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Abstract 

Teacher decision-making and pedagogical reasoning have been extensively investi-
gated in the last two decades. However, there is a scarcity of research that examines 
the two constructs together in one single study. This study was an attempt to address 
this gap by implementing a teacher education course using the self-evaluation 
of teacher talk (SETT) framework that aimed to reshape the decision-making and peda-
gogical reasoning of ten non-native teachers. Data were collected over a 10-week 
period through Camtasia, which facilitated video-stimulated recall sessions. Con-
versation analysis was employed to analyze the interactions in classroom context 
between the learners and the novice teachers and the interactions between the nov-
ices and the first researcher-as-a-participant or experienced teacher. The findings 
showed that the novices relied on the SETT-oriented metalanguage to justify their 
decisions after the teacher education course (POST-TEC). In addition, although in the 
PRE-TEC phase, they lost their temper and codeswitched because of frustration 
when facing learners’ reticence, they used a number of useful interactive decisions 
such as avoiding teacher echoes and on-the-spot corrections during discussions 
in the POST-TEC. It can be concluded that examining the SETT modes separately 
contributes to our richer understanding of classroom discourse, as each mode has its 
own specific pedagogic goals that teachers should pay attention to in their classroom 
decisions. Suggestions for further research and implications for making the decision-
making and pedagogical reasoning of language teachers more explicit are provided.

Keywords:  SETT framework, Classroom context mode, Teacher decision-making, 
Pedagogical reasoning, Video-stimulated recall

Introduction
Teachers’ decision-making with its pervasive and unconscious nature frequently affects 
teachers’ professional life (Krepf & König, 2022). It can be viewed as the embodiment of 
the teaching skills and strategies that the teachers have acquired throughout the course 
of their professional development (Silver et al., 2019). Owing to the nature of teaching, 
teachers permanently encounter such classroom situations in which they are obliged to 
make online and on-the-spot decisions (Stefaniak et al., 2021). The importance of class-
room decision is so crucial that Brumfit and Rossner (1982, p. 229) categorized it as the 

*Correspondence:   
saeediansam1@gmail.com; 
ssaeedian@sina.tums.ac.ir

1 Department of Foreign 
Languages, TUMS International 
College, Tehran University 
of Medical Sciences, Tehran, Iran
2 Department of English 
Language and Literature, 
Faculty of Foreign Languages 
and Literatures, University 
of Tehran, Tehran, Iran

http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://crossmark.crossref.org/dialog/?doi=10.1186/s40862-023-00208-2&domain=pdf
http://orcid.org/0000-0002-5305-0349
http://orcid.org/0009-0005-3689-1532


Page 2 of 19Saeedian and Ghaderi ﻿Asian. J. Second. Foreign. Lang. Educ.            (2023) 8:36 

base or the constituent of their proposed ‘decision pyramid’ without which there would 
“be no apex.” Teacher decisions are also indirect indicators of their cognitive processes 
and pedagogical knowledge which can have substantial effects on student learning (Shul-
man, 1987; Stefaniak et al., 2021). In this study, decision-making refers to the decisions 
made by novice English as a foreign language (EFL) teachers throughout the class time. 
The term ‘online’ decision-making, meaning all abrupt or pre-planned decisions made 
by teachers whilst teaching, has also been interchangeably used instead of decision-mak-
ing throughout the study.

Closely connected to decision-making is another term called pedagogical reasoning 
by Shulman (1987). It is regarded as a process and is beneficial from two aspects: (a) it 
can make for changes in understanding, and (b) it can be a platform on which teachers 
can base their knowledge base. This process encompassed six phases, namely (a) com-
prehension, (b) transformation, (c) instruction, (d) evaluation, (e) reflection, and (f ) new 
comprehension. In line with Shulman’s (1987) definition, in this study, pedagogical rea-
soning is considered as a process consisting of all six phases. An attempt was made to 
keep track of the development of the novice EFL teachers in terms of the phase they 
were in at the outset of the study and the one they concluded with.

A number of studies have investigated teacher decision-making (e.g., Krepf & König, 
2022; Riley, 2019; Siuty et al., 2018) and pedagogical reasoning (e.g., Masinire & Ruszn-
yak, 2018; Rainey & Storm, 2021) independently from each other. However, only a few 
studies in which the two concepts were scrutinized in conjunction (e.g., Khatib & Saeed-
ian, 2021a, 2021b; Martin et  al., 2017) can be found. Despite the relatively substantial 
literature on the two constructs, the lack of research exploring them jointly seems like a 
blind spot in the knowledge base of teacher education. The exigency for further inquiry 
into this domain becomes more pronounced in light of the fact that these two concepts 
are inextricably linked to each other (Forkosh-Baruch et al., 2021; Stefaniak et al., 2021). 
Pedagogical reasoning stems from “what teachers know, believe, and think” (Borg, 2003, 
p. 81) and as such it affects the decisions they make in their instruction. Therefore, stud-
ying teachers’ classroom decision-making and their pedagogical reasoning for those 
decisions is essential for improving the teachers’ understanding of their thinking and 
instructional practices.

To improve such an understanding, teachers can take the lead and start moving toward 
their own development. Teacher development has a personal dimension (Akiri & Dori, 
2022; Watkins et  al., 2021), and the importance of self-initiated professional develop-
ment for teachers has been underscored by Shen and Bai (2019), who asserted that the 
teachers in their study were not equipped with effective education and represented a 
felt need for professional development to reach an acceptable level of effective pedagogy 
(; Huber, 2012). Self-directed professional development enables teachers to gauge their 
success, identify the areas of their achievement, and create opportunities for personal 
development (Everard & Morris, 1985; Pella, 2015).

While there are a few instances such as Coombe et al. (2007) and Howard and Don-
aghue (2015), Borg and Edmett (2019, p. 656) argue that “research on teacher educa-
tion is not widespread.” Therefore, this study was a step toward bridging this identified 
gap. In addition, to bring in more novelty concerning the role of teacher evaluation 
in developing novice EFL teachers’ pedagogical reasoning and decision-making, 
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Walsh’s (2011) self-evaluation of teacher talk (SETT) framework was implemented in 
the study. Despite the clearly defined nature of the SETT framework, there remains a 
noticeable paucity of research coping specifically with its pedagogic goals and inter-
actures (interactional features), either in part or as a whole. A search of the literature 
on the topic of this framework indicates that SETT has received considerable atten-
tion (e.g., Saeedian, 2022; Skinner, 2019; Walsh, 2006a, 2006b, 2011), but few records 
of previously published articles focusing on restructuring novice teachers’ classroom 
decision-making and pedagogical reasoning can be found (e.g., Derakhshan et  al., 
2023; Khatib & Saeedian, 2021a, 2021b).

All in all, this study investigated how novice Iranian EFL teachers’ classroom deci-
sion-making and pedagogical reasoning develop regarding pedagogic goals and inter-
actures of one of the SETT modes, namely classroom context mode, which has not 
been examined so far. The classroom context mode is where meaning and function 
prevail over form and the students find a space to engage in negotiation of meaning. 
The teacher grants his agency to the learners and allows them to take charge of their 
learning. In this context, the teachers’ actual pedagogical reasoning and decision-
making before and after the teacher education course (PRE- and POST-TEC) were 
identified. The study, then, aimed to chronicle what the teachers decided to do and 
why they decided to do so at the beginning of the study so that it could be later com-
pared with the development they made at the end of the teacher education course. 
The teachers’ actual decisions are assessed through video vignettes of their own real-
time classroom instruction. This method of classroom interaction analysis is referred 
to as scenario-based analysis, and it is eminently useful in raising the teachers’ con-
sciousness of their own actual practice in the classroom. By observing the real sce-
narios, the teacher finds a meaningful opportunity to identify points of improvement 
while also benefitting from the expert mentoring of the teacher educator.

Literature review
Self‑evaluation of teacher talk

The SETT framework, whose basis is on teacher talk, contends that a lesson stage 
(e.g., classroom initiation stage and teaching vocabulary or content) can severely 
impact its pedagogical purpose and accordingly proposes four modes, each with their 
specific distinctive ‘fingerprints’ (to use the term from Seedhouse, 2005). Seeking to 
actualize this potential practicality of the framework, all of the four modes, along with 
their pedagogic goals and interactures were involved in investigating the professional 
development of novice English teachers’ pedagogical reasoning and decision-making 
in this study (Hobbs, 2013; Li & Dervin, 2018).

Although the modes are simply representative, and not comprehensive, the adapt-
ability of the framework renders its use quite feasible in local contexts (Walsh, 2011). 
After many years of research on language teaching and learning, it is now a widely 
accepted maxim that there is no single fixed second language (L2) context; instead, 
both teachers and learners engage in the co-construction of meanings and the local 
context (Lantolf & Thorne, 2006), which is “transformable at any moment” (Drew & 
Heritage, 1992, p. 19).
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Classroom context mode

Classroom context mode seems to be in total contrast with skills and systems mode, 
which has already been explored by Saeedian (2022), inviting other scholars to elabo-
rate on the modes separately. The power of agency shifts from the teacher to the local 
context in classroom context mode. Turn-taking and competition for holding the turns 
are mainly controlled by learners. In a similar vein, topic selection is managed by the 
learners in accordance with the local context (Jacknick, 2011). The teacher loses his 
dominance, which provides learners with the opportunity to manage all the required 
interactional space. Referential questions, for which the teacher seeks an answer because 
he does not really know it, substitute for display questions. Overall, the pedagogical ori-
entation refrains from practicing linguistic forms and is directed toward more genuine 
communication. The interactures in this context and their effect on student engagement 
were explored in Derakhshan et al. (2023). A comparison is also done between novice 
and experienced teachers. However, the study addresses neither the pedagogical reason-
ing nor the decision-making of the teachers and how they develop over the course of a 
TEC initiative. In fact, the researchers have included these considerations in their sug-
gestions for further research.

As Table  1 illustrates, three pedagogic goals are to be achieved through classroom 
context mode. It initially aims to engage learners in a holistic way, focusing on enhanc-
ing their oral fluency based on their own desire rather than limiting them to their roles 
merely as learners (Walsh, 2011). It revives the spirit of clear self-expression in learners 
by motivating them to make their contributions without being worried about erroneous 
utterances (Waring, 2011; Waring et al., 2016). Establishing a classroom context is the 
final goal of this mode, which facilitates higher leaner engagement (Derakhshan et al., 
2022a, 2022b). In this context, learners play a more prominent role, manage turn-taking, 
maintain a topic or change it while the teacher is simply supporting or listening to them.

Because this mode focuses on fluency, its most defining interacture is constructing 
more interactional space for learners by having more extended learner turns as opposed 
to shorter teacher turns. Learners’ mistakes are generally ignored, and instead of focus-
ing on correcting form-related errors, remarkably more weight is given to content-
focused feedback. Display questions are replaced with referential questions, which are 
genuine, and the teacher does not really know what responses learners might provide. 
This mode has two interactures in common with other modes. In line with ‘materi-
als’ and ‘skills and systems’ modes, scaffolding is one of the interactures in this mode. 

Table 1  Adopted classroom context mode of the SETT framework (Walsh, 2011, p. 113)

Mode Pedagogic goals Interactures

Classroom Context To enable learners to express themselves 
clearly

Extended learner turns

Short teacher turns

To establish a context Minimal repair

Content feedback

To promote oral fluency Referential questions

Scaffolding

Clarification requests
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Clarification requests are also shared between this mode and the skills and systems 
mode.

Decision‑making and pedagogical reasoning

Because teachers’ decisions can have a substantial impact on students’ academic achieve-
ment (Südkamp et al., 2014), and student achievement is the ultimate goal of all educa-
tional initiatives (Desimone, 2009; Johnson & Golombek, 2011), it is of high importance 
for teachers to participate in situations where they can reconsider and restructure their 
teaching practices, which in turn leads to more cogent decisions (Smith & Loughran, 
2017; Xu & Stefaniak, 2023). Decisions are thus affected by teachers’ teaching practices 
(Asghari et al., 2022), and these practices are affected by how importantly teachers view 
their own roles as “agent(s) of change” or “decision maker(s) in the classroom” (Yoshida, 
2011, p. 144). The former coveys a promising message in that it stipulates the idea that it 
is teachers who decide to take a forward or backward step toward their own professional 
development. The latter, while being influenced by how the first role is played, concerns 
the “students’ learning experiences and educational trajectories” (Südkamp et al., 2014, 
p. 5), meaning that teachers’ decisions can directly have a constructive or detrimental 
influence on the path a student undergoes.

One of the “central aspect(s) of teacher cognition,” Richards (2011, p. 19) stated, is 
teacher pedagogical reasoning. Through exemplifying, he justified how teachers could 
use pedagogical reasoning to pave their own way in fulfilling such tasks as evaluating 
the content of a lesson and setting special goals to be achieved upon completion of 
that lesson (Berliner, 1986). In addition, the same was done to fulfill predicting poten-
tial problems that may occur during teaching the lesson and making cogent context-
sensitive decisions to conduct the lesson and overcome those problems (Bailey, 1996; 
Harmer, 2007; Sliver et al., 2019). Such teacher reasoning has been studied in Watkins 
et al. (2021), for example, to show how teachers viewed the pedagogical process in their 
classes. However, the data in this study comes from only two teachers. Besides, although 
the study employs real teaching scenarios in the interviews conducted with the teach-
ers, the decisions teachers make are not analyzed and this provides a limited view of the 
actual pedagogical reasons the teachers report.

Pedagogical reasoning initiates with comprehension and terminates with new compre-
hension after passing through four other phases. The first step to teaching is understand-
ing the content of the subject matter, preferably in different ways, and having the ability 
to link a specific idea to other ideas within and beyond the subject area in question. 
Understanding the content does not merely lead to having a knowledge base in teaching, 
though. Understanding the underlying purposes why that content is taught is deemed to 
be essential as well. In fact, there are some ‘to’ verbs for teaching. For instance, we teach 
to achieve educational goals, to assist students to develop literacy, to improve our own 
practice skills to reach excellence, and so forth. A combination of comprehension of con-
tent and purposes fails to guarantee the knowledge base and to differentiate “a teacher 
from non-teaching peers” (Shulman, 1987, p. 15). The key to solve this problem, thus, 
lies in Shulman’s (1986) highly cited paper, where he stated that content (what is known) 
and pedagogy (how to teach it) need to be embodied as they are integral parts of under-
standing. This coalition enables a teacher to transform the content into “pedagogically 
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powerful” forms (Richards, 2011, p. 20) that are tailored or tuned to the students’ level of 
proficiency (Forkosh-Baruch et al., 2021).

Central to the pedagogical reasoning model is new comprehension, which is com-
monly called “the “aha” of a moment” (Shulman, 1987, p. 19). The concept of the ‘aha’ 
moment has found its way in research on the purview of teacher education (e.g., Can-
iglia et al., 2017), where it is considered a “form of reflective practice” (p. 55).

In conclusion, although Shulman’s pedagogical reasoning model is a valuable frame-
work based on which teacher educators become aware of the way decisions are made 
(Starkey, 2010; Watkins et al., 2021), caution should be exercised when using this model. 
Presenting the aspects of the model in sequence should not be interpreted as a rigid plan 
to follow. In fact, there is no hierarchy among these aspects; each is equally weighted 
and preferred, but their appearance or non-appearance depends on acts of teaching. 
In light of the aspects of teacher decision-making and pedagogical reasoning that need 
more investigation, the following research question guided this study.

How does engagement in the SETT-based teacher education course reshape novice 
Iranian English language teachers’ decision-making and pedagogical reasoning?

Method
Design

While being qualitative, the study benefitted from pre- and post-design with a treatment 
phase in the middle. In other words, it enjoyed a causal design in which the researchers 
observed how the independent variables (i.e., SETT) impacted on the two dependent 
variables of decision-making and pedagogical reasoning.

Participants

The participants of this study consisted of novice EFL teachers who were teaching in 
a private English language institute in Kurdistan, Iran. According to a purposive sam-
pling strategy, that is recruiting participants who will be most useful in answering spe-
cific research questions to gain in-depth insights into the topic, 12 teachers who met 
the desired criteria and agreed to contribute to the study were initially identified. How-
ever, two of these teachers had to stop their collaboration due to quitting their jobs and 
the lockdown of their institute caused by the Coronavirus pandemic. In line with Far-
rell (2012) and for the teachers to be identified as novices, only those with fewer than 3 
years of teaching experience were chosen to take part in this online-based study. Also, 
the first researchers, who had more than 10 years of teaching experience, was closely in 
touch with the participants, collected the data, and taught the SETT-based TEC. There-
fore, he is sometimes referred to as an experienced teacher. In this regard, Nassaji (2020) 
stated that A basic characteristic of qualitative research is the issue of researcher posi-
tionality, which requires researchers to maintain an active role throughout the study. 
As indicated in Table  2, the participating teachers were between 19 and 25  years old. 
With regard to teaching experience, two of the teachers had been teaching for over a 
year when the study began, while the others had entered the profession for no more than 
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8  months. Eight of the teachers were female, and two of them were male. In order to 
observe the codes of ethical research, all the aims and procedures were clarified for the 
teachers before the study began, and their written consent was sought. Furthermore, to 
ensure that their identity remains confidential, teachers number 1–10 will be referred to 
as T1–T10.

Instrumentation (instruments and materials)

In order to collect the required data, three instruments, namely teaching scenarios for 
the classroom context mode, classroom observation, and video-stimulated recalls were 
utilized. Furthermore, the SETT framework, described by Walsh and Mann (2015, p. 
357) as an “ad hoc self-observation” instrument, was employed throughout the data col-
lection. The three pedagogic goals of the classroom context mode on the SETT frame-
work were the main source to design the teaching scenarios.

Teaching scenarios

The researchers meticulously used the three pedagogic goals of the classroom context 
mode of the SETT framework to design the teaching scenarios. To ascertain that the 
content of the scenarios aligned with the articulated pedagogic goals, the comments 
highlighted by the three experts (i.e., two Associate Professors and one Full Professor in 
Applied Linguistics at one of the universities in Tehran, Iran) were applied. The experts 
offered to combine the scenarios so that they matched the pedagogic goals of the mode. 
This led to reducing redundancy and making the scenarios more comprehensive and 
reflective of the specified pedagogic goals. Therefore, although there were ten teaching 
scenarios at the beginning for this mode, the number decreased to five.

Classroom observation through Camtasia

The first researcher observed each teacher’s class for four sessions (2 weeks) before and 
12 sessions (6 weeks) after the teacher education course. As there were 10 novice EFL 
teachers in this study, an overall 160 sessions were observed. The data collection was 
completed in 10 weeks; 8 weeks for recording and analyzing the observations and 2 
weeks for the teacher education course. Two sessions of each single teacher’s class were 

Table 2  The demographic information of the teacher participants

Participants (age) Gender Experience (years/months)

Researcher (30) Male 10 years and 6 months

T1 (25) Female 1 year and 9 months

T2 (22) Female 1 year and 2 months

T3 (22) Female 8 months

T4 (21) Female 4 months

T5 (20) Male 8 months

T6 (20) Female 8 months

T7 (20) Male 5 months

T8 (19) Female 7 months

T9 (19) Female 4 months

T10 (19) Female 4 months
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observed weekly and, on the weekend, a private online session was managed with that 
teacher to deal with the observed classes to check the teacher’s pedagogical reasoning. 
Thus, there were eight one-on-one sessions (two in the PRE-TEC and six in the POST-
TEC) during the process of data collection with every single teacher to see the pedagogi-
cal reasoning of each teacher for the specific decisions actually made in the classroom.

For the purposes of classroom observation, the teachers’ classes, which were all online 
and held on Google Meet and/or Skyroom, were audio- and video-recorded by Camta-
sia, a powerful screen recording software program developed by the TechSmith Com-
pany. Camtasia has aided the process of research in a variety of classroom contexts 
(Smith & Smith, 2007), especially in English as a second language (ESL) classrooms 
(Gromik, 2007), and it is available for use at http://​www.​techs​mith.​com/​camta​sia.​html. 
With a large number of affordances and a user-friendly environment the software pro-
vides, it will prove valuable for future EFL classroom research (Dewi et  al., 2020). In 
fact, the need for video-assisted second language teacher education (SLTE) programs 
has been called out by Hüttner (2019), who states “there is a surprising dearth of struc-
tured integration of video in teacher education programs” (p. 483). In the same vein, this 
study benefited from video-stimulated recalls as a powerful tool of data collection (Gass 
& Mackey, 2000; Mann & Walsh, 2017). As Martinelle (2020) and Yuan et  al. (2022) 
suggest, these videos can be employed as a methodology to aid teachers in their effort 
to recall the pedagogical decisions they made and to reflect on those decisions (Allan, 
2018).

Video‑stimulated recalls

Stimulated recalls, which are the same also called “postprocess oral observation” and 
“Retrospective reports” by Gass and Mackey (2000, p. xi, italics original), were employed 
to gather the data. It is gaining increasing advocacy in research on the purview of the 
L2, in general, and on the area of SLTE, in particular (Borg, 2003). In stimulated recalls, 
teachers are engaged with their own real performance (Gass & Mackey, 2000).

Data collection

Prior to data collection, the participants were contacted to ensure if they agreed to par-
ticipate in all phases of the study. Upon the participants’ agreement and receiving their 
consent form, the researchers compared their actual PRE-TEC decisions and reasons 
with their POST-TEC decisions and reasons. Through this comparison, the teachers’ 
development regarding their instructional decision-making and pedagogical reasoning 
could be traced.

As Table  3 shows, upon discovering the teachers’ PRE-TEC actual decision-making 
and their possible pedagogical reasoning, the TEC phase was run for 2 weeks. One 5-h 

Table 3  Overview of the collected data

*Every session took 90 min, and each teacher’s class was observed biweekly

Participants’ pseudonyms The data collection time and number of sessions* observed

PRE-TEC (2 weeks) TEC (2 weeks) POST-TEC (6 weeks)

T1–T10 4 sessions 4 sessions: each session for one mode 12 sessions

http://www.techsmith.com/camtasia.html
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session, including its two 20-min breaks, was dedicated to classroom context mode and 
its details so that the participants could fully master the mode and distinguish it from 
the others. The teachers were also provided with some tasks in which the discussed 
mode was reflected. These tasks were mainly videos extracted from the teachers’ own 
teaching practice.

Data analysis

To answer the research question, the PRE-TEC observations were analyzed to reveal 
the teachers’ actual decisions. While benefitting from stimulated recall sessions, the 
researchers analyzed the teachers’ pedagogical reasoning for their decisions that they 
made during their observed classes through conversation analysis (Rädiker & Kuckartz, 
2020).

Table  4 was employed to make the data collection more systematic. The PRE-TEC 
observations were analyzed to see what decisions the teachers actually made. Thus, with-
out any need for novice-experienced interactions, the teachers’ decisions were already 
revealed. Through replaying these cut scenarios in which the teachers’ actual decisions 
were represented, the interactions between the novice teachers and the experienced 
teacher were formed. From this part, the study benefitted from conversation analysis to 
uncover the reasoning behind each decision made by the teachers. Walsh’s (2011) study 
in which he found four classroom modes, was consulted to make this part more sys-
tematic, make comparisons between the teachers’ PRE- and POST-TEC decisions and 
reasoning possible, and more importantly, facilitate the pathway of their development in 
these two concepts. In fact, by doing so, the researchers determined whether the teach-
ers’ decisions rested on the four modes, more specifically classroom context mode, and 
in what phases the teachers made important decisions.

The researchers followed Rädiker and Kuckartz’s (2020) advice regarding showcasing 
the key points of interactions in preference to writing them word-by-word to make the 
analysis plausible. Of course, a number of verbatim transcriptions of the interactions 
between the novice teachers and the experienced teacher have been mentioned to help 
justify the findings (more will be provided to interested readers upon request).

Table 4  Identifying interactures of classroom context mode and rationalizing the decisions

Interacture Examples from the 
recording (Time)

Your decision at 
this interacture

Your reasoning at 
this interacture

To what extent do 
you think that your 
use of language and 
pedagogic purpose 
coincided?

A. Extended learner turns

B. Short teacher turns

C. Minimal repair

D. Content feedback

E. Referential questions

F. Scaffolding

G. Clarification requests
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Results
After receiving the three experts’ recommendation, we reduced the number of scenar-
ios to five. These scenarios were in line with the pedagogic goals of classroom context 
mode. Two scenarios were assigned to the first two goals, but the third goal was reflected 
only in the third scenario of the mode. The POST-TEC findings of the first scenario 
revealed that all of the teachers in some parts of a single session prepared the stage for 
the learners to discuss a topic and relate it to their own real life. When the topic was 
set, the learners could be seen grabbing and holding the turns for a longer time, offer-
ing the stage and retaking it, and subsequently, shorter turns from the teachers could be 
observed. They were all in favor of what they were performing and considered extended 
learner turns as the most desirable point of their own class. They argued that the more 
such learning opportunities were provided for the learners, the more their learning 
would be facilitated.

Other pertinent interactures such as no correction of the learners’ ill-formed utter-
ances or lack of form-focused feedback could be noticed in this scenario as well. Where 
the learners failed to continue the discussion, they were asked some referential questions 
so that the challenge would be reheated. The teachers believed any further interruption 
than making use of referential questions would lead to shortening the learners’ turns, 
which shows they knew what they were doing and why. Not all their utilized interactures 
were germane to the mode, however. They also used some signposts or discourse mark-
ers (e.g., OK? aha? …) with a rising intonation, claiming that they were inviting the learn-
ers to extend their turns and minimizing their own turns as much as possible. T4 stated 
that instead of asking the learners to “tell me more examples,” “I only said ok? it means 
I need more… tell me more and my TTT becomes less and less”. She preferred the lat-
ter sentence for two reasons: (1) to avoid extending her own turn and (2) to open more 
space for the learners. This decision can be regarded as a step toward professionalism 
because the teacher was aware of the possible effects it will have for student learning.

In another attempt to empower the learners to express themselves clearly, the fourth 
scenario was designed to check the teachers’ reactions when the learners produced 
short, albeit accurate contributions. The number of referential questions being asked 
from the learners increased to a great extent when this was the case. The teachers mainly 
asked such questions as “what do you mean by that? [T1, T2, T3, T6, T8, and T9],” “Can 
you explain more? [T1, T3, T4, T5, T6, T7, T8, T9, and T10],” and “Can you say why? 
[T5]” for which they did not know the answer. These could also be regarded as clarifica-
tion requests as they were asked when the teachers were not satisfied with the learners’ 
amount or quality of contributions. The use of these questions was a reassuring way for 
the teachers to minimize their own turns and extend those of the learners. Although 
it could be assured that the learners extended their turns through these questions, it 
was only through scaffolding that the teachers ensured that the learners could express 
themselves clearly. Sometimes the teachers went for reformulating the learners’ output 
instead of asking them to rephrase their utterances and rationalized their decision by 
not getting the type of response they expected. Sometimes they modelled one response, 
especially when one topic was chosen and some ideas extracted from the learners’ minds 
were jotted down on the board, but the learners failed to use the ideas in their own 
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sentences. Finally, they sometimes extended the learners’ contributions when they failed 
to discuss the topic under consideration the way the teachers expected.

In excerpt 1, having instructed comparative and superlative adjectives and all the 
related exercises in the book, T10 asked the learners to personalize the topic and discuss 
three items of one product they favored more. They all did so, but here S1’s contribu-
tion was analyzed as she initially sufficed to mention a short response, but thanks to 
the teachers’ clarification requests and scaffolding, she included almost all the instructed 
points regarding the use of the two types of adjectives.

Excerpt 1. Empowering learners to clearly express themselves in classroom context 
mode in the POST-TEC 

20 E: (after watching the video playback) as we just saw…

er… this video was exactly a reflection of the scenario. How do you evaluate your own performance? 
Do you think what you did was good?

21 T10: well, yes you’re right. well at first, Zhino (the learner’s
name) just said PS3 (PlayStation) is not convenient, and PS4 is more convenient, and PS5 is the most 
convenient but I needed more because it wasn’t enough

22 E: ok, good; how did you show that you needed more?

23 T10: (watching the video playback again) look here I said

and?… and the student also talked about the differences between the PS3, PS4 and PS5 (2) about 
intelligence and look she said her memory of using these three… she talked about the intelligence of 
PS4 and she said

24 S1: it is more intelligent (mispronounced) than… PS3 (3) I

can remember that when I bought PS4, I plugged the PS3 controller into that and it said it is PS4 not 
PS3! don’t plug PS3 controller there into PS4 (laughing) and it was funny and I said you are so intel-
ligent

25 E: good. it was a nice example. but why did you ask her to

speak more because she had already said three accurate sentences and had used the grammar (2) 
accurately?

26 T10: you’re right. She said some accurate sentences but I needed

more connections of this grammar to their real life and because I knew how interesting it was you 
know she talked about her idea about those PSs (laughing because he wasn’t sure of the plural 
word), I thought it was a good moment to ask her to speak more… so (2) I tried to ask her to speak 
more

In excerpt 1, T10 made use of a simple and short clarification request, namely and? in 
(23), and observed its significance in extending the learner’s turn in (24). The teacher’s 
demand for this more extended learner turn happened despite S1’s accurate and even 
long response, which included three sentences about her favorite game counsel. Prior to 
asking her the clarification request, the teacher carried a pedagogic goal (i.e., I needed 
more connections of this grammar to their real life), to which he linked his use of the 
interacture. The use of this short interacture demanded that the learner regain the floor 
and keep it for a more prolonged time. More importantly, the teacher’s effective use of 
the word and? was interpreted by S1 as a call for a more elaborate response, which was 
truly indicative of her real feeling when she was expressing the words as she burst into 
laughing at the time of expressing her opinion (in 23). This accounts for T10’s success-
fully fulfilled pedagogic goal, namely empowering the learner to express herself clearly, 
which was his reason for demanding that clarification.

The second and fifth scenarios were both reflective of the second pedagogic goal of 
classroom context mode, namely establishing a context for learners to extend their own 
turns. The second scenario dealt with learners’ unwillingness to continue the discussion 
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at hand and how the teachers attempted to solve the learners’ reticence. A number of 
useful interactive decisions were actually made by the teachers that helped engaging the 
learners who were not willing to take part in the discussion at the moment. These were 
thoroughly different from their PRE-TEC decisions, where frustration could evidently 
be visible through their lost tempers and codeswitches to their mother tongue. Very 
few teacher echoes, and even fewer types of corrections were seen. The teachers did not 
accept one-word responses from the learners and demanded them to extend their turns 
through the use of modeling, referential questions, and clarification requests like T8 in 
excerpt 2. Making use of referential question was the number one strategy employed 
by the participants when facing learner silence. When challenged by the experienced 
teacher for their frequent use of such questions, they argued that display questions were 
useful for improving accuracy, but the focal point at this specific scenario was fluency. 
Therefore, they were made aware of what they were performing and why.

In addition, through promoting modelling as a way to cope with the problem, they 
automatically dedicated some wait-time to the learners to ponder over their own 
sentences and reflect on those of their classmates. Interestingly, T3, T5, T7, and T10 
declared that the learners did not have to worry about their response as there was no 
single right one for their discussion topic. They even made the learners more motivated 
to partake in the discussions by allocating a certain degree of their final score (i.e., class 
participation) to those who could challenge their peers. Although a number of gram-
matical and phonological mistakes could be seen, all teachers, except for T1 and T8, only 
provided a type of feedback that was related to the content or the words stated by the 
learners and ignored their grammatically and phonologically erroneous productions.

In excerpt 2, T8 had instructed present simple and a number of adjectives in an ele-
mentary class and aimed to get the learners to activate the tense and the lexical terms 
through discussion. Many of the learners did not show any willingness toward the 
selected topic mainly because they seemed to lack any ideas to support themselves. 
Although discussions are not mainly bound to some specific sentences, the teacher’s 
strategic use of modelling, referential questions, and clarification requests contributed 
to engaging the learners in the discussion (i.e., extending learner turns and shortening 
teacher turns) as well as guaranteeing a certain degree of novelty among them.

Excerpt 2. Dealing with learners’ reticence in classroom context mode in the 
POST-TEC. 

1 E: what was your goal here?

2 T8: I wanted them to speak more and discuss about… about

their favorite course at school and use the grammar and vocabulary too, but you saw that they didn’t 
speak… they just said simple sentences like my favorite book is X or Y = 

3 E:  = but what you did was really great! I think, finally they

spoke a lot

4 T8: (smiling) oh thank you. yeah I used a sentence myself (she
wrote I like…) and write it on the board but again they just said their subject so I added because… and 
said one example I myself then again (laughing) they just said the adjectives and = 

5 E:  = I think it was good because they made longer sentences

and correctly
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6 T8: but it was discussion and talk show and they should speak

more so I asked them what do you mean? or for example here (replaying the related part in the video) 
why do you think psychology is interesting? then she said because I love the teacher we are friends and 
he says important things about life then another learner disagreed with her she said but teacher I hate 
psychology because = 

7 E:  = yeah sometimes unexpectedly a student says something

that heats up the discussion but here I think you played a really good role (3)

8 T8: thank you a lot. this way is a good way that we learned in

this course together (she means the TEC course) because in this way I know the students… use the 
correct grammar and words that we had in the unit and they also have some innovation if I (asking for 
the word in Kurdish) (4) take it hard on them or take it seriously and ask them why or even to say chal-
lenging things

In this excerpt, T8 was aware of her own pedagogic goal in (2). She intended to both 
activate the grammar and vocabulary items they had just learnt and promote their flu-
ency. Encountering the problem of reticence, the teacher attempted to establish the 
context by modelling (i.e., I used a sentence myself) so that the learners could cooperate 
more in the discussion. Tailoring her prompts to the learners’ needs, she added because 
in (4) and even modelled one example to facilitate the learners’ contribution. Although 
extended learner turns could be noticed at least theoretically (i.e., saying more than one 
utterance: I like … because…), the teacher sought for help from clarification requests 
(e.g., what do you mean? and why do you think psychology is interesting?) where the 
learner’s idea receives disagreement from another learner. This point is regarded as the 
climax of the excerpt as it contributed to the learners’ extended turns, all expressed 
through their true feelings. Finally, the teacher defended her decision in (8), where it 
could be implied from her remarks that that modelling leads to learner extended turns 
provided the teacher uses clarification requests too.

The idea of topicalization or bringing up a new topic by a learner shaped the heart of 
the fifth scenario. This was also an attempt to see how the novice teachers reacted to the 
often-abruptly brought-up topics by the learners, which are mostly not within teachers’ 
lesson plans. Like the PRE-TEC phase, most of the teachers gave special weight to such 
cases by welcoming the idea proposed by the learners. T4 and T6 reasoned that such 
topics increased the learners’ willingness to participate in the self-initiated discussions. 
T2 and T3 underscored the value of such cases by claiming that the learners were not 
called upon to cooperate in the discussion. For T1, T5, T7, T8, and T9, true emotions, 
expressed through either laughter or a high degree of seriousness, were what made them 
settle on allowing the learners to build upon their own initiated topics. They contended 
that topicalization was a successful way that could help the learners express themselves 
as clearly as possible. Through this process, minimal teacher turns and extended learner 
turns were quite evident, and there was no need for the teachers to employ any spe-
cific interactures like extended wait-time or even clarification requests. This was mainly 
because the topic was naturally controlled by the learners who did not seem to need any 
incentives to keep the stage warm and the teachers had kept their own backstage and let-
ting the situation go by.

The final pedagogic goal of classroom context mode was directed by how the teach-
ers promoted the learners’ fluency in speaking. The extracted videos reflecting how the 
teachers dealt with mistakes or errors in discussions shaped the third scenario of this 
mode. The analysis of video-stimulated recalls showed that eight of the novices did not 
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repair the errors produced in the discussions. Five of them did not provide any type of 
corrective feedback after the termination of the discussion time, but T2, T6, and T10 
did so. When asked about the reason behind their decision, they stated that intermit-
tent pauses amidst discussions would be interruptive and damage the flow of their pro-
duction. This way they could secure the oral fluency of the learners to a great extent. 
The post-discussion evaluative comments for those three teachers were highly impor-
tant owing to the time of their expression. They were offered after the discussion, so 
no damage faced the learners’ fluency. T5 and T7, who did not differentiate the discus-
sion time from activating newly instructed grammar or vocabulary items, provided both 
types of form-focused feedback and content feedback. While the former is not common 
at all in this mode, the latter is an engaging interacture that can help teachers gain their 
goal if it is to develop learners’ oral fluency. T5 and T7’s use of form-focused feedback 
at the heat of discussions showed that there was a divergence in the teachers’ goal and 
their employed interacture, which could be regarded as a hindrance ahead of making the 
learners fluent speakers of English.

Discussion
This study sought to both shed more light on the literature of the framework and also 
employ Walsh’s framework in novice EFL teachers’ pedagogical reasoning and deci-
sion- making to see how these two concepts got reconstructed. The findings of this 
study supported the effectiveness of using video-stimulated recalls in EFL classrooms. 
To be more specific, the classroom interactions, which specifically centered on uncov-
ering the teachers’ pedagogical reasoning, were guided by video-stimulated recalls 
that, in accordance with Pella’s (2015) study, proved effective in this study too. Owing 
to its effectiveness in enabling the novice teachers to remember their real-world class-
room decisions and paving the way for disclosing their pedagogical reasoning, video-
stimulated recall is highly suggested to be utilized in similar studies (Borg, 2003; Gass 
& Mackey, 2000; Hüttner, 2019; Mann & Walsh, 2017; Yuan et al., 2022).

Regarding classroom context mode, the teachers’ actual PRE- and POST-TEC deci-
sions and reasoning did not match each other in three of the scenarios. This could 
reflect the multifaceted nature of classroom decision-making (Siuty et al., 2018; Xu & 
Stefaniak, 2023) and the number of factors that are effective in changing the reason-
ing behind that (Smith & Loughran, 2017).

Although decision-making is regarded cognitive (e.g., Berliner, 1986), the findings 
of this study support those of Allan (2018) and Watkins et al. (2021), who reached the 
teachers’ improvement under a specific offered treatment. After they had been famil-
iarized with the SETT framework, the teachers seemed to act more professionally in 
their decisions and reasoning. The inclination of novice teachers to revise and restruc-
ture their situation-specific decisions as a result of training has also been corroborated 
by Krepf and König (2022). The findings of the study also suggested that the SETT 
framework is capable of making the L2 classroom interaction analysis more systematic. 
The growing interest in classroom discourse analysis can also be explained by this fact 
(Sert, 2019). In line with Huber (2012) and Li and Dervin (2018), who approved learn-
ing more systematically using a framework, our study also supported that Walsh’s (2011) 
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framework was highly effective in the systematic analysis of the teachers’ POST-TEC 
performance. The conversation analysis of the data showed the following findings:

Tackling the issue of reticence among the learners proved to be one of the principal 
concerns among the teachers. The second scenario in classroom context mode centered 
on this issue. Shifting from losing temper and codeswitching caused by frustration in the 
PRE-TEC phase to employing a number of useful interactive decisions in the POST-TEC 
indicated that the teachers succeeded in tackling the problem of reticence among the 
learners, leading to higher engagement in the learning process (Derakhshan et al., 2022a, 
2022b). Developing a sense of professionalism and a higher degree of control over their 
temper and emotions is another notable outcome of the TEC initiative, which in turn 
culminates into greater work commitment (Derakhshan et al., 2022a, 2022b). The teach-
ers’ use of extended wait-time and referential questions and providing content feedback 
in the POST-TEC can be regarded signs of their professional development and are in 
keeping with the findings of Walsh (2011) and Saeedian (2022). This might be an expla-
nation for more numbers of extended learner turns in the POST-TEC where the learners 
were initiators of the turns or showed student agency in controlling the turns. This was 
in line with the findings of Jacknick (2011) and Sert (2019) who both valued the situa-
tions brought up by the learners themselves.

The theme extracted from the teachers’ performance on the fifth scenario in class-
room context mode was topicalization or bringing up a new topic by a learner. Although 
there was no difference between the participants’ decisions in the PRE- and POST-TEC 
phases, the way they defended their decisions enjoyed a more pedagogical flavor in the 
latter. In agreement with Waring (2011), Waring et  al. (2016), and Walsh (2011), the 
teachers in this study stated that topicalization increased the learners’ willingness to par-
ticipate as there was no need to call them to cooperate in the self-initiated discussions.

The more we leaned toward the end of the study, the more naturalistically the teachers 
utilized the common technical language or metalanguage, so the use of metalanguage 
was another important finding. They had mastered most of the terms or learned them by 
heart, so they found using them more supportive of their instructional decisions when 
elaborating on their details. Consistent with the existing literature (e.g., Walsh, 2006a, 
2006b, 2011), this finding showed that the teachers consciously used the appropriate 
SETT-oriented metalanguage, and through which they justified the changes in their 
classroom decision. It was thanks to the learned metalanguage that the changes in the 
teachers’ way of self-reflection, their description of their PRE-TEC imaginary and actual 
decisions, and POST-TEC actual decisions and reasoning were meaningfully recorded. 
To put it more simply, the metalanguage, in agreement with Walsh (2006a, p. 136), 
helped the novice teachers “verbalize their understanding of key concepts”. The evidence 
of being aware of SETT-based metalanguage, based on Walsh (2006a), can be reliably 
interpreted as turning into a teacher who is a more conscious decision-maker as well. 
The validity of this claim can be further buttressed if a comparison of the teachers’ deci-
sions and reasoning in the PRE-TEC is made with those in the POST-TEC. The impov-
erished nature of their decision-making and pedagogical reasoning owing to not having 
reliable metalanguage was evidently traceable.

A comparison of the PRE- and POST-TEC responses to the scenarios using conver-
sation analysis could easily reveal that the teachers’ way of expressing their reasoning 
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underwent a dramatic change after getting familiar with SETT. This framework, as high-
lighted by Sert (2019), acted like a point of departure as their desire and confidence to 
keep their words even when challenged by the experienced teacher enhanced. This was 
even more revealing through a comparison made between their reaction to unexpected 
events. During the PRE-TEC, they mainly neglected such events, but turning them into 
learning opportunities by making a change in their lesson and creating magic moments, 
in line with (Walsh, 2011), Harmer (2007), and Bailey (1996), was the most frequent 
decision in the POST-TEC. The same was true of topicalization or bringing up a new 
topic by a learner, as another finding of the study, during these two phases.

Conclusion
This study aimed to discover actual PRE-TEC classroom decision-making and pedagogi-
cal reasoning of EFL teachers. It also sought to implement the SETT-oriented TEC to 
investigate whether it could reshape the two concepts in the practice of the EFL teach-
ers. Classroom context mode as the fourth mode of SETT is directed by only three peda-
gogic goals. However, a total of five scenarios, as suggested by the three experts, were 
designed for this mode. The teachers’ decisions and reasoning on four of the scenarios in 
this mode have been roughly different in the two examined times. The decisions and rea-
soning for the fifth scenario have been the same by seven of the teachers, though. There-
fore, it can be concluded that there have been a much greater number of mismatches 
or discrepancies between the teachers’ decisions and reasoning in PRE- and POST-TEC 
times. This justifies the necessity of running TEC to address these mismatches.

Based on the findings, it can be concluded that clarification requests from learners 
are not always obstructive for learning. They are completely context-bound; sometimes, 
they can lead to extended learner turns, so they are constructive and facilitative. Their 
hindrance or constructiveness is highly related to the (in)congruity of a teacher’s imme-
diate pedagogic goal. Teachers usually do not like to receive clarification requests from 
their students about the how-to-do instructions. Therefore, the use of stepwise teaching 
is highly recommended to provide clear and concise instructions that are easy to under-
stand. However, teachers sometimes ask or are asked for the content or words that are 
used in the class, which in both cases it is creating learning chances for the learners in 
the real-world classroom context. These should not be confused with requests for how-
to-do instructions.

A potential limitation in this study is that because only some classes of each teacher 
were recorded, the totality of decision-making of a single teacher which happens in other 
sessions might not be known. The reports were based on the recorded sessions of the 
teachers. Thus, it is probable that one situation is not represented in one teacher’s class 
during the recorded sessions. Another limitation to consider is the relatively few number 
of teachers that we had as participants in this study; future research can be conducted to 
examine the decision-making and pedagogical reasoning of a greater number of teach-
ers. In addition, exploring the discrepancies between novice and experienced teachers in 
how they respond to expert mentoring using the SETT framework is likely to be a viable 
research direction in future studies.

Finally, the findings of this study can be used by language institutes or institute man-
agers and language teacher educators. In their pursuit of development, all language 
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institutes will face some situations when novice teachers apply for the job of teaching. 
These institutes are to hold short-term teacher training courses, which are not rec-
ommended by Hobbs (2013). These courses can be enriched through developing the 
teachers’ awareness of the importance of their online decisions on constructing or hin-
dering learning spaces for their students. This awareness can be accomplished through 
recording some teaching videos and analyzing them employing SETT interactures. The 
implication of this study for language teacher educators is making the whole process of 
SLTE as explicit as they can. Decision-making and pedagogical reasoning are unobserv-
able concepts in themselves. Making them as explicit as possible is a burden that falls 
on the shoulders of language teacher educators. This action in this study was accom-
plished through making use of such tools as video-stimulated recalls, as highlighted by 
the findings.
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