyboards and Additional Programming by Marius DeVries
String Arrangement by Craig Armstrong
Additional Arrangement by Patrick Leonard
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LESSON PLAN 2
UNIT 9 - A New Generation of Thinking

Chapter 2 — Left Brains, Right Brains, and Board Games

Chapter 1 - Emotional Intelligence

Date of presentation: Week 11

Estimated time of lesson: 4 hours / 180 minutes

Level: Intermediate

The textbook followed: Active: Skills for Reading Book 4 by Neil J. Anderson (2003);
Heinle, Thomson Corporation.

Behavioral objectives: At the end of the lesson, the students will be able to

1. Use their background knowledge with the help of illustrations, headings, and related
photos or pictures.

2. identify the topic and main idea in the text.

3. locate information and clarify meaning by skimming the text and reading closely.

4. analyse and evaluate information in a text by discussing the author’s point of view
and purpose.

5. understand information not explicitly stated by making inferences based on the
information given in the text.

6. recall ideas and details after reading a text to relate it to real life situations and share
their own point of views with the others.

7. extend and expand comprehension by relating the text to the other texts, personal
experiences and events.

8. become aware of their own weaknesses and strengths to realise and respect individual
differences.

Materials: the text-book, tape-recorder, tape (slow music), handouts for the poem and
extra comprehension questions, MI inventories for the students , board, a scarf to fold the
students’ eyes for the game.

PROCEDURE

Pre-reading:

1. Distribute the poem “We’re Differently Abled” (see it at the end of this plan) and ask
what the poem is about (the gist). (verbal-linguistic / intrapersonal / logical-

mathematical intelligence)
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2. Introduce MI Theory developed by Gardner. Board the seven intelligence types he
developed and talk what they include. Tell students that the theory has the pluralistic
view of intelligence.

verbal-linguistic; the ability to use language effectively both orally and in writing.
logical-mathematical: the ability to use numbers effectively and reason-well.
visual-spatial: the ability to recognize form, space, colour, line, and shape and to
graphically represent visual and spatial ideas.
bodily-kinaesthetic: the ability to use the body to express ideas and feelings and to solve
problems.
musical: the ability to recognize rhythm, pitch, and melody.
interpersonal: the ability to understand another person's feelings, motivations, intentions
and to respond effectively
intrapersonal: the ability to know about and understand oneself and recognize one's
similarities to and differences from others.

3. Administer students the MI intelligence inventory to find out their own weak strong
intelligences (see it at the end of this plan). Discuss their results together as a whole
class. (verbal-linguistic / interpersonal intelligence)

4. Tell students that we will read about a board game called Cranium, which was
developed under the light of this theory.(board game: an indoor game played on a
specially designed board made of thick card or wood.) But before starting to read, discuss
the following pre-reading questions on page 120 as a whole class.

a) Do you enjoy playing games that test different mental skills? If so, what type of
games do you like to play?

b) Board some example brain games and discuss the aim of each and what makes
them challenging.

EX. Pictionary: A board game whereby one person draws pictures to enable their
teammates to guess a word or phrase.

Scrabble: A board game played by forming words from sets of randomly chosen letters.
Taboo: A word game including the description of another word or phrase without using
some certain words.

Chess: A board game for two players, who move their playing pieces according to

particular rules to try to trap their opponent’s king.
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Checkers/ Chinese checkers: A board game for two players, using 12 flat round pieces

each and a board with 64 squares, in which the purpose is to take the other player’s

pieces by jumping over them with your pieces.

c) What is the most fun brain game they have played? What made it fun?

d) Is it important to consider different talents/ intelligences in a brain game?

e) Is there any brain game you know which appeals to all areas of interests/ talents?
5. Pre-teach the following words and phrases that can be found in the text.

The following words and phrases can all be found in the reading:

Conceived Dynamics Gifted Novelty
How do you think they relate to the topic of board games? Use your knowledge of
prefixes, suffixes, and word roots, as well as your dictionary, to help you determine the

meaning of each of these words.

While reading:

1. Let students read the text to do the following Reading Comprehension True-False
activity on page 123. At the same time, play mood music to accompany their readings at
the background. (logical-mathematical / verbal-linguistic / musical intelligence)

Decide if the following statements about the reading are true (T), false (F), or not mentioned (NM). If you
check (V) false, correct the statement to make it true.

T F NM

1. Cranium is a very popular board game.

2. The game was developed by two former software company employees.

3. The game is based on the theory that there are eight core areas in which
people show intelligence

4. The questions for the games were based on occupations for each area of
intelligence.

5. The game consists of four groups of questions that, collectively, contain
fourteen activity types.

6. One activity type involves players using a purple, scented clay to shape
objects.

7. The game allows one team to dominate the game and, in doing so, win.

8. No future Cranium products will be developed.
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Left Brains, Right Brains, and Board Games
The following reading is adapted from Left Brains, Right Brains, and Board Games: Cranium Turns the
Board Game Industry on Its Head by Jennifer LeClaire © 1999. Reprinted with permission of the author.

It's not an easy task to do: You need to whistle' the song Stayin' Alive with enough skill
for your teammate to identify the 1970s disco hit. On your next turn, your partner draws a
clue with his eyes closed, and you have to guess what it is. You might also find yourself
spelling words backward in order to win a round. These odd challenges are part of the
'whole brain' board game that tries to satisfy the world's intellectual hunger, appropriately
called Cranium®.

In November 1997, personal experience led Richard Tait to consider this new type of
board game that, unlike popular uni-skill games, incorporates a variety of talents. On
vacation with his wife and another couple, they found themselves stuck indoors one rainy
afternoon and decided to pass the time with a board game. They first played Pictionary®?
and Tait and his wife badly beat the other team. His competitors then sought revenge and
quickly challenged Tait and his wife to a game of Scrabble®.’ Tait admits his friends
were the overwhelming victors in the popular word game.

"I felt terrible and wondered why there wasn't a game where everyone that plays can have
a chance to shine—still a competitive, fun board game, but one where everyone can show
what they are good at," explains Tait.

When Tait and his good friend Whit Alexander left their jobs at Microsoft®, they vowed
to jump at any future opportunities to work together. So Tait approached Alexander to
help him examine the possibilities of producing a new board game. In only nine short
months, the two former Microsoft® employees conceived a unique game that is designed
to include something for everyone, and took it to a market that's been craving something
different.

Once they decided to take the proverbial® plunge, they began conducting research to
further develop the concept of their 'whole brain' game. The two gathered as much
knowledge as they could about the history of social games, comparing their findings
against the criteria for Cranium.

Their conclusion was to develop a left brain/right brain game, but neither knew much
about the hypothesis, so they began researching the field of intellectual psychology.’ Tait
and Alexander would soon discover a Harvard University researcher named Howard
Gardner whose 'Theory of Multiple Intelligences' postulates that there are eight core
competencies where people show intelligence, such as linguistic, mathematical,
interpersonal, or spatial.® "We thought it was a really rich framework to try to base the
game design on, so we built up from Gardner's work," explains Alexander.

The two inventors identified a number of occupations that people might pursue if they are
gifted in one of Gardner's intelligences. They then broke down the findings into subject
matters or areas of interest that those same people would be exceptionally strong in,
ensuring each player their moment to shine.
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After about three months of research, Alexander and Tait realized the novelty of their
approach to the board-game market, in total, they had come up with fourteen different
activities, each one innovative in its own right. One such example is 'sculpterades.' As the
name suggests, this activity requires players to sculpt clues from clay while their
teammates guess what they are sculpting, bringing out the child in the most mature
adults. The duo's commitment to research and quality design took them through ten
different Cranium Clay recipes and multiple scents before settling on a purple, citrus-
smelling clay that so boasts a long shelf life. Tait says that customers often e-mail them
for more of the stuff because they like it so much.

Next, they decided upon four unique groups of question cards, including 'Creative Cat,'
which features sculpting and drawing activities; 'Data Head,' which focuses on trivia;
'Word Worm,' which includes vocabulary-based questions; and 'Star Performer' featuring
performance-based activities. It is the team with the best combination of these skills that
eventually wins the game.

Cranium avoids play dynamics that allow one group to overwhelm another by limiting
each team to one task before passing the turn to the next player. Tait says this is just one
example of hundreds of game dynamics they fine-tuned so throughout the play tests. But,
he adds, there was one constant throughout the testing period: People were having a good
time.

"We originally started with a much broader vision than just a board game," explains Tait.
He says they looked at the 1980s and how the heart was so heavily emphasized in
conjunction with good health. He thinks that the brain is going to be the organ of focus
for the new millennium. "And we would like to be the company that's at the forefront of
providing fun things to do with your brain to keep it happy and healthy." This strategy
has made Cranium a standout among its competitors in the board-game industry, as there
simply is no other game that offers such a large variety of activities.

Today, the pair's main challenge is building the Cranium brand name, and Tait alludes to
a potential TV show as well as new Cranium products in the distant future.

1. whistle a high-pitched noise made by blowing air through the teeth or through pursed lips

2. pictionary board game whereby one person draws pictures to enable their teammates to guess a
word or phrase

3. scrabble board game played by forming words from sets of randomly chosen letters

4. proverbial well known; widely referred to

5. intellectual psychology branch of psychology that deals with the intellect and mental capacity

6. spatial related to space and relationships with objects in it

2. For the second reading, ask students work in pairs to find out the answers of the
questions given below.

e Explain three different skills or activities required to do to play the game cranium
(paragraph 1)

1. whistle a song for teammates to identify
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2. spell words backward

3. draw a clue with closed eyes

e What motivated Richard Tait and his wife to consider such a game like that?
(paragraph 2)

They were on a vacation with another couple and on one rainy afternoon, they decided to
pass time with a board game. The Tait were successful at Pictionary and they won the

game, however the other couple were the victors in the word game Scrabble.

e What was Tait and Alexander’s former jobs? (parag.3)
They worked for Microsoft.
e How long did it take for these two friends to produce this new board game? (parag. 4)

Nine months
e Did they search to develop their “whole brain” game? (parag. 5)

Yes, they gathered as much knowledge as they can about history of social games.

e What is the theory that they based the game design on? (parag. 6)

MI Theory

e How many different activities did they come up with in total? Give some examples.
(parag. 8 and 9)

14 different activities such as “sculpterades - activity requiring player to sculpt clues
from clay for others to guess - or “Creative Cat”, “Data Head”, “Word Worm” or “Star
performer”

e What did they do to prevent one team to dominate the game and win?

They limited each team to one task before passing the turn to the next player.

e What differs Cranium from other available brain games? (parag. 11)

A large variety of activities

3. Let the students do the following vocabulary comprehension activity A and B on
pages 123-124 in pairs.

Look at the list of words and phrases from the reading. Match each one with a definition on the right.

. conceived a. refers to something or someone in an indirect way
. craving b. interactions; relating to interpersonal relationships
. take the plunge c. being new and unusual or different

. criteria d. naturally, and exceptionally, talented

. hypothesis e. a strong or uncontrollable desire

. postulate f. a theory or idea based on facts but not yet proven

AN AW~
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7. novelty ____g.conditions or standard by which something can be measured
or judged

8. dynamics - h. to immerse oneself in a potentially risky situation

9. gifted . i. to claim something is true without proof

10. alludes to _ j. thought up

Now complete the questions below using the words from A. Be sure to use the
correct form of each word. Then, answer the questions using your own information,
and share your answers with a partner.

1. When you are looking for a romantic partner, are there any special that you consider?
2. Have you ever of a new game? If so, explain it. If not, what is your favorite game and
how do you play it?

3. Does the media in your country ever about the activities of movie stars or other famous
people? Do you tend to believe these stories?

4. Have you ever and done something daring or unusual?

5. Can you think of a trend or fashion in your country for which the has worn off recently?
6.  Which of your personal qualities contributes the most to the key in your friendships
with others?

7. Do you ever have for certain foods? What foods are they?

8. Do you think it is just a that UFOs exist, or do you think that stories of sightings can be
taken as fact?

9. Do you know anyone who is can do well?

10. If you were discussing your favorite bands or musical artists with someone, what type of music would
you be ?

Post-reading:

1. Make groups of six students. Tell them that they will try to play this brain game.

2. Let each group member decide who will perform each activity. For example, if one
person in the group is good at drawing, s’he may draw eyes shut, who can sing well may
whistle, while the one who uses his body well may act.

3. Give each group time to prepare some songs to whistle, objects to draw with closed
eyes, vocabulary based questions, performance-based activities or a numerical calculation
to ask other group members to perform.

4. In each turn, one member from each group will take his/her task from a different
group and do it for his own group member to guess in two minutes.

5. If the group members find it, they will get a point. The one that gets more points will
be the winner.

6. Do not forget to limit each team to one task before passing the turn to the next group.

(all intelligence types)
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Everyone is Differently Abled

Everyone is Differently Abled
Everyone has abilities.
Everyone is Differently Abled
Making their lives work differently.

You might use a chair with wheels
to get around.

Or, you might use your hands
to speak without a sound.
‘Cause there are million ways
to do most anything.
Some people love to dance.
Some people prefer to sing.
Now you can use a working dog
to help you see.

Or use your mouth or feet
to paint and write poetry.

There are a million different ways
that you can be.
It’s true that all of us live
independently.
I will not be defined by my
limitations,

But rather by my possibilities.
We can respond to the needs
of those around us.

The best abilitiy is response-
ability

Everyone is Differently Abled
Everyone has abilities.
Everyone is Differently Abled
Making their lives work differently.

(Danny Deardorff, cited in Campbell et al, 1996)
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1. Katilmiyorum 2. Kismen katiliyorum 3. Tamamen katiliyorum
Zeka Alam | Ozellikler Diizey
1 . Kitaplar benim i¢in ¢ok degerlidir. 1 2 3
2. Okumadan, séylemeden veya yazmadan dnce, kavramlart
zihnimde canlandiririm. 1 2
= 3. Kelime oyunlarmi ¢ok severim. 1 2
a 4. Benim i¢in Tiirkge ve Sosyal Bilgiler gibi dersler,
5 Matematik ve Fen Bilgisi gibi derslerden daha cazip ve
5 kolaydir. 1 2 3
«» 5. insanlar bazen konustugum veya yazdigim kelimelerin
anlamlarmi bana sormak isterler. 1 2 3
6. Araba ile giderken manzara seyretmekten gok, yoldaki
levhalar1 okumaya caligirim. 1 2 3
7. Sayilar1 kafamda rahatlikla hesaplayabilirim. 1 2 3
X 8. Matematik ve Fen Bilgisi okuldaki en gbzde derslerindir. 1 2 3
: 9. Mantiksal diisiinme gerektiren oyunlari ¢cok severim. 1 2 3
5 10. Zihnim, olaylar arasindaki farkliliklar, benzerlikler veya
: mantiksal diizen ile siirekli olarak mesguldiir. 1 2 3
E. 11. Her olayin mutlaka mantikli bir agiklamasi olduguna
E inanirmm. 1 2 3
; 12. Bir olgunun belli bir yolla kategorilere ayrilarak, analiz
§ edilerek veya hesaplanarak agiklanmasi beni cok 1 2 3
memnun eder.
13. Genellikle gozlerimi kapadigimda agik ve net imgeler 1 2 3
gOriirim.
j 14. Renklere kars1 ¢ok hassas ve duyarltyimdir. 1 2
E 15. Genellikle, etrafimdaki olaylarin resmini ¢ekmek isterim. 1 2
§ 16. Hig bilmedigim ya da daha 6nce hi¢ bulunmadigim bir
':.) yerde yoniimil veya gidecegim yeri bulamamak gibi bir
é kaygim yoktur. 1 2 3
2 17. Okulda Geometri ile ilgili konular Cebir dersinden daha
:8 kolaydir. 1 2 3
18. Genellikle, resimlerle donatilmis okuma materyallerini
tercih ederim. 1 2
19. Fiziksel etkinlikleri ¢ok severim ve en az bir spor dalinda 1 2
v diizenli olarak egzersiz yaparim.
= 20. Bir yerde ¢ok uzun siire oturmaktan hoglanmam. 1 2 3
E 21. Genellikle, bog zamanlarimu ev disindaki faaliyetlere
% harcarim. 1 2 3
E 22. Bagkalari ile konustugumda genellikle ellerimi veya mimik
.—I‘I hareketlerini ¢ok kullanirim.
= 23. Genellikle, bir seye dokunarak ve onu yakindan 1 2 3
E inceleyerek 6grenmeyi tercih ederim.
a 24. Yeni bir beceriyi 6grenmek i¢in onun hakkinda okumak 1 2 3
= veya onu tanimlayan bir videoyu seyretmek yerine, o
beceriyi dogrudan uygulamaya ihtiyacim vardir. 1 2 3




1. Katilmiyorum

2. Kismen katiltyorum

3. Tamamen katiliyorum
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25. Sarki sdylemeye uygun, ¢ok giizel bir sesim vardir. 1 2 3
26. Miizik dinlemeyi ¢ok severim. 1 2 3
E 27. Bir miizik aletini ¢ok giizel ¢alarim. 1 2
= 28. Eger miizik olmasaydi, benim i¢in hayat ¢ok anlamsiz
~ olacakt1 diyebilirim. 1 2 3
5 29. Genellikle, bir miizik pargasin1 veya melodisini
I~ tekrartayabilmem i¢in onu bir veya en fazla iki kez 1 2 3
) dinlemem yeterlidir.
= 30. Bir iste ¢alisirken, dersime galisirken veya bir konuyu
ogrenirken, sik sik ritim tutturur ve mirildanirm. 1 2 3
31. Genellikle, etrafindaki kisiler bana 6glit vermem igin
basvururlar. 1 2 3
32. En az ii¢ tane yakin arkadagim vardir. 1 2 3
j 33. Bireysel sporlar yerine, genellikle futbol, basketbol veya
% voleybol gibi takim sporlarin tercih ederim. 1 2 3
% 34. Genellikle, kendimi bir grup lideri olarak algilarim ve
bagkalarina bildiklerimi anlatmak isterim. 1 2 3
35. Kalabalik i¢inde olmaktan huzursuzluk duymam. 1 2 3
36. Sosyal ve kiiltiirel etkinliklere katilmaktan zevk alirim. 1 2 3
37. Genellikle, hayat hakkindaki 6nemli sorular {izerinde
yalniz kalarak diistintirim. 1 2 3
:% 38. Kendime ait bir hobim vardir. 1 2 3
% 39. Zayif ve kuvvetli yonlerimi bilirim. 1 2 3
a 40. Kendimi baskalarmdan bagimsiz olarak algilarim. 1 2 3
g 41. Hayatimla ilgili siirekli olarak mesgul oldugum ve
ulagmaya calistigim 6nemli amaglarim vardir. 1 2 3
42. Kendi isimi kurma konusunda ciddi diisiincelerim vardir. 1 2 3

Aktaran: Saban, 2000:44



I am sitting

In the morning
At the diner
On the corner

I am waiting

At the counter
For the man

To pour the coffee

And he fills it
Only halfway
And before

I even argue

He is looking
Out the window
At somebody
Coming in

"It is always

Nice to see you"
Says the man
Behind the counter

To the woman
Who has come in
She is shaking

Her umbrella

And I look

The other way

As they are kissing
Their hellos

I'm pretending
Not to see them
And Instead

I pour the milk

I open

Up the paper
There's a story
Of an actor

Who had died
While he was drinking
He was no one

SUZANNE VEGA-TOM'S DINER

I had heard of
And I'm turning
To the horoscope
And looking

For the funnies

When I'm feeling
Someone watching me
And so

I raise my head

There's a woman
On the outside
Looking inside
Does she see me?

No she does not
Really see me
Cause she sees
Her own reflection

And I'm trying
Not to notice

That she's hitching
Up her skirt

And while she's
Straightening her stockings
Her hair

Is getting wet

Oh, this rain

It will continue
Through the morning
As I'm listening

To the bells

Of the cathedral
I am thinking
Of your voice...

And of the midnight picnic
Once upon a time
Before the rain began...

I finish up my coffee
It's time to catch the train

159
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LESSON PLAN 3
UNIT -10 - It Is Dinner Time!

Chapter 1 — Genetically Modified Food

Date of presentation: Week 12

Estimated time of lesson: 4 hours / 180 minutes

Level: Intermediate

The textbook followed Active: Skills for Reading Book 4 by Neil J. Anderson (2003);
Heinle, Thomson Corporation.

Performance objectives: At the end of the lesson, the students will be able to

1. activate background knowledge with the help of illustrations, headings, and related
photos.

2. locate information by skimming the text.

3. clarify meaning by matching paragraphs with their topics.

4. analyse and evaluate information in a text by discussing the author’s point of view
and purpose.

5. categorize the information in the text as “pro”’s and “con’’s.

6. understand information not explicitly stated by making inferences based on the
information given in the text.

7. recall ideas and details after reading a text to relate it to real life situations and share
their own point of views with the others.

8. extend and expand comprehension by relating the text to the other texts, personal
experiences and events.

Materials: the textbook, tape-recorder, tape (song of Vega), handouts for the lyrics of the
song and for the comprehension activities, pictures of GM foods, board, chalks.
PROCEDURE

Pre-reading:

1. Distribute the lyrics of the song “Tom’s Diner” by Suzanna Vega. Play the song and
want students to follow from the written form of it in order to answer the following
questions. (verbal-linguistic / musical / logical-mathematical intelligence)

e  Where is she? What kind of place is it?

She is sitting at the diner. Diner is a small restaurant that serves cheap meals.

e What is she doing there?



161

Since it is raining, she is waiting for her train at the diner. At the same time, she is
observing and describing what the people around are doing.

e What is she thinking of while she is listening to the bells of the cathedral?

She is thinking of someone’s voice and the midnight picnic they have had.

e What does she remember about that picnic?

She remembers that the picnic took place at midnight before the rain, but it was over
when it started to rain.

e What type of food people would like to eat when they go on a picnic?

Answers may vary. List all the food names the students provided.

2. Go on with asking students the following getting ready questions. (intrapersonal /
verbal-linguistic intelligence)

e How many meals/ snacks have you eaten so far? What did you eat?

e What are the names of some foods that people eat everyday? Categorize them
according to the meals we eat these foods. At this stage, you can use the pictures of fruits
and vegetables to teach foods” names.

e What do you know about modern farming and food production methods? Do you

think they are safe?

3. Show students the pictures of foods in order to introduce the topic “Genetically
Modified (GM) Foods”. ( visual-spatial ) Then ask the following questions.(verbal-
linguistic / intrapersonal intelligence)

e What do you understand by the term “genetically modified foods”? Are you aware of
how GM foods are different from other foods? Do you know if they are available in your
local supermarket?

Genetically modified foods are foods that are engineered through a process of cutting
and splicing genes.

¢ Do you think that the use of modern technology in food production methods is
positive or negative? Give your reasons.

Answers may vary.
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4. Pre-teach the vocabulary given on page 128.
fuss alert ambiguity proponent

While reading:
1. Before reading, draw students’ attention to the information in the skill box that shows

them key words and signals for arguments in a reading. (verbal-linguistic)

READING SKILL: ARGUING FOR AND AGAINST A TOPIC

Many reading passages present two sides of an argument- one argues for, or in favor
of, the topic; the other argues against it. Phrases such as “advocates of, proponents of,
and in favor of” signal that information that supports one side of the argument will be
introduced. Phrases like “advocates against, critics of, skeptics of, or concerns about”
signal that information aganst the topic is coming. Also, words and phrases like
“argues that, questions, however, in contrast, though, in spite of’ signal that an
opposite or different opinion is about to be introduced.

2. For the first reading, let students read the text to make them match the paragraphs
with their topics. (logical-mathematical intelligence)

Genetically Modified Food

The following reading is adapted from The Fuss Over Genetically Modified Food by
Leanne Hachey. Originally written for CBC News Online;
http://cbc.ca/news/indepth/foodfight/hachey.html Reprinted with permission from CBC
News Online © 2002.

"What's for dinner?" It used to be that the answer to that household question was an issue
for debate among family members only. But not any more. Now scientists, advocacy
groups,' economists, trade experts, geneticists,” and politicians are all discussing what
should be served for dinner.

The food fuss revolves around one phrase: genetic modification.® There are two groups
with strong views on both sides of that phrase. One side argues that genetic modification
of food enhances the quality and nutritional value of already-existing foods as well as
generating new ways to produce that food. The other side questions the technology's
safety and long-term effects, arguing that people simply don't know what they're putting
in their mouths.

The term 'genetically modified' (GM) is an offspring of another term: biotechnology. A
word that's been around for about thirty years, biotechnology was created in the shadow
of new techniques that allowed scientists to modify the genetic material in living cells.*
Basically, that means playing around with various biological processes to produce
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substances that, arguably, benefit things like agriculture, medicine, and the environment.

If you know how to cut-and-paste on a computer, you've figured out genetic
modification. The Canadian Food Inspection Agency describes it like this: it all begins
with a cell made up of chromosomes;” the chromosomes are made up of DNA® and are
organized into sections called genes; genes determine the characteristics of an organism.
These genes can be 'cut' from one organism and 'pasted' into another. Several foods that
people eat every day are products of this process, such as tomatoes that ripen on the vine’
and maintain their texture and tough skin for several weeks. A potato plant developed to
resist an insect known to attack it is another example. In the latter case, the GM version
eliminates the need for chemical pesticides®.

Proponents of GM foods argue using biotechnology in the production of food products
has many benefits. It speeds up the process of breeding’ plants and animals with desired
characteristics, can be used to introduce new characteristics that a product wouldn't
normally have, and can improve the nutritional value of products. And, say the
supporters, all of this is done safely.

Groups who advocate against the use of GM foods don't see things quite the same way.
They point to studies that argue GM foods could be harmful to people's health. To the
groups on this side of the issue, that 'could' provides more than enough reason to go
forward with extreme caution, something they say isn't currently being done. GM critics
say enough time hasn't passed to study the long-term effects of the foods.

In Europe, hardly a week goes by without some headline about GM foods or, rather,
'Frankenfoods''® as they've been called by the European media. The Church of England
has entered the debate, criticizing the production of GM crops. Ever responsive to
consumer demands, the European Union has taken a strong position on this issue, going
so far as to propose a moratorium'' on approving GM foods. These responses are the
outcome of a grassroots campaign'’. Various scares, the best-known being mad cow
disease,"” have consumers in Europe cautious of food genetically altered to kill pests or
resist herbicides.'*

Two British food companies have even dropped GM ingredients from their products,
something the North American branches of these companies haven't done. That's not all
that surprising for one simple reason: there's an unmistakable split in the policies toward
GM foods between the two sides of the Atlantic that some call the Atlantic divide.
Supporters argue North America's approach is more progressive, while skeptics argue it's
less safe.

Whatever the case, the Atlantic divide can be attributed to two things. The first is all
about experience: the North American side of the Atlantic hasn't seen a scare comparable
to mad cow disease. The second is all about dollars: North Americans expect their food to
be cheap. And while the Atlantic may divide the approach to GM foods, it doesn't stop
the two sides from butting heads."
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The fuss over food extends to whether the manufacturing process is made known. Canada
has adopted both a mandatory and voluntary labeling policy. According to the Canadian
Food Inspection Agency, mandatory labeling applies to all foods that have been changed
nutritionally or compositionally, or to alert consumers of possible allergens.'® That
doesn't mean, though, that all GM foods will be labeled. If it can be shown through tests
that the nutrition or composition of such foods remains unchanged, no special label is
required. Even though labels are not required, they are allowed, but only when 'truthful
and not misleading." A good example is the 'fat free' claim made on some products.
Because of the ambiguity surrounding voluntary labeling, it's been determined that
clearer rules are needed.

The GM debate makes us consider the role technology has in our lives. What makes this
debate unique is that every meal we eat is at its very core. And that fact means one thing:
it's an issue that will be discussed not only around policy tables, 70 but dinner tables as
well.

1. advocacy groups groups of people who support, or are in favor of, something

2. geneticists scientists or doctors who specialize in the field of genetics—the branch of biology that deals
with heredity

3. genetic modification the intentional alteration of the genetic material of an organism, usually for a
specific purpose

4. cells smallest units of an organism

5. chromosomes parts of a cell that contain DNA and are responsible for determining and passing on
characteristics of the organism from parent to young

6. DNA abbreviation of Deoxyribonucleic Acid; bonded sequence of chemicals present in each cell
chromosome that determines hereditary characteristics

7. ripen on the vine grow to maturity while still attached to the plant from which it comes

8. pesticides chemicals used to kill pests, usually insects that attack plants as they are growing

9. breeding producing young from parents

10. Frankenfoods word created by combining 'Frankenstein' with 'foods'; Frankenstein being the
monster—created from body parts of different dead people and brought to life by a medical student named
Frankenstein—that featured in the fictional novel of the same name written by Mary Shelley

11. moratorium a suspension of, or a ban on, something

12. grassroots campaign organized effort to draw attention to an issue, usually political, at a local level

13. mad cow disease cattle disease that causes deterioration of the brains of cows, a form of which can be
passed to humans by ingesting infected meat

14. herbicides chemicals used to destroy or inhibit the growth of plants, usually weeds

15. butting heads arguing as a result of opposing views

16. allergens substances that cause allergies

Write the correct paragraph numbers next to what they are about.

a) 3 defines the concept of GM.

b) 6 puts forth some arguments against GM foods.

c) 9 describes two main causes for “Atlantic Divide”.

d) 1-2introduce the topic by giving description of the issue and the debate around it.
e) 5 lists the reason why supporters of GM foods believe they are good.

f) 8 tells about the general opposition to GM foods in Europe and contrasts it with
their support in North America.

g) 4 defines the benefits of the technology and how GM is accomplished.

h) 10 presents the controversy over labelling policies for GM foods.
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1) 7 presents the opposing European view on the issue of GM foods.
j) 11 tells how GM extends beyond science onto our dinner tables.

3. For the second reading, have students read the text to answer the following question.
(verbal-linguistic / logical-mathematical / intrapersonal)

e Who are the people that are discussing about foods nowadays? (paragraph 1)
Scientists, advocacy groups, economists, trade experts, geneticists, and politicians are all
discussing about foods nowadays.

e What is the debate on the food issue? (paragraph 2)

Genetic modification.

e Complete the chart with information from the passage. (paragraphs 5-6)

Genetically Modified Food
Reasons for Reasons against

1. speeds up the process of breeding food | 1. could be harmful to human health
products with desired characteristics.
2. can be used to introduce new 2. not enough research has been done
characteristics to a food product
3. can improve the nutritional value of | 3. could contribute to the spread of
food products diseases like mad cow

4. can improve food product quality 4. labeling and regulation are
throughout shipping or storage process | problematic.

5. can prevent the need for chemicals or
pesticides on food products.

e Complete the following figure of a cell to figure out genetic modification: The

smallest unit of an organism. (paragraph 4)

CELL
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e What is British point of view on GM foods? What do North Americans think on the
same issue? (paragraph 8)

Two British food companies have dropped GM ingredients from their products, however,
the North American branches of these companies have not done this.

e What policy does Canadian Food Inspection Agency adopt to alert consumers about
GM foods? (paragraph 10)

Voluntary labeling.

3. Ask students to do the vocabulary comprehension A and B on pages 131 and 132

in pairs.

A. For each group, circle the word that does not belong. The words in italics are vocabulary items from the

reading.

1. fuss commotion bother calm

2. focuses on centers on turns on revolves around
3. producing resisting generating bringing about
4. finish texture aroma appearance

5. supporters opponents advocates proponents

6. attributed to ascribed to accredited to spoken to

7. required mandatory voluntary imperative

8. compositionally structurally morphologically mortally

9. warn caution frighten alert

10. incongruity security ambiguity inconsistency

B. Complete the sentences below using the vocabulary in italics from A. Be sure to use the correct form of
the word.

1. The new construction project in the center of town has close to one hundred new jobs.
2. Sergio presented what seemed to be a clear argument, but on closer examination it was clearly full
of

3. Attendance at the first aid workshop is ; all students must be there.

4. My parents don't understand what all the is about computer viruses. | had to buy them
some software and explain to them how and why it works.

5. Carl's a really nice guy, but his conversation usually his fixation with motorbikes.

6. If you were to analyze this soup , you would find that it is a good source of essential
vitamins and minerals the body needs.

7. Calvin loves the of his dog's fur so much he often tries to sleep in the dog basket—with
the dog!

8. of stricter gun control laws have tried for years to gain more support throughout the
country.

9. Jill's success can be her tenacity and hard work in the office.

10. It was only after reading about food and allergies that Angelina was to the possible

cause of her son's illness.
Post reading:

1. Discuss the following Think About It questions in the book on page 133 as a

whole class.(verbal-linguistic / interpersonal intelligence)
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Think About It

Discuss the following questions with a partner.

1. Based on the arguments presented in the reading, do you think GM foods are safe to eat? Give reasons
for your answer.

2. Does anything you have read in this passage about GM foods worry you? If so, what concerns you and
why?

3. Who does the grocery shopping in your household? Does this person ever read the labels on food before
they buy things?

4. Do you think that all GM foods should be labeled, so that people can be informed about what exactly
they are eating?

2. Make groups of six and ask each group to choose one of the tasks given below to do.
(all intelligences)

- Draw some pictures of GM foods.

- Write a song lyric on GM foods and sing it to the class.

- Translate GM/ GM food production into a mathematical formula or make up
analogies to explain them.

- Create a talk show program in which the audience is discussing GM foods.

- Create slogans for either for GM foods or against GM foods.

3. Let each group share their work with the rest of the class.
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LESSON PLAN 4
UNIT -10 - It Is Dinner Time!

Chapter 2 — Mediterranean Diet

Date of presentation: Week 12

Estimated time of lesson: 4 hours / 180 minutes

Level: Intermediate

The textbook followed Active: Skills for Reading Book 4 by Neil J. Anderson (2003);
Heinle, Thomson Corporation.

Performance objectives: At the end of the lesson, the students will be able to

1. use their background knowledge with the help of illustrations, headings, and related
photos.

2. locate information by skimming the text.

3. develop strategies for understanding new words meaning by understanding word
formation (root, suffixation, derivation or compounding)

4. guess difficult words from the context.

5. clarify meaning by reading critically.

6. analyse and evaluate information in a text by discussing the author’s point of view and
purpose.

7. understand information not explicitly stated by making inferences based on the
information given in the text.

8. recall ideas and details after reading a text to relate it to real life situations and share their
own point of views with the others.

9. extend and expand comprehension by relating the text to the other texts, personal
experiences and events.

Materials: the text-book, tape-recorder, tape (background music), handouts for the
comprehension questions and guessing activities , pictures of obesity and some foods, board,
and chalks.

PROCEDURE

Pre-reading:

1. Show some photos of obese people and ask whether they are healthy or not. Ask students
what they know about obesity and obese people. Ask the following questions to discuss.
(visual-spatial / verbal-linguistic intelligence)

e Which country has the most obese population?

There are 26,500,000 obese people in the USA.
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e Why is the number of obese people increasing everyday?

e What are the ways to deal with this illness called “obesity”?

e Do you consider yourself to be a healthy eater? Why? Why not?

e Do you think in our country people have a healthy diet, which is one of the ways to
overcome obesity? Is obesity common here?

e What do people in our country generally eat? Are these foods common/ grown in large
amount in our country?

e s there any food commonly eaten in our country but not typically a part of the diet in
other countries?

2. Tell students that they are going to read out the benefits of Mediterranean diet, a healthy

style of eating common in Mediterranean countries.

While reading:

1. For the first reading, ask students to do the reading comprehension multiple- choice
questions on pages 136 and 137. At the same time, play the music to accompany their
reading. (musical intelligence / logical-mathematical / verbal-linguistic)

Mediterranean Diet
The following reading is adapted from Mediterranean Diet. From The Gale Encyclopedia of Alternative
Medicine by Douglas Dupler © The Gale Group, 2001. Reprinted by permission of The Gale Group.

The Mediterranean diet is based upon the eating patterns of traditional cultures in the
Mediterranean region'. Several noted nutritionists and research projects have concluded that
this diet is one of the most healthful in the world in terms of preventing such illnesses as heart
disease and cancer, and increasing life expectancy.”

The countries that have inspired the Mediterranean diet all surround the Mediterranean Sea.
These cultures have eating habits that developed over thousands of years. In Europe, parts of
Italy, Greece, Portugal, Spain, and southern France adhere to principles of the Mediterranean
diet, as do Morocco and Tunisia in North Africa. Parts of the Balkan region® and Turkey
follow the diet, as well as Middle Eastern countries like Lebanon and Syria. The
Mediterranean region is warm and sunny, and produces large supplies of fresh fruits and
vegetables almost year round that people eat many times per day. Wine, bread, olive oil, nuts,
and legumes® are other staples of the region, and the Mediterranean Sea has historically
yielded® abundant quantities of fish.

International interest in the therapeutic qualities of the Mediterranean diet began back in the
late 1950s, when medical researchers started to link the occurrence of heart disease with diet.
Dr. Ancel Keys performed an epidemiological analysis of diets around the world
(epidemiology being the branch of public health that studies patterns of diseases and their
potential causes among populations). Entitled the Seven Countries Study, it is considered one
of the greatest studies of its kind ever performed. In it, Keys gathered data on heart disease
and its potential causes from nearly 13,000 men in Greece, Italy, Croatia, Serbia, Japan,
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Finland, the Netherlands, and the United States. The study was conducted over a period of
decades. It concluded that the Mediterranean people in the study enjoyed some significant
health advantages. The Mediterranean groups had lower mortality rates in all age brackets and
from all causes, particularly from heart disease. The study also showed that the Mediterranean
diet is as high or higher in fat than other diets, obtaining up to 40 percent of all its calories
from fat. It has, however, different patterns of fat intake. Mediterranean cooking uses smaller
amounts of saturated fat and higher amounts of unsaturated fat, mostly in the form of olive
oil. Saturated fats are fats that are found principally in meat and dairy products, although
avocados, some nuts, and some vegetable oils also contain them. Saturated fats are used by
the body to make cholesterol,® and high levels of cholesterol have since been directly related
to heart disease.

Several other studies have validated Keys' findings regarding the good health of people in
Mediterranean countries. The World Health Organization (WHO) showed in a 1990 analysis
that four major Mediterranean countries (Spain, Greece, France, and Italy) have longer life
expectancies and lower rates of heart disease and cancer than other European countries and
America. The data are significant because the same Mediterraneans frequently smoke and
don't have regular exercise programs like many Americans, which means that other variables
may be responsible. Scientists have also ruled out genetic differences, because
Mediterraneans who move to other countries tend to lose their health advantages. These
findings suggest that diet and lifestyle are major factors.

The Mediterranean diet gained even more notice when Dr. Walter Willett, head of the
nutrition department at Harvard University, began to recommend it. Although low-fat diets
were recommended for sufferers of heart disease, groups of Mediterraneans in his studies had
very high intakes of fat, mainly from olive oil. Willett and others proposed that the risk of
heart disease can be reduced by increasing one type of dietary fat—monounsaturated’ fat—
the type found in olive oil. Willett's proposal went against conventional nutritional
recommendations to reduce all fat in the diet. It has been shown that unsaturated fats raise the
level of HDL cholesterol, which is sometimes called 'good cholesterol' because of its
protective effect against heart disease. Willett has also performed studies correlating the
intake of meat with heart disease and cancer.

The Mediterranean diet has several general characteristics:

* The bulk of the diet comes from plant sources, including whole grains, breads, pasta,
polenta,8 bulgur,9 and couscous, rice, potatoes, fruits, vegetables, legumes, seeds, and nuts.

* Olive oil is used generously, and is the main source of fat in the diet as well as the principal
cooking oil. The total fat intake accounts for up to 35 percent of calories. Saturated fats,
however, make up only 8 percent of calories or less, which restricts meat and dairy intake.

« Fruits and vegetables are eaten in large quantities. They are usually fresh, unprocessed,
grown locally, and consumed in season.

* Dairy products are consumed in small amounts daily, mainly as cheese and yogurt.

* Eggs are used sparingly, up to four eggs per week.

* Fish and poultry are consumed only one to three times per week, with fish preferred over
poultry.

* Red meat is consumed only a few times per month.

* Honey is the principle sweetener, and sweets are eaten only a few times per week.

» Wine is consumed in moderate amounts with meals (1-2 glasses daily).

1. Mediterranean region area surrounding the Mediterranean Sea incorporating Spain, southern France, Italy,
Greece, Portugal, Sardinia, Sicily, and countries along the Northern African coast.

2. life expectancy the average age to which a person is expected to live

3. Balkan region area of southeast Europe including Albania, Bulgaria, part of Greece, southeast Romania, part
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of Turkey, and Yugoslavia

4. legumes plants such as beans, peas, and seeds

5. yielded produced

6. cholesterol substance found in animal tissue and other foods that affects levels of fat stored in the human
body

7. monounsaturated type of saturated fat that has only one bond in its carbon chain

8. polenta thick porridge-type meal made of cornmeal boiled with water

9. bulgur dried cracked wheat

10. unprocessed not treated or altered in any way; in a natural state

Choose the best answer for each question or statement below. Compare your answers with a partner.
1. The Mediterranean region produces large amounts of all year round.

a. red meat and wine c. nuts and olive oil

b. fruits and vegetables  d. fish and dairy products

2. International interest in the Mediterranean diet began .
a.in the 1950s  b. in the 1990s c. in the 1970s  d. thousands of years ago

3. The Mediterranean diet has different patterns of fat intake as the cooking uses

a. more meat and less dairy products c. less saturated fat and more unsaturated fat
b. more nuts and less olive oil d. more avocados and less vegetable oil

4. A World Health Organization study showed that people from Spain, Greece, France, and Italy .
a. smoke and exercise more than Americans

b. experience health advantages by moving overseas

c. live, on average, longer than Americans

d. are genetically less prone to cancer and heart disease

5. Medical studies have linked the Mediterranean diet to

a. epidemiological analysis c. patterns of heart disease in men

b. cancer and smoking d. lower levels of heart disease

6. Medical studies have shown that cancer.

a. smoking and exercise c. diet and lifestyle

b. genetic differences d. conventional nutrition

7. The majority of the Mediterranean diet comes from .
a. fish and poultry c. plants
b. dairy products d. meat

8. The main source of fat in the Mediterranean diet comes from
a. cooking oil c. meat
b. dairy products d. olive oil

2. For the second reading, let them read for finding the answers of the following questions.

e Why is Mediterranean diet one of the most healthful in the world? (paragraph 1)

Because it prevents such illnesses as heart disease and cancer, and increases life expectancy.
e  Which are the countries that follow this diet? (paragraph 2)

In Europe, parts of Italy, Greece, Portugal, Spain, Southern France, in North Africa,
Morocco and Tunisia, parts of the Balkan region and Turkey, Middle Eastern countries like
Lebanon and Syria are the countries that follow the principles of the Mediterranean diet.

e What are the main foods that are eaten in this diet? (paragraph 2)

Large supplies of fresh fruits and vegetables, wine, bread, olive oil, nuts, legumes and fish are

staples of the region.
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e How long did Seven Countries Study take place? What did the Seven Countries Study
find? (paragraph 3)

The study was conducted over a period of decades. It concluded that the Mediterranean
people have some significant health advantages. They had the lower mortality rates in all age
brackets and from all causes, particularly from heart disease. The study also showed that the
diet is as high or higher in fat than other diets, however, it has a different pattern of fat
intake.

e What do other studies/ findings suggest regarding the good health of people in
Mediterranean countries? (paragraph 4)

These findings suggest that diet and life style have the greatest influence on health and long
life.

e According to Doctor Willett, which certain type of fat might reduce the risk of heart
disease? (paragraph 5)

Unsaturated fats.

e Which are the staple foods included in Mediterranean diet? (paragraph 6)

Plant sources, olive oil, fruits and vegetables.

e Which are the foods that should be eaten in moderation in Mediterranean diet? (paragraph
6)

Dairy products, eggs, fish and poultry, red meat, honey, and wine.

3. For the vocabulary comprehension, make students look at the following sentences. Using
these contexts let them guess the meanings of the underlined words that they came across in

the reading text. (logical-mathematical / verbal-linguistic / intrapersonal intelligence)

Guess the meaning of the underlined words in the sentences and provide a synonym or
definition for them.
1) I have adhered strictly to the rules.

If you adhere to the rules, you act in a way that it says you should.

Adhere to:

2) I find swimming very therapeutic, because it makes me feel relaxed and calm.
This rose garden has always had therapeutic effect on me. When I feel bad, I always come to
sit in this wonderful and colorful garden.

Therapeutic:
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3) He has been ruled out of the match because of his terrible knee injury.

Mrs. Gardner was found dead in her room. Some people thought that she committed suicide;
however, the police have ruled out the possibility of suicide. They had already started to
search for the murderer.

To rule out:

4) The new law restricts the sale of handguns.
In future, we will restrict class sizes to 20 students.

To restrict:

5) Bananas and sugar are the staples of Jamaica.
Chinese people live on a staple diet of rice and vegetables.

Staple:

6) A detailed analysis of the week’s news is made in this TV program.
Blood samples were sent to the laboratory for analysis.
Analysis:

7) There is a direct correlation between students’ motivation and success. They are closely
related or dependent on each other.

Poverty and poor housing correlate with a shorter life expectancy, in other words, they cause
people live shorter.

To correlate:

8) After the harvest, we had an abundant amount of apples. We made apple pie, apple sauce
and apple juice because we had so many apples.

Abundant:

9) The results of the study are validated by many other scientists’ researches. It was proven
to be true.

The team’s remarkable achievement seems to validate their coach’s claims that they will win
the cup.

To validate:

10) Afro-Americans account for 12% of the US population.

To account for:

4. Let students fill in the blanks on page 138 using the vocabulary items above.

Read the paragraph below and fill in the blanks using the vocabulary items from A. Be sure to use the correct
form of each word.

Get in Shape; Walk It Off!
Do you an exercise program or have you working out? Lack of
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exercise a large percentage of ill health. Did you know that incorporating a daily routine of walking
into your schedule can help you stay in shape? There are many reasons to walk: First of all, it's

While you are walking, you can work on your mind, as well as your body. Doctors are
consistently healthy bodies with healthy minds, so clearing the mind and walking off your
worries can have positive effects on your health.

Furthermore, walking means you are not to exercising in the confines of a gym—you can walk at
any time. There is also no need for exercise equipment, weights, or clothing. Many people have
started 'walking clubs' at their workplace. During lunch, or for thirty minutes in the morning, a group may get
together to walk a few blocks around the neighborhood they work in. This is a great way to your
exercise routine, and keep you motivated and on track.

Finally, as well as using exercise to get in shape, give your diet a careful . What are
your foods? Start replacing those fattening mid-morning snacks with fruit—it's just as filling,
but with half the calories and fat! So tomorrow when you wake up, strap on those sneakers, pick up some fruit,
and start to walk it off—it's easy!

5. Ask students to discuss “What Do You Think” questions on page 139 with their partners.
(interpersonal intelligence)

Discuss the following questions with a partner

1. How is your diet similar to or different from the Mediterranean diet outlined in the reading? Which do you
think is healthier?

2. Are you aware of the mortality rates in your country for heart disease and cancer? Do you think there is any
aspect of diet and lifestyle that people in your country could change in order to reduce the number of deaths
related to these diseases?

3. As you get older, do you think you will become more conscious of what you eat? Why?

4. There is a saying in English: 'You are what you eat." What do you understand this saying to mean? Do you
think this is true? Explain your answer. Is there a similar saying in your native language?

Post- reading:
1. Ask class to imagine that they are going on a picnic. Their job is to suggest things to bring
along. The teacher says “Yes” or “No” to each suggestion. What the students do not know is
that the teacher says, “yes” when a student suggests something whose first letter is the same
as the first letter of the name of the student. The teacher says “no” if the first letter of the
suggested object and the first letter of the name of the student do not match.(verbal-linguistic
/ logical-mathematical intelligence)
For example:
Ali: I want to bring apples.
Teacher: You can bring apples Ali. What do you want to bring Melih?
Melih: I want to bring a radio.

Teacher: Sorry, you cannot bring a radio.

If students need a hint after a while, you can interject something like,
Murat: [ want to bring bananas.

Teacher: No, you cannot bring them. Why not ask Bahar to bring bananas?
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Usually someone figures out the game. Knowing the secret forces them to narrow their
suggestions to the words beginning with the same letter as their names. Go on playing the

game until the class gets bored.
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APPENDIX D

REFLECTION GUIDELINE FOR TEACHER DIARIES
The aim of the following questions is to find out your responses to the Multiple Intelligence
theory and its implementation in the intermediate level reading course. Please feel free to
choose the language to express your opinion. The first set of questions will be answered at the
beginning session of the process. You can include any information not addressed in the
questions but seems relevant to you. Please think about both the possible positive and
negative effects of MI theory while answering the following questions.
1. What do you think about MI theory in general?
2. How do you see the role of teacher in MI implemented lesson?
3. Do you think MI theory will affect your teaching? How?
4. What changes may this theory and its implementation bring to your teaching? Will you
exemplify with your reasons please?
5. Will this theory and its applications affect your students in general? How?
6. Will MI theory affect your students’ learning? How?
7. Will MI theory affect your students’ motivation? How? Please give your reasons.
8. What will be the use of the implementation of MI theory in our teaching context?

After each two-hour slot of teaching intermediate level reading, please write in your

journal notebook. In each journal entry, include the date and time of the entry and answer the

following questions in detail.

1. What did I do? (Please write a brief list of activities sequenced chronologically.
When necessary, please include detailed descriptions.)

2. What went well? Why? (Please specify the activity.)

3. What went wrong? Why? (Please specify the activity.)

4. What changes would I make if I had a chance to prepare this material for the

relevant unit?

At the end of the process, please write in the answers of the following questions as the last
entry.

1. What do you think about MI theory in general?

2. How did you see the role of teacher in MI implemented lesson?

3. Do you think MI theory affected your teaching? How?
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4. What changes did this theory and its implementation bring to your teaching? Will you
exemplify with your reasons please?

5. Did this theory and its applications affect your students in general? How?

6. Did MI theory affect your students’ learning? How?

7. Did MI theory affect your students’ motivation? How? Please give your reasons.

8

What was the use of the implementation of MI theory in our teaching context?

Thanks for participating in the study which hopefully help us gain insights in the

curriculum renewal process.
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APPENDIX E
SAMPLES OF PARTICIPANTS’ REFLECTIVE DIARIES
BEFORE THE TRYOUT
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APPENDIX F
DAILY MEETING AND REFLECTION SESSIONS TRANSCRIPTS

g:a 1}\7/[2erhaba arkadaslar. Ilk toplantimiza hosgeldiniz (.) Nasil gidiyor? (.)

T1: Aaa, heyecanlandim ben sanki (.) Iyi ki kamera filan yok haa(.) (Giilerler)

R: Eveet. Ilk iki saatimizi yaptik hepimiz planla, dimi?(.) Nasil gitti?(...)

T1: Ben baslayim(.) Zekanin tanimi(.) zeki kisi kimdir?(.) sorulartyla basladim. Ve, hig
sasmadim(.) cogunun zeki olarak gordiigii(.) kim, Aynstayn (Einstein) sadece.(.)

T3: Evet ya(.) benimkilerde, o kadar iinlii resimleri gotiirdiik ya sinifa(.) sadece Aynstayn’1
(Einstein) zeki buldu arkadaslar(.)

T2: Kitap harici resim gotiirmek ise yaradi, gercektende(.) O resimlerle(.) falan ¢ok
ilgilendiler(.) Oradakileri tanimaya ¢alistilar.

T5: Evet, bu resimler, benim siifta da zeka/yetnek tanimini baya kizigtirdi(.) Mesela, Maykil
Cordin (Michael Jordan), sonra Gandi (Gandhi)(.) Bunlar zeki midir? bunu ¢ok tartistilar.

T4: Aslinda tiim bunlar, bence(.) 6grencilerin(.) 6n yargilarini, nasil diyim, klasik zeka
tanimina nasil baglandiklarii(.) gérme agisindan giizeldi.

R: Aslinda(.) aktivitelerin amaci da buydu arkadaslar.

T1: Resimler renk katti, ger¢ekten(.)

T2: Benimkiler, bu kisileri kim daha dnce taniyacak yarisina girdiler. Ya, bide(.) Bi tanesi bu
resimleri ¢ok sevdim, bana verebilir misiniz dedi. Bi sakincast yoktu dimi?(.)

R: Yoo, madem istemis. Peki burdan o zaman, burda Coklu Zeka tanimina ¢ok az da olsa
deginebildik mi?

T3: Ya, evet. Sonra da iku’yla (EQ) ilgili ya parca(.) Bilip, bilmediklerini konustuk.

T2: Sarki ¢ok ilgilerini ¢ekti, bide. Derse muzik baska bi(.) eee nasil diyim, renk katt.

T1: Evet, sarki dinleme fikri hepsinin hosuna gitti.(.) Bide benim, sizi bilmem de Riding’te
(Reading) ilk kez yaptigim bisey, bu(.)

T2: Ben daha once de fonda dinlemek icin teyip gotlirmiistiim, ama(.) Sarkinin kendisi,
konuya bi gegis oldu bence.

T3: Ya, ben parcay: bir kere daha okuttum o da sikimming i¢in, detayli okumaya daha hig
baslamadim. Bu warm-up tam bir buguk ders saatimi aldh.

T2: Biz de baslayamadik, baslayan var mi1?

T5: Ben de sadece 5 tane vokeb varya Once dgretilecek, onu yaptim, bir de dedigin skimming
activitesi.

T4: Hepimiz ayni yerdeyiz, o zaman iyi.
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R: Peki, arkadaslar. Bu iki saat i¢inde(.) karsilastigin herhangi bi gii¢liik oldu mu?

T1: Bence bi sorun yoktu.

T5: Giigliik degil de(.) Farkli bi seyler gitti ya sinifa(.) Ne bilim. Ogrencilerin, dersin havasi
degisti sanki.

T2: Kipirdanma geldi, bence de biraz sinifa(.) Uyumaya meyilli iki tip var benim sinifimda(.)
Onlarn bile uyanik tuttu bu iki saat.

R: Peki, siz neler hissettiniz, o dersi yapan hoca olarak?

T4: Giizeldi bence ya. Bize de bi farklilik(.)

T2: Dedim ya(.) Ogrenciyi ilgili, nasil diyim o ikisini uyumadan gérdiim ya(.) Yetti bana.
(Gtliismeler).

T3: Parcada(.) okurken bakalim bide.

T1: Bence de(.)

T2: Bi de benimkiler, hani bu ders resimdir, sarkidir gotiirdiik ya. Hemen, “hocam(!) bi
calisma m1 yapiyorsunuz, ne is? Derste sarki marki” demeye basladilar. Degisiklik(.) Giizel
ya(.) Motivasyonlarini etkileyecek gibi(.) Bakalim.

T4: Zaten, ben de girdigimde 6grenciler mirill miril(.) “Aaa hoca teyp getirmis,” oldular. Bi
de, zaten tiim int. riding siniflarda birden yapiliyo ya(.) Duymuslar hemen. “Madonna dinlicez
di mi?(.)”

R: Peki(.) O zaman arkadaslar(.) bu ilk toplantimiz i¢in o zaman sunu sdyleyebilir miyim?
Anladik ki 6grencilerimizin zeka nedir?, zeki kime denir? iizerine 6n yargilar1 var. Onlara
gore zeka ya sozel yada sayisal (ki sayisal olan agirlikli) dir.

T1: Oyle(...) Yani onlara gére bir Maykil Cordan ya da ne bilim kimdi o Hintli(...)

T2: Gandi.

T1: Ha iste Hindistan 1n fikir ve inang lideri zeki degil ya da Aynstayn kadar zeki degil.

R: Anladim. O zaman bize firsat. Belki bu hafta yapacagimiz bu iiniteyle degistiririz bunu(..)
Evet simdi oniimiizdeki iki saat icin konusalim. Pargay1 okumaya baslayacak gibiyiz. Iku
(EQ) ile ilgili giris yaptik di mi hepimiz. Planimiza dénelim(.) Ilk okuma icin kitaptaki
skimming aktivitelerini uygulayalim. Bunu indivicil (individual) disiindiik. Skimming
sirasinda  bekgraund (background) miizik dinletebiliriz. Bakalim nasil gidecek? Ikinci
okumay1 da kitaptaki yine 8 komprehenjin (comprehension) sorusunu cevaplamak igin
yapsinlar. Ama ikinci soruda doldurmalar i¢in &grencilere planinizda yer alan outlaynlar
(outline) vermeyi unutmayalim. Parcada gecen bir deney var, Marsmelov Celinc
(Marshmallow Challenge) diye. Bunu anlamalarinda bu outlayndaki (outline) bosluklar1

doldurmalar1 faydali olacak, hem de bu outlaynla (outline) mantik/matematik zekasini
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harekete gecirmeyi planladik. Bu aktivite icin 6grenciler peyirlar (pair) halinde ¢alisirsa iyi
olur, planda da boyle yazdik zaten(.) Soracaginiz bir sey var m1?

T2: Yok gibi. Oniimiizdeki iki saat gayet acik bi sekilde anlatilmis bence planda(.)

T1: Gayet agik, bence de. Zaten bisey olursa seni arariz evden.

R: Enitaym (Anytime)...Aaa unutmadan bu adamin(.) Danyel Goleman’in (Daniel Goleman)
kitabt Duygusal Zeka Tiirk¢e’ye de cevrilmis, yanimda.(.)Yarin bu kitab1 da siniflarimiza
gotliriip gosterebiliriz.(.)Nasil faydalanmak isterseniz(.)Ama 6grencilerin ilgisini c¢ekebilir
diye diisiindiim(.) 1k iki saat kimin dersi varsa ona birakim(.)Aramizda déndiiriiriiz.

T3: Aaa, ¢ok iyi ya. (.) Ben aliyim.

T2: Bak hemen atladi. (.) Ya benimde varsa ilk saat.

T3: Eee(.) sen al o zaman (giiliismeler).

T2: Saka saka(.) Benim bes alti.

R: Peki arkadaslar. Cok ¢ok tesekkiirler. Yarin goriiselim.

T2,T3,T5: Goriisiiriiz.

T1: Hadi iyi aksamlar.

Day 4

R: Meraba arkadaslar. Hos geldiniz. Napiyosunuz, nasil gidiyo?

T1: Nasil olsun iste(.) Bu hafta ¢cok yogun geldi bana ya, niyeyse.(.)Neyse bugiin Cuma(.)
Yasasin!

T4: Sen iyisin?(.) Aaa, bak bu sefer ¢caylarimizi sdylememissin. (giilerler)

R: Hemen arkadaslar(...) Onlar gelirken, hemen ilk sorunu yonelteyim.

T2: Dur sen sdyleme, ben diyim (gililerek). Bu iki saatte karsilastiginiz olumluluklar ve
giicliiklerden baslayalim.

R: Ne fenasin ya(.) Peki?(...)

T3: Bu iki saat, eee (.) parcanin ikinci kez okunmasiyla basladim. Komprehenjin
(Comprehension) sorulari ve oyunla bitti zaten tinite(.)

T5: Ya, evet, iyl ki o komprehenjin (comprehension) sorularini hazirlamigsin(.) Bu kitabin
bence(.) bu konuda kesin desteklenmesi lazim(.) 2 3 turu fals’la (True/False) la vayl riiding
(While Reading)’i gegistiriyo bence. Cocuklar1 diteyild riiding (detailed reading)’e
yonlendirmiyo, bu da bence(...) Haksiz miyim?

T2: Haklisin ya, tabiik Bu iki saatte karsilastiginiz olumluluklar ve giicliiklerden baslayalim.
(Giilerler) O kadar atesli dedin ki(...)

R: Peki vokeb (vocabulary) alistirmalarinizi naptiniz?

T1: Onlarda bence sorun yoktu. (.) Yine de ben de kitabin bu kelime yiiklemesini fazla
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buluyorum.

R: Peki, gelelim post riiding (post-reading) aktivitesine. Nasil gitti?

T1: Oyun ¢ok eglenceliydi. Ya(.) Benimkiler bi heyecanlandilar(.) Bende(.) bir grupta bir kisi
eksik vardi, ben de katildim valla(.)

T3: Evet, bu oyun bence renk katt1 derse(.)

R: Neden peki, (.) daha 6nce de grup caligmalar1 yapmiyor muyduk?(.)

T3: Acikgast bu biraz degisikti(.) Nasil diyim, ¢ocuklar ders havasindan siyrildi biraz(.) Yani
rahattilar(.) Siirekli zaten diyolar ya(.) biz ¢ok calisiyoz(.) Haftada otuz saat derse giriyoz(.)
T4: Haklilar aslinda(.) Bu aktivite dersi monotonluktan uzaklastirip, ¢esitlilik sagladi bence.
Aktivitelerin ¢esitlenmesi (.) Iyi di mi?(.) Tek diizelikten s1yrilmak lazim(.)

T1: Ama, sadece eglence degil, 6grendiklerini(.) ne kadar farketmeseler de onlar(.) bizler
vurgulamaliy1z bence(.)

R: Peki bi dakka. Oyunu, eglenceli oldugu kadar 6gretici yani neydi sizce?(.)

T1: Ya, su vardi basta(.) Mesela(.) grup iiyeleri(.) birbirlerinin yeteneklerini tanimis ki(.)
ornegin resmi A ¢izsin(.) sarkiy1r B sOylesin(.) gibi(.) kim nerde daha iyiyse onu yapsin ki,
puan alalim derdine diistiiler. Bu(.) bence art1 bisey. Herkesin(.) kendinin de tabi, giiclii
yanlarini bilmek(.)

T2: Bide(.) dersle pek ilgilenmeyen(.) 6grencileri aktif hale getirmesi(.) iyiydi(.)

T3: Evet, hani bir soruda da(.) eee(.) matematiksel islem yaptirtyorlardi ya (.) Allahim(..)
“hocam(.) karakok ne demek?(.) Denklemin Ingilizcesi ne?(.) Sorabilir miyiz?”

T5: Biliyomuydun ya?(.) (Giilerler)

R: Peki herhangi bi giigliik?

T4: Ya, giicliikk mii(..) degil mi(..) bilmem ama(...) Benim bisey geldi aklima. Acaba hani bu
oyun(.) Graniyum(.) (Cranium) bunu ¢ocuklar oynarken aklima geldi(.) Hi¢ video goriintiisii
var m1?(.) Cocuklar 6nce izler, sonra oynarlardi(.)

T1: Fena fikir degil ama, yine de bence(.) yaraticiliklarini etkileyebilirdi. O zaman
nolcakt1?(.) Orda gordiiklerini(.) soracaklardi(.)

R: Hi¢ aragtirmamistim arkadaslar. Sagolun, iyi akil ettiniz(.) Bakayim var mi1 video
goruntusi.

T2: Okuduktan sonra(.) oynamak hem komprehensin’t (comprehension) hem de ¢oklu zeka(.)
olay1 iyice kazindi bence(.) ¢ocuklara(.)

T1: Ya, iyi de(..) Ne geliyo(.) benim aklima(.) Simdi bu ders planlarin1 sen hazirliyon(.) biz
uyguluyoz(.) Diyorm ki(.) bizler hazirlayabilcek miyiz? Hem zaman(.) hem de yaraticlik

gerekiyo gibi(..)
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T2: Evet ya(.) zor mu?(.) ¢oklu zeka aktiviteleri hazirlama el kitab1 diye bisey var mi?(.)
(Gtlerler)

R: Peki arkadaslar, o zaman(.) yarin ben bize bu konuyla ilgili okumalar getiriyorum(.)

T1: Cok uzun olmasin haa(.) (giilerler)

R: Bagtistiine, efendim(.)(!) nasil buyurursaniz(.)(!) Pekiii, gelelim 6niimiizdeki haftanin ilk
iki saatine. Onbirinci liniteye basliyacaz(.) Konu yemekler, yiyecekler(.) ve aslinda genleriyle
oynanmis yiyecekler(.) Yemek konusuna bi sarkiyla baglicaz, Tom’s Diner.

T2: Su melodisi olmayan versiyonu di mi?

R: Evet, Bunu se¢gmemdeki amag¢ dinir’dan (dinner) dan baslayip sarkida gecen ‘midnayt
piknik’i de (Midnight Picnic) kullanip yiyeceklere geg¢is yapmak. Sarkini lirigini 6grencilerin
eline verip takibini isteyelim(.) Ilk okuma icin bes tane de sorumuz var(.) Komprehensin
niteliginde. Sonra plandan da takip edersseniz(.) getting redi (getting ready) sorulari geliyor(.)
sinifta tartigilabilir. Bunun {igiincii sorusuyla “modern farming” (modern farming), “modern
fuud prodaksin metids” a (modern food production methods) gegis yapcaz(.) Hemen
arkasindan bu resimleri gosterip ciem fuud’a (GM Food) gelebiliriz. Ekstra resimler sibisi
niiws onlayn (CBC News Online) sitesinden de temin edilebilir arkadaslar. Sonra pargaya
gecelim(.) 1k okumada topik (topic) ve paragraf numaralar1 eslestirme aktivitesi var. Ikinci
okumaya zamanimiz yetmeyebilir(.) Aaa, unutmadan(..) Arkadaslar(.) pire tii¢ (pre-teach)
etmemiz gereken dort tane de kelimemiz var. Bi de okumaya baslamadn 6nce 6grencileri sikil
baks’a (skill box) yonlendirelim(.) Sey var orda(...) eee, bir fikrin lehinde ve aleyhinde
oldugumuzu belirten for (for) end (and) egeinst (against) fireyzleri (phrases). Sorumuz,
sorunumuz var mi?

T1: Benim var(.) Gitmeden bi ¢ay daha igsek(.) (giilerler)

R: Peki arkadaslar, igelim (...)

Day 8

R: Son toplantimiza hosgeldiniz arkadaslar(.) Nasilsiniz?

T1: Yaaa(.) olmaz biz alistik senle hergiin toplanmaya(..) Liitfeen(.) hergiin toplanmaya
devam edelim(.) (giilerler).

R: Ask olsun(.) sdylediklerini ciddi ciddi diisiiniirsem(.) Evet, bu daha ¢ok(.) genel bir toplanti
olsun istiyorum(.) Iki haftalik bu siire¢ nasildi? Son iki saatimiz iizerine konusmadik(.) Onu
da i¢ine alacak bir sekilde sonlandiralim(.) Buyrun(.)

T3: Bence(.)hem benim hem 6grencilerin agisindan gayet, iyiydi. Degisik seyler yapmak beni
de motive etti(.) Ama en dnemlisi(.) bence artan 6grenci ilgi ve katilimi(.)

T5: Hazirladigin materyaller gergekten de (.) ee, nasil diyim(..) hem eglenceli, hem de
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ogreticiydi(.) Evet(.) hi¢ ilgilenmeyen Ogrencilerin bile dikkatini ¢ekebildik(.) Derse
katilmalarini sagladik(.)

T4: Ve bi de bence(.) bireysel farkliliklarin(.) hem biz(.) hem de 6grenciler farkina vardik(.)
Tabi ki canim, illada herkes(.) tek bununla 6grensin diye bisey yok(.)

T2: Su da var ama(.) Ogretimimizi cesitlendirip, bireysellestirmekle(.) tamam ¢ok daha fazla
Ogrenci grubuna(.) ne bilim, ¢ok degisik 6grenme stillerine hitap edebililiriz(.) Ama bunun
icin(.) cok calismaliy1z(.) ¢ook(.) (giilerler) Yani diyorum ki(.) bu bizim i¢in zaman(.) ha bi de
enerji demek(.)

R: Haklisin(.) Ama(.) sunu diisiin ne diyip duruyoduk(.) Biz, bu dgrencilerimizi nasil motive
etcez?(.) derse nasil katilimi artircaz?(.) Sunu soruyim: Elimizdeki ayni imkanlari(.) kitabi
kullanarak bir farklilik olusturduk mu bu onalt1 saatte?(..)

T1: Evet(.) Simdi de buna deymedi mi dicen dimi?(.) O zaman biraz daha deneyip,
yayginlastirmaya c¢alisalim yaptiklarimizi(.)

T3: Yaa, aslinda bisey dicem(.) Bu teori(.) bizim zaten yapmamiz gerektigine ve “iyi hocalar”
olarak zaten yaptigimiz seyleri 6nermiyo mu?

T5: Bak, bak(.) nasil da 6vdii bizi, ayakiistii(.)

T1: Hakli canim(.) (gtilerler)

T3: Eee, o zaman bunlar bizim 6gretim anlayisimizla(.) uyusuyo(.) o zaman(.) cabaya da
deger.

R: Pekiy, birkag¢ soru daha sorucam. (.) Hocalar olarak siz neler hissettiniz?

T2: Ya ben gayet mutluydum(.) ¢linkii disiplin problemi yani ne biliym iste, “sen uyuma!”(.),

',,

“sen ¢izme!”’(.) bunlar1 demedim.

T4: Bi de(.) Suna inantyorum ben(.) Bizim hissettiklerimiz 6grencilerin bize hissettirdikleri(.)
T1: Vaaaoov!(.) ne s6z ama(.) ne demek bu ya?(.)

T4: Su demek(..) Onlar motiveli ise(.) ben de motiveliyim(.)

R: Peki, burdan suraya atlayayim o zaman(.) sinif atmosferi pozitif miydi?

T3: Bence dyleydi(.) Aradaki pozitif iletisimi(.) ben hissettim.

T5: Yaaa(.) Genelde konusuyorsak evet(.) Ama benim(.) yine de bazi aktivitelere hig
katilmayan &grencilerim hep vardi(.) onlarmn ¢ogu da Ingilizce katilmak, konusmak
istemeyenlerden olusuyo(.) Ama mesela, bi 6grencim var(.) hani su fiilingleri (feeling) tahmin
etmeye calistiklart bir ekting aut (acting out) aktivitesi vardi(.) Bi tek o yapmak istemedi (.)
Yerimden kalkmasam diye(.) Ama bu da, kisisel tercihtir(.) di mi?

R: Tabiki(.) Ama zaten kuramda(.) ee, onlar1 zorlayalim, her tip aktiviteyi mutlaka yapsinlar

demiyo(.) bildigim kadariyla. Sadece(.) sinifa her zeka alanina yonelik aktiviteler gotiirelim



211

ki, zayif(.) olan zeka yonleri de gelisme gdsterebilsin(.) Bdyle bir(.) nasil diyim(..) inanista
var(.) bu teorinin 6ziinde(.)

T2: Mantikli(.) bana da(.) zamaninda elime saz verseler de(.) ne giizel tiirkiiler sdylerdim.

T3: Aman, iyi ki vermemisler(.) (giilerler)

R: Peki, arkadaslar. Hepimiz adma sunu soyleyebilir miyim?(.) Bizim konteksimizde
(context)(.) bu teori ve uygulamalar ise yarayabilir, devam edebiliriz?(.)

T1: De, de de(.) Pilot ¢alismalara bir siire daha devam edip, daha kesin sonuclara ulasmaya
calisalim(.). Aslinda sinavlarda da etkili olup olmadigina bakabiliriz(.) gibi,(.) miyiz?(.)

T2: Basariya olan etkisi gibi mi?(.)

T5: Ama(.) konustugumuzu hatirliyorum sanki(..) standart testlerden pek hoslanmiyo muydu
kuram(.) neydi?(.)

R: Evet, aslinda tlizerinde okumamiz gereken bi konu daha, Emay end essesmint (MI and
Assessment)(.) lizerine risint (Recent) makaleleri paylasip, okuyalim(.) Sesiniz ¢ikmiyo(.)
(gtilerler) Peki, siiktit ikrardandir diyip(.) toplantiya nokta koyalim(.) Cook, ¢ok tesekkiir
ederim arkadaslar.

T1: Yarin toplantyoz di mi?(.) Kaytarim demeyin(.)

R: Tamam, toplanalim.(giiliismeler) Iyi aksamlaar arkadaslar!
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