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Ozet

Tiirkiye’deki Ingilizce Ogretmenlerinin ilk Bes Yildaki Verimlilikleri ve Mesleki

Yeterlikleri

Globallesen giiniimiiz diinyasinda Ingilizce uluslararasi bir dil olarak daha fazla kisi
tarafinda kullanildigindan dolay1 bu dili 6grenmenin 6nemi git gide artmaktadir. Ayrica su da
bilinen bir gergektir ki Ogrenciler verimli Ingilizce Ogretmenleri ile bu dili daha iyi
ogrenmektedirler. Bu baglamda, bu ¢alisma; 2010 ve 2014 yillar arasi Ingilizce Ogretmenligi
Bolimii mezunlarinin verimliliklerini ve mesleki yeterliklerini, verimlilik ve verimsizlik
atiflarini, demografik degiskenlerin - tecriibe, okul seviyesi, 0grenci seviyesi, konferansa
katilim ve cinsiyet - dgretmen yeterlikleri algisina etkisini, stajyerlik programinin ve Ingilizce

Ogretmeni yetistirme lisans programinin verimliliklerini aragtirmayi amaclamaktadir.

Bu arastirmada, karma yontemlerden yakinsayan paralel desen benimsenmistir.
Calismanin nicel kismmin orneklemini; devlet okullarinda ¢alisan son bes yil Ingilizce
Ogretmenligi Boliimii mezunlar1 olustururken, nitel kismin katilimcilar ise Ingilizce
Ogretmenligi Boliimii mezunlari, dgretim iiyeleri ve isverenlerdir. Veriler ii¢ farkli yolla
toplanmustir: anket, yari-yapilandirilmis miilakat ve dokiiman analizi. Ogretmen Yeterlik
Anketi belirlenen sehirler olan; Ankara, Izmir, Manisa, Canakkale ve Burdur’da, farkli okul
seviyelerinde calisan Ingilizce Ogretmenligi Boliimii mezunlarina uygulanmis ve 251 geng
Ingilizce &gretmeni ile katilm saglanmustir. Yari-yapilandirilnus anketler 11 Ingilizce
Ogretmenligi Boliim mezunu, 10 6gretim iiyesi ve 10 isveren katilimi ile gergeklestirilmistir.
Nitel verilerin analizi, SPSS programi ile nicel verilerin analizi ise NVivo programi ile

yapilmistir.

Anket sonuglari; Ingilizce Ogretmenligi Boliimii mezunlarinin, YOK tarafindan

belirlenen yeterlik alanlarinin ¢ogunda kendilerini yeterli gordiiklerini; mezunlarin cinsiyet

ii



disindaki demografik degiskenleri - tecriibeleri, okul seviyeleri, Ogrenci seviyeleri ve
konferansa katilim - ve yeterlik algilar1 arasinda anlamli herhangi bir farkin olmadigin1 ortaya
koymakla birlikte, genel egitim ve yontem derslerinin, Ingilizce Ogretmenligi Lisans programi
biinyesinde olan hizmet i¢i egitimi en fazla etkileyen unsurlar oldugunu ortaya ¢ikarmistir.
Yapilan miilakat sonuglari; Ingilizce Ogretmenligi Boliimii mezunlarmin gramer ve kelime
ogretiminde kendilerini verimli, iiretici beceriler 6gretiminde ise verimsiz bulduklarini; 6gretim
iiyeleri ve isverenlere gore, Ingilizce Ogretmenligi Bolimii mezunlarmin en dnemli
yetersizliklerinin Ingilizce seviyeleri oldugunu; mezunlarin verimliliklerini genelde igsel,
verimsizliklerini de c¢ogunlukla digsal faktorlere atfettiklerini ve Tiirkiye’deki devlet
okullarinda uygulanan stajyerlik programinin verimsiz oldugunu ortaya koymustur. Bununla
birlikte; ingilizce Ogretmenligi Lisans Programinin staj zamani, segmeli derslerin sayis1 ve dil
gelisim dersleri gibi belirli konularda gézden gegirilme gerekliligi 6gretim iiyeleri ve isverenler
tarafindan ifade edilmistir. S6z konusu eksikliklere ¢oziim Onerisi olarak da uygulama
derslerinin yillara yayilarak artirilmasi, miifredata daha fazla segmeli derslerin eklenmesi ve
programin birinci yilinin daha ¢ok 6gretmen adaylarinin Ingilizce dil gelisimine yonelik

derslerle desteklenmesinin daha faydali olacagi ongdriilmistiir.

Anahtar Kelimeler: Hizmet Oncesi Ogretmen Egitimi, Mesleki Yeterlikler, Ogretmen

Yeterlikleri, Staj Uygulamasi, Stajyerlik, Verimlilik.
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Abstract

Effectiveness and Professional Competencies of English Language Teachers in Their

First Five Years in Turkey

In today’s globalized world, significance of learning English is increasing since it is
used as an international language by more and more people. It is also a well-known fact that
learners learn better from effective English language teachers. In this regard, this study aimed
at exploring the effectiveness and professional competencies of the ELT graduates between
2010 and 2014 years, their attribution for effectiveness and ineffectiveness, the effect of
demographic variables - experience, level of school, learner level, participation in conferences
and gender - on the perceptions of teacher competencies, effectiveness of the induction program

and the ELT undergraduate program.

As mixed-method research, the convergent parallel design was adopted in this study.
While the sampling for the quantitative strand of the study consisted of the ELT graduates in
last five years working at state schools, the participants of the qualitative phase were the ELT
graduates, teacher educators and employers. The data were collected through three different
means: questionnaire, semi-structured interviews and document analysis. Teacher
Competencies Questionnaire was administrated to the ELT graduates working at different
school levels in the selected cities of Ankara, Izmir, Manisa, Canakkale and Burdur and 251
novice English language teachers responded to the questionnaire. Semi-structured interviews
were held with the participation of 11 ELT graduates, 10 teacher educators and 10 employers.
SPSS for windows 20.0 was utilized for analyzing the questionnaire data and analysis of the

qualitative data were carried out through NVivo 10 software.

The questionnaire results showed that the ELT graduates found themselves competent

in most of the competency standards determined by HEC; except for gender, there was not any

v



significant difference between the demographic variables - experience, school level, learner
level, participation in conferences - and perceived competency levels of ELT graduates;
General Education Component and ELT Methodology component of the ELT undergraduate
program were found to have the highest effect on pre-service teacher education. The interview
results indicated that the ELT graduates found themselves effective in teaching grammar and
vocabulary but ineffective in teaching productive skills; English proficiency was identified as
the most significant weakness of the ELT graduates by the teacher educators and the employers;
the ELT graduates attributed their effectiveness mostly to internal factors and their
ineffectiveness to external factors; the induction program applied in Turkish state schools were
found to be ineffective. Besides, it was stated by the teacher educators and the employers that
the ELT undergraduate program needs some revision in certain aspects like time for practicum,
number of elective courses, and language improvement courses. As for solutions to the
abovementioned weaknesses, it was anticipated that increasing practicum by spreading it in
consecutive years, adding more elective courses and intensifying the first year in the program

with more focused language improvement courses would be more beneficial.

Key Words: Effectiveness, Induction, Practicum, Pre-service Teacher Education, Professional

Competencies, Teacher Competencies.
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Chapter I: Introduction to Research
This chapter begins with a brief summary of foreign language teacher education abroad
and in Turkey. Thematic framework is inserted within this part with a specific focus on the
origin, philosophical underpinnings and principles of the chosen approach to foreign language
teacher education which is Competency-Based Education. The next part summarizes the aims
and then limitations are introduced shortly and problem statement is discussed. The following
section involves the significance of the study. The final part presents review of the literature

related to the research topic.

Background of the Study

While there are many different approaches to foreign language teacher education such
as Craft Model, Applied Science Model and Reflective Model (Wallace, 1991), the model
which started to gain ground in the middle of the 20™ century was the ‘performance-based’ or
‘competency-based’ model in teacher education. It was based on the idea that concrete and
observable criteria should be determined to serve as a basis for the training of novices. A
number of studies were conducted to identify the teaching behaviors that resulted in high
amount of student learning. The results were then interpreted as the concrete competencies that

should be acquired by teachers (Korthagen, 2004).

Competency-based teacher education is similar to one approach to teacher quality,
called customer-driven quality which is client- or customer led. This approach emphasizes that
each customer may have different expectations and requirements. However, when providers
and customers define requirements collaboratively, performance can be improved (White,
1998). Thus, requirements based on the needs of the students as customers and the needs of the
learning and teaching situation can be translated into teacher competencies to increase teacher

quality and quality of education.



Karacaoglu (2008b) draws attention to the significance of competency-based teacher
education with the fact that teacher competencies need to be determined for the accreditation
of teacher training programs with the ones in developed countries. Furthermore, the exchange
programs in the EU countries and in-service training programs organized by the EU require
standard teacher competencies. He concluded that education of teachers according to certain
teaching standards and teacher competencies becomes highly important in Turkey as a country

in the EU harmonization process.

On the other hand, different institutions in different countries determine their own
standards for training foreign language teachers. For example, in the USA, ACTFL (2002),
American Council on the Teaching of Foreign Languages, declared six broad program
standards for foreign language teachers. According to the program, foreign language teacher
candidates should have a high level of language proficiency and a good background of the target
culture, know language acquisition theories, integrate standards in planning and instruction,

know and use appropriate assessment models, and engage in professional development.

TESOL (2008, p. 1) identified eight domains of standards for ESL/EFL teachers. These
standards are “planning, instructing, assessing, identity and context, language proficiency,
learning, content, commitment and professionalism”. While some standards are related to the
immediate teaching process and context, some others solely focus on the teachers and their

quality.

The growing value of teaching standards and competencies at an international level has
had an impact on teacher education model in Turkey, too. Higher Education Committee (HEC)
(YOK, 1999) declared a list of teacher competencies which is applicable to teacher education
programs. This list has four domains of standards and consists of national teacher competencies

against which teacher trainees will be evaluated. According to these general standards, a teacher



trainee should be competent in the subject and pedagogic knowledge, planning, teaching,
classroom management and communication, monitoring, assessment and reporting, and other
professional requirements. In this study, therefore, effectiveness and competencies of novice

English teachers will be evaluated based on the teacher competencies determined by HEC.

Thematic framework

The present study aimed at investigating the effectiveness of novice English language
teachers through teacher competencies. Therefore, it is based on Competency-Based Teacher
Education which is the adopted approach in higher education in Turkey. In this section, firstly,
essential concepts such as ‘objective’ and ‘competence’ are defined. Then, the origin and
background of Competency-Based Education together with its philosophical engagements are
mentioned. Finally, this approach is explained in detail with a focus on its principles and

techniques.

Operational definitions

Competence is one of the key terms to be clarified here. In addition, the word ‘objective’
has a close relationship with the word ‘competence’ in that competence is acquired and used to
achieve certain objectives in education. When certain desired objectives are accomplished,
learning and teaching activities reach a good standard which is an indication of improvement
in quality of education. Therefore, standard is another concept that is complementary to our
understanding of Competency-Based Education. Therefore, all three terms are explained in an

embedded way.

Firstly, Brown (2000) emphasizes the fact that competence has been a controversial
issue in first language acquisition in comparison to performance for centuries. He defined

competence as one’s underlying knowledge of a system, event or fact. In terms of language,



competence refers to one’s underlying knowledge of the system of a language. It is clear that

this definition looks more theory-based and knowledge-based.

As a dictionary meaning, competence simply means the ability to do something well.
Competency is a skill that you need in a particular job for a particular task (Oxford, 2006).
Upon this definition, competence should result in completion of a specific task at the desired

level.

According to Burke et al. (1985, cited in Tuxworth, 1989), competencies are formulated
through job analysis determining professional roles and professional responsibilities. He
indicates that competency statements also clarify expected outcomes from professionals’
performances and they underline the essential knowledge, skills and attitudes required for
accomplishment of educational objectives. Therefore, professional effectiveness tends to be

predicted through competencies but they are to be validated continually.

Competencies also provide a summary of descriptions of the fundamental skills,
knowledge and behaviours for successful realization of a real-life task or activity (Richards &
Rodgers, 2001). In another explanation, competency refers to the ability to perform roles and

responsibilities in an occupation at the required standard (Boahin & Hofman, 2014).

Jessup (1991) argues that competence has a considerable significance if qualification
standards are shaped by statements of competence. He refers the term ‘competent’ to the
required standard to fulfil a role successfully. Being competent means having performance in a
job at professional or occupational standards. Competence in a role not only involves technical
requirements of jobs but also hints for fulfilment of a work role at the desired level. He
furthermore points out that competence needs to be demonstrated in the workplace as valid

evidence for assessment.



Bailey (2006) conceptualizes competencies as informative statements about newly-
graduate teachers’ qualifications and abilities. Competency statements may be used as specific
standards against which teachers’ performance can be judged. Furthermore, teachers can learn
what is expected of them if desired behaviours are written objective terms. Thus, competencies
may offer a common framework of references for teachers and supervisors. This approach to
assessment in teacher education is called criterion-referencing. The performance of a teacher is

assessed according to some explicitly-stated criteria (Wallace, 1991).

Origin of competency-based education

Tuxworth (1989) states that the competency-based movement has been used for two
decades or more in the USA. He clarifies that its origin dates back to the 1920s and it links to
industrial/business models based on specification of outcomes in behavioural objectives form.
According to him, the concept of Competency-Based Education (CBE) has gained more
popularity and acceptance due to the demand for greater accountability in education, more
economical concerns in using resources and a new decision-making mechanism with the

involvement of community.

Magnunson and Osborne (1990) believe that competency-based education becomes
popular as it meets the populist and political demands for educational reforms which can be
summarized in four terms: relevance, accessibility, flexibility, and accountability. Competency-
Based Education (CBE) is an accountable approach maximizing existing resources and
providing a more efficient management system. It is also relevant as the demands of the market
are taken as the content of the subject matter. It is accessible as long as the candidates possess
requisite skills or knowledge. Since CBE does not require important structural changes, it can
be simply adapted to the present educational system. The implementation of CBE appears to be

a radical reform which has added an advantage at the political level. Magnunson and Obsorne



maintain that the structure of CBE is based on some humanistic traditions, because the primary
aim of CBE is to make people more productive and satisfied by equipping them with the most

necessary skills for their jobs.

Nuemann (1979) considered CBE as the product of wartime education and training
experiences. The focus of mastery learning and the use of performance tests as assessment and
learning instruments were indelible marks of the experiences of two world wars on American
education. He also argued that CBE was influenced by developmental psychology which was
reflected in its modular-based curriculum design. Curriculums were developed by analyzing
roles which were fulfilled in educational programs. According to him, there were two broadly
divergent approaches to curriculum design. The first one was behaviouristic in which
observable roles, skills and functions were specifically stated. The second one was more
humanistic that promoted life roles more holistically incorporating elements of culture,

personality, and citizenship into curriculums.

Neumann (1979) indicated that the preliminary competency-based education programs
were based on the behaviouristic or functional approach. The content of such programs were
determined through job analysis. Well-organized instruction sheets that included the steps to be
followed in doing a job were presented to employees and administration. One function of job
analysis was to reveal how best to prepare someone to do a job or fulfil a role. In Neumann’s
view, some other competency- based programs followed the principles of the humanistic
orientation as opposition to the strict behaviouristic approach. From humanistic perspective,
task-specific curriculum of behaviouristic CBE programs was evaluated as restrictive and

inhibitive to individual and societal development.

Watson (1991) explained that CBE programs were widely used in vocational education

especially in the USA, Canada and Australia. The reasons for preference of Competency-Based



Vocational Education (CBVE) were its cost-effectiveness, relevance, flexibility and self-
satisfying features. He maintained that CBVE programs were designed with a thorough analysis
of the target occupation. The skills or competencies required for particular careers were
identified and these were taken as the main content of each occupational program and they were
turned into student learning activities. The learning system employed in these programs was
based on individualized and self-paced learning. Watson noted that this method of learning was
claimed to foster habits of self-reliance and independence that were conducive to gaining
employment. Moreover, self-pacing aspect fit the needs of adults having different ability levels

and anxieties about learning in traditional ways.

Philosophical underpinnings

Skinner, the founder of modern behaviourism, argued that language learning should be

based on the following principles (Williams & Burden, 1997, p. 9):

e Teachers should clarify the content of the course.
e Learning activities need to be carefully staged.

e Pace of individual learners should be taken into consideration.

It is clear that behaviourist theory offers to break down the learning targets into clearly
defined sub-competencies for adoption of a step-by-step learning system. Classical micro-
teaching and competency-based teacher education were based on abovementioned view.
Roberts (1998) emphasized that teacher competencies were stated first as definitions of
behavioural skills but they were extended to include aspects of knowledge and more complex
pedagogic actions. According to him, CBE gained popularity in the UK and the USA because
it provided objective and testable standards of training necessary for accountability in

educational institutions.



Ainsworth (1977) pronounces CBE as the latest manifestation of the behaviourist
movement. He criticizes assessment of students against pre-specified competencies under pre-
specified conditions. Because of the focus on self-paced and individualized learning, the system
is evaluated as non-normative. From this perspective, a competency is a behavioural objective
describing a particular performance under certain conditions. A competency consists of

sequence of behaviours organized gradually.

Richards and Rodgers (2001) also agree that CBE shares some ideas with the
behaviourist philosophy as it holds the view that language forms can be deduced from language
functions. This means that through analysis of workplace situations, it is easy to list the high
frequency words and structures that are central to the life of the learner. Another principle of
behaviourist approach which is breaking tasks down into small steps (Williams & Burden,
1997) is reflected in the design of CBE curriculums in modules. On the other hand, CBE shares
some ideas with Communicative Language teaching because it prioritizes the development of
functional communicational skills in learners. For this reason, language is taught in social

contexts where it is used in these programs (Richards & Rodgers, 2001).

Although philosophy of competency-based education is based on behaviourism at its
first stage, classical behaviourist learning and teaching techniques such as repetition, pattern
drills, and memorisation have no place in competency-based education. On the contrary, CBE

adopted some of the following ideologies of the humanistic approach (Williams & Burden,

1997):

e Learning should be personalized.
e [t is important to optimize conditions for individualized and group learning in

authentic nature.



e Subject matter should be relevant to the learner and learners should actively

participate in learning like in experiential learning.

Consequently, CBE emphasizes that education and training of teachers and learners
should be based on some precise observable and measurable objectives and standards. The
theory of learning is individualized and student-centred. Thus, the philosophy of both
behaviourism and humanism have influences on different developmental stages of

Competency-Based Education.

Principles of competency-based education

Richards and Rodgers (2001) define Competency-Based Education as an educational
movement that prioritizes the learning outcomes for the development of language programs.
The main agenda of this approach is to specify the descriptions of the knowledge, skills, and
behaviours that are aimed to be achieved by the learners at the end of a course. They clarify that
CBE views language as functional and interactional and social contexts tend to be preferred for
language teaching for the achievement of specific goals. Therefore, it is used as a framework
for learners having specific purposes and roles. CBE is based on the notion of communicative

competence and functional communication skills are promoted to be developed by learners.

Competency-Based Approach has been expressed as a systematic approach to training
by Blank (1982). Results dominate each component of the program. It is believed that recently-
learned knowledge should be put into practice to improve the standard of the classroom. In
CBE, student outcomes are stated precisely after they have been analysed as essential skills for
successful realization of the target occupation. Students learn with specific student-centred
learning activities and extra materials to achieve mastery learning. Materials are prepared in a
way to ensure self-paced learning. Competency-Based Education has also been labelled with

the following names (Blank, 1982, p. 35):
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e Competency-Based Instruction (CBI)

e Mastery Learning

e Personalized System of Instruction (PSI)
e Performance-Based Instruction

e Criterion-Referenced Instruction (CRI)
e Objective-Referenced Learning

e Individualized Instruction (II)

e Self-Paced Learning

It is clear to notice that a different feature of CBE is emphasized in each label. It provides
us with a summary of the prominent principles of CBE which are mastery, self-pacing,

individualization, personalization, and criterion-referencing.

The significant place of Competency-Based Approach in vocational education has been
highlighted in an article written by Boahin and Hofman (2014). Here CBE is considered as an
industry-focused and demand-driven form of training. Within this framework, content of CBE
should be based on input from industry to increase its relevancy to the workplace requirements.
The curriculum design includes the following procedural steps: (1) a thorough analysis of the
present conditions of the targeted job, (2) a precise specification of the professional tasks, (3)
derivation of the competencies required to perform the core tasks, and (4) formation of learning

modules to have learnable units.

In competency-based teaching, there is a concern for competency of each learner rather
than competition between learners. Competencies are needed for the achievement of
meaningful excellence together with achievement of agreed-upon objectives. The seven

essential characteristics of CBE are put forward by Foyster (1990) as follows:
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e Learners need to be supported with extra detailed materials.

e Each competency should be stated clearly with certain criteria.

e Competencies should be determined sensitively for each program.

e Theory and application need to be integrated with a focus on practice.

e Programs should be designed in modules.

e Mastery learning should be fostered and consolidated with instant feedback to
learners.

e [Learners need to be able to progress at their own pace.

In the light of the list above, the most fundamental feature of CBE is its sensitivity on
meticulous planning. Competencies, criteria for assessment, extra materials, and modules are
to be determined before the program starts. Learners should learn a subject matter completely
by doing practice and getting immediate feedback from their teachers. There is not necessarily
a competition between learners. Therefore, they can study their lessons personally and

individually according to the determined criteria and objectives.

Purpose of the Study

The main purpose of this study is to investigate how effective and competent novice
English language teachers who work at primary and secondary level at state schools in their
early careers in Turkey. It aims to explore in what areas they feel competent and in what areas
they need support to improve themselves to become more qualified and competent English
teachers; to what they attribute their effectiveness and to what they attribute their lack of
knowledge and skills; what common problems they experience; whether they become more
effective or less effective English language teachers as their experience increases.

As Farrell (2006) emphasizes, it is important to highlight that language teachers in their

early careers will encounter a number of complications that can decrease their performance.
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They should at least understand what these complications are and how they can tackle with
them. Therefore, this study also aims to raise awareness of novice English language teachers
about their strengths and weaknesses in order to increase their effectiveness in teaching English.

Fantili and McDougall (2009) stress that the effect of programs such as mentoring or
induction on new teachers’ satisfaction and their sense of efficacy need to be researched.
Another aim of the study is to research the influence of the English language teacher education

program on its graduates’ competencies after the recent change (YOK, 2007).
Research Questions

This study tries to find answers to the following research questions:

1. What makes an English language teacher effective and successful?
2. How effective do ELT graduates perceive themselves as English language teachers in

their early career?

a. In what standards do they perceive themselves competent?

b. In what standards do they perceive themselves incompetent?

c. What do they attribute their effectiveness in some areas as English language
teachers?

d. What do they attribute their ineffectiveness in some areas as English language
teachers?

e. Is there a significant difference between experience and perceived competencies?

f. Isthere a significant difference between learner levels and perceived competencies?

g. Is there a significant difference between school levels and perceived competencies?

h. Is there a significant difference between participation in conferences and perceived
competencies?

i. Is there a significant difference between gender and perceived competencies?
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3. How competent and effective do their teacher educators find ELT graduates as English

language teachers?

a. In what standards are ELT graduates competent?

b. What are the competencies that ELT graduates need to further develop?

4. How competent and effective do their employers find ELT graduates as English

language teachers?

a. In what standards are ELT graduates competent?

b. What are the competencies that ELT graduates need to further develop?

5. How effective is the induction program in Turkey?

6. How effective is the ELT undergraduate program in Turkey?

a. What is the contribution of the components of the ELT undergraduate program to
ELT graduates’ competencies as English language teachers?
b. What are the strong and weak sides of the ELT undergraduate program?

c. Does the ELT undergraduate program need a further restructuring?

Limitations of the Study

For sampling, this study involved the ELT graduates between 2010 and 2014 years who
are working at state schools in the cities of Ankara, Izmir, Canakkale, Manisa, and Burdur. Due
to the fact that the new teachers are appointed to the schools in the countryside in different
regions in Turkey, it was not easy to encounter them easily at schools in the centres of the
chosen cities. The second limitation was related to contacting ELT graduates. It was easy to
obtain their email addresses but getting responses from them at the expected level were not

available and it took time. Therefore, the researcher had to visit a lot of schools in a wide range
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of districts in order to collect data from the newly-graduated English language teachers one by

one.

Problem Statement

The significance of learning English which is the lingua franca of today’s international
communication increases day by day and more and more people want to learn English
effectively for various purposes all over the world. Such a demand requires qualified English
teachers and as a consequence high quality on English language teacher education. According
to Karacaoglu (2008b), there is parallelism between qualification of teachers and outcomes of
the curriculum. He insists that carefully designed instructional plans, qualified teachers and a
good implementation are the three key factors in the achievement of educational objectives. In
this regard, English teachers are expected to be proficient in the English language; they need to
be equipped with necessary skills for making instructional plans, managing their classrooms,
keeping record of learners’ progress, and making appropriate assessments. In other words, they
need to acquire the desired competencies of becoming an English language teacher during their
education at university level before they start teaching in real classes.

On the other hand, as Chingos and Peterson (2011) warn, neither holding a college major
nor getting an MA degree is correlated with teaching effectiveness at primary or secondary
school level regardless of the university at which the degree was earned. Moreover, the leap
from the university education in the position of a student teacher to real classrooms as a regular
teacher can be experienced by a reality shock (Farrell, 2003; Veenman, 1984). This being so,
professional development and effectiveness of English language teachers in first few years in
their career becomes highly critical particularly in Turkey where there is not a system for
following the careers of graduates and their orientation into profession. This situation is

considered as one of the main problems to be investigated in this study.
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In Rockoff and Speroni’s (2011) study, it was found that teachers who receive better
subjective evaluations of their teaching ability in first years of their careers also produce greater
gains in future years with different students. Besides, getting knowledge about the problems
that the beginning teachers encounter in initial years of teaching may provide invaluable
implications for the improvement and re-designing of pre-service and in-service programs
(Veenman, 1984). Thus, the feedback from the newly ELT graduates in terms of their
effectiveness is another focus of this study as an evaluation of English language teacher
education program with regards to its contribution to competencies of English language
teachers which is reflected in the sixth research question. Although English language teacher
education program was evaluated by different researchers (Giiven, 2005; Kdyalan, 2004; Sahin;
2006; Salli-Copur, 2008), the influence of the program on ELT graduates has not been
researched extensively after the recent change in 2006 by HEC (YOK, 2007).

To sum up, the effectiveness and competencies of English language teachers in first few
years in their early career as a neglected research area and the influence of English language
teacher education program on the qualification of them as an under-researched area are the two

critical problems of this study.

Significance of the Study

There is a growing significance of accountability for schools in today’s world and the
importance of teacher quality has been demonstrated in the research. It is likely that an
educational policy that prioritizes teacher effectiveness will begin to be dominant in states and
school districts (Rockoff & Speroni, 2011). The present study aims to contribute to the
effectiveness of beginning English language teachers through identification of their problems
and provision of some recommendations for trainees, teacher educators, and policymakers for

the purpose of higher teacher quality.
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According to Farrell (2006), investigations on beginning teachers can be regarded
research for the benefit of the teachers rather than a purely theoretical academic study. The
experiences of those teachers reported in the research studies can be utilized as feedback in
updating the teacher training programs. By this way, teacher educators can redesign the content
of the courses and they can test the effectiveness and comprehensiveness of the curriculum. In
this regard, this study attempts to be a source of reflection for teacher educators in the ELT
departments about the learning outcomes.

Scherff (2008) notes that beginning teachers may have to tackle with their problems
inside the classroom on their own in their early career which can make them feel isolated. If
they do not get any help from students’ parents and school administration, they may not feel
satisfied with their jobs at the desired level. She concludes that preliminary professional
experience can be a keystone in a teacher’s career path.

McDonald and Elias (1982) stated that there was not any systematic and comprehensive
inquiry into the effects of teacher preparation programs. As a result of this, it is difficult to
determine whether or not teachers are poorly or well-prepared for beginning to teach. Moreover,
for a healthy teacher education program, it is essential to obtain systematic information and
acquire objective research data through qualitative and quantitative research instruments (Er,
Ulgii, & Sar1, 2012).

Sariboga-Alagoéz (2006) calls for a large-scale research study including teacher
educators’, managers’ and students’ ideas for increasing the effectiveness of the ELT
undergraduate program in Turkey after she compared the programs in the Netherlands and
Turkey. Biiyiikduman (2006) investigated student teachers’ perceptions on their teacher
competencies and teaching skills in their last year. One suggestion for further research is to
observe how perceived competencies of the teacher candidates evolve when they start teaching

and get experience upon graduation. The present study fills this research gap and aims to shed
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light on the preparedness, effectiveness and common experiences of beginning English
language teachers working at different school levels and contexts in Turkey by listening to the
teachers’, employers’ and teacher educators’ voices.
Literature Review

This section starts with the background information of foreign language teacher
education in Turkey and recent state of it. Then, concepts of teacher knowledge, teacher
competencies and teacher effectiveness are explained in detail together with previous studies.
Finally, the focus will be on the beginning teachers and effectiveness and competencies of
beginning English language teachers. There will be also an explicit concern for induction

programs designed for trainee teachers in the very last part of this section.

History of foreign language teaching in Turkey

Foreign language teaching has had a long historical background in Turkey. However, it
was not based on any system or standard. Rather, it was achieved with individual and school-
based attempts. The route of foreign language education changed depending on international
and theological relations. On the other hand, foreign language teacher education started with a
short training of the people having a high level of content knowledge. Later on, it was more
professionalized with the opening of two separate Departments of Foreign Language Teaching
in two big cities, Ankara and Istanbul. This brief historical review might provide an
understanding of the roots of some fundamental problems in teacher education and foreign

language teacher education in particular.

Aygiin (2008) researched the history of foreign language education in Turkey in his
master thesis. This investigation demonstrated that when Turks chose a settled life and
converted into Islam, Farsi and Arabic were the first foreign languages they spoke. Foreign
language education in the early stages of Ottoman period was promoted as an instrument to

invite people to Islam. The medical school, which was inaugurated by the Emperor Mahmud
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the Second in the Ottoman period, was one of the primary models of schools in foreign language
education as its medium of education was French. French was widespread in the curriculum of
the schools that were opened during the Tanzimat Period. Later on, Robert College, whose
medium of education was English, was founded in 1840 as a sign of closing relations with the

USA.

The work of Altundis (2006) shows that people speaking a second language were
utilized to meet the needs of foreign language teachers in Turkey before 1930s. When this
deficient system was not adequate in the following years, it was realized that a standard policy
for foreign language teacher education should be developed and put into practice. It was decided
to educate foreign language teachers in 1938 with specific programs. Later on, two foreign

language teaching departments were opened, one in Ankara and one in Istanbul.

Giines (2009) identified that the English language teacher candidates having a good
command of foreign language knowledge and having completed their education in linguistics
were recruited as English language teachers following a short teaching certificate programme
before 1940s. The approach which results in obtaining a teaching certificate was called
‘Additional Model’. After 1940s, it was planned to educate foreign language teacher trainees
who decided to be foreign language teachers at the very beginning of higher education in the

Departments of Foreign Language Teaching. This model was called ‘Holistic Model’.

As it was explained in a report published by Higher Education Committee (YOK, 2007),
from 1923 to 1981, elementary teaching schools, village training colleges, and two-year
educational colleges were the fundamental institutions where primary school teachers were
trained. Elementary teacher training schools continued its function of training teachers for the
primary schools from the foundation of Turkish Republic to 1974. Village institutes were

founded on the 17 of April 1940 to train village instructors and other craftsmen that were vital
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for village life. In the same report, it was indicated that the institutions where teachers for
secondary schools were educated were educational institutes with three-year programmes.
These schools continued their missions under the name of ‘High Teachers Training Schools’
from 1978 to 1982. The origin of these teacher training schools was Middle Teacher Training
School which was opened in Konya in 1926 in order to train Turkish teachers. After one year,
the school was moved to Ankara and its name was changed as ‘Gazi Middle Teacher Training
School and Educational Institute’. In the following years, the Departments of French, English
and German Language Teaching were opened one and after. Gazi Middle Teacher Training
School and similar schools in other cities were renamed as ‘Higher Teacher Training Schools’
and then they were assigned to current and newly-established universities under the name of

Faculties of Education.

From 1923 to 1981, Higher Teacher Training Schools and universities were the
educational institutions where high school teachers were trained. Up until 1982, teacher training
was assigned to Ministry of Education at all. However, universities have always been an
important source in teacher education (YOK, 2007). According to the law of HEC with 2547
number that was passed in 1982, pre-service teacher education was assigned to Faculties of
Education totally (YOK, 2005). However, in reality, graduates from the Departments of English
Literature, American Literature, and English Linguistics were recruited as English language
teachers if they had joined teaching certificate programs offered by teacher educators in
Faculties of Education. According to this system, graduates of Faculties of Education were
labelled as teachers with diplomas, and graduates of Faculties of Letters were labelled as

teachers with certificates (Demirel, 1991).
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Recent changes in English language teacher education programs

From 1930s to 1990s, the system for teacher education and particularly foreign language
teacher education was to empower teachers with advanced content knowledge. The training
was more theory-based rather than practice-based. Teachers and English language teachers in
particular were quite knowledgeable but there were problems in education in general and in
teaching English more specifically that were discussed in seminars, panels and workshops. This
acknowledgement of why we cannot teach resulted in a rethinking of the system, the program

and the curriculum of teacher education in Turkey.

In a reported released by YOK (2007) about teacher education undergraduate programs,
it was written that a restructuring process was started in Faculties of Education in 1997 and
within this framework, revised teacher training programs were carried into practice in 1998.
The move from 5 years to 8 years compulsory education and the necessities felt in the field of
teacher education were the driving factors in the revision of the teacher education programs.
Departments and programs were redesigned. In this process, programs related to primary
education were assembled under the Department of Primary Education and Foreign Language

Teaching Programs were assembled under the Department of Foreign Language Education.

Together with the program change in 1998 by HEC (YOK, 2007), teaching formation
courses were redesigned prioritizing teacher knowledge and teaching experience acquired in
real school contexts in addition to theoretical knowledge. Besides, the number and credit of
these courses were increased considerably in comparison to the teaching formation courses in
the previous programs. Practice hours were added to most of the teaching formation courses
and in this regard, two new courses, School Experience I and School Experience II were
included in the program to promote learning in the school context. Moreover, courses such as

Information Technologies and Materials Development, Classroom Management, Counselling



21

and Computer were offered in all teacher education programs and the credits of pedagogical

content courses were increased.

In the study of Grossman and Sands (2008), the emphasis on teaching methods and the
increasing teacher population were expressed as the strong sides of the program change in 1998
by teacher educators. On the other hand, restructuring reform did not contribute to building a
good cooperation with Arts/Science Faculties and collaboration with the MoE. Besides,
technology was not provided adequately for instructional purposes. Therefore, it was believed

that much more needed to be done to improve teacher training programs in Turkey.

In the following years, effectiveness of teacher education programs in training highly
qualified teachers became questionable which was stated in the symposiums, panels, and
conferences organized by the Ministry of Education and Non-Governmental Organizations
(NGOs). Solutions and alternative ideas in terms of minimizing the drawbacks of the program
were put forward in the light of findings of scientific inquiries and experts’ consultations. As a
result, teacher education programs in Turkey were restructured in 2006 and it was carried into
practice in the 2006-2007 Academic Year. The primary innovations of the new regulations are

as follows (YOK, 2007, p. 8):

e A flexible approach was adopted in compositions of programs considering features
of each program. Programs were designed to have 50% field knowledge and skill
courses, 30% pedagogical content knowledge courses, and 20% general knowledge
courses.

e Faculties of education were authorized to select 25% of their total credits and
opportunities for elective courses were increased.

e The percentage of ‘General Knowledge’ courses was increased.
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e Within the framework of general knowledge courses, a new course called
‘Community Services’ was added to the program.

e The new program was designed in accordance with the ones in EU countries.

It is clear to understand that one of the driving forces behind these changes is the
significance of the European Union (EU) harmonization process. In this direction, the flexibility
on elective courses was increased by giving more authority to the Faculties of Education. One
explicit concern in the new program is to train teachers with more general knowledge. The most
essential teacher knowledge is field knowledge and then methodological knowledge. However,
there is no any specific emphasis on curricular, contextual and process knowledge of teachers

within the new program.

Studies on ELT programs in Turkey

After the revolutionary revision in the curriculum of ELT programs in 1998, there were
some scientific attempts into the evaluation of the effectiveness of the program after 1998 and
the program after 2006. Different aspects of the programs were examined to determine their
strengths and weaknesses. Various stakeholders such as student teachers, in-service teachers
and teacher educators were invited to critically analyse the good sides and the bad sides of the

new programs in the following studies.

The English Language Teacher Education Program after the restructuring movement in
1998 was evaluated by Erozan (2005) with a specific focus on language improvement courses.
Six university teachers and the students taking the language-based courses participated in the
study. It was found out that the existing language improvement courses needed to be improved
with some changes such as increasing the practice components, use of more authentic materials
and different methods and activities. It was also emphasized that the courses should be related

to one another in a more logical manner and order.
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Seferoglu (2006) centred her research on the methodological and practical courses in
her evaluation of the undergraduate program. The data were collected through a nine-item open-
ended survey questionnaire. 140 senior English language teacher candidates participated in the
study. Micro-teaching and teaching practice in real classes were perceived to be golden
opportunities by the participants for their contributions to professional skills. However, the
proportion of these courses in the program was not found to be sufficient. In addition, it was
expressed as a need to be able to observe different teachers teaching at different levels in

different school settings.

In Coskun-Ogeyik’s (2009) study, the renewed ELT program following the recent
change in 2006 was evaluated with the survey method. The instrumentation consisted of a
questionnaire developed by the researcher. The sampling included 53 ELT students at a Turkish
state university. The program was considered to be successful in meeting student teachers’

expectations and providing them with practice opportunities.

Coskun and Daloglu (2010) also evaluated the ELT program using Peacock’s model
together with 15 key questions. The data were triangulated with questionnaires and interviews.
The participants of the study were teachers and senior pre-service English language teachers.
The results of the study demonstrated that teachers and student teachers had opposing views on
the weaknesses of the program. While the teachers were of the opinion that the program was
poor in improving student teachers’ linguistic improvement, student teachers believed that the

program did not increase their pedagogical knowledge.

In his program evaluation, Salihoglu (2012) focused on effectiveness of the ELT
program. Peacock’s evaluation design was also used in this study. Instrumentation consisted of
a questionnaire, a focus group discussion, and semi-structured interviews. 200 senior students

and 21 instructors participated in this program evaluation. While the program was found to be
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satisfactory in general by the pre-service teachers, the practice for teaching, needs and language

proficiency of the student teachers were stated as neglected issues in the program.

In another research study, Karakas (2012) investigated the strong and weak sides of the
ELT program in Turkey. The recent curriculum was compared to the previous one and it was
found to have more weaknesses than strengths. The participants agreed on the pedagogy and
theory components as strengths, and out-of-datedness, lack of practice and cultural courses as
weaknesses of the program. It was concluded that systematic evaluation of the program was

significant for education of highly qualified English language teachers.

Hismanoglu (2012) researched English language teacher trainees’ opinions on the
program. Quantitative data was collected with a questionnaire and 72 student teachers
participated in the study. The program was found to be effective in many aspects such as
meeting needs of the trainees, being clear and comprehensible, increasing knowledge and
readiness of the trainees for probable problems in teaching English in real classes. However,
the program was perceived to be weak in developing prospective EFL teachers’ higher level

thinking skills at the desired level, and enhancing their involvement and interest in the lesson.

Recently, Yavuz and Zehir-Topkaya (2013) evaluated the new program focusing on
educational policies in Turkey. The data collection was completed with the participation of 18
teacher educators in the ELT Departments. The results revealed that the new program lacked a
clear rationale and reasoning. Moreover, stakeholders such as teachers, teacher trainers and
student teachers were not consulted during the preparation stage of the program which is a clear

indication of the top-down and centralized approach adopted.

Teacher knowledge for English language teachers
Teacher knowledge is an essential learning outcome of the teacher training programs.

While the previous section demonstrated past experiences in foreign language teacher training
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in Turkey, this part tries to answer the question of what an English language teacher should
know to be effective. Although it looks a theoretical component, there is also practical side in
it. All aspects of general and field-specific teacher knowledge will be clarified.

Verloop, Driel and Meijer (2001) refer teacher knowledge to the whole of knowledge
and insights that underlie teachers’ actions in practice. They indicate that it is a comprehensive
and rich concept which is the reflection of mixture of teachers’ beliefs, conscious or
unconscious teachers’ opinions and their intuitions. It is their view that there are two ways of
teacher improvement. On the one hand, teacher knowledge is developed together with
individual experiences in unique contexts with a certain group of students. On the other hand,
collaborative work and solidarity among teachers who teach at the same level accelerates the
spread and upgrading of teacher knowledge.

According to Ben-Peretz (2011), what enables teachers to perform their job with
necessary skills is teacher knowledge. In addition to core components such as field knowledge,
curricular and methodological knowledge, additional issues like globalization and
multiculturalism have been considered to make contributions to teacher knowledge. She also
points out that the increasing significance of social-constructivist approach to education makes
societal issues essential to the potential teacher knowledge.

Olson and Craig (2001) stated that teachers used to be educated in a traditional way
together with prescribed ideas in the previous teacher education models like Craft Model.
Personal interests of teachers were not taken into consideration. Later on, it was observed that
teacher knowledge is influenced by interpersonal, contextual, and environmental factors.
Teachers’ practical knowledge helps them to filter their professional experiences in daily
occupational life.

Graves (2009) categorizes teacher knowledge into two: a content component and a

methods / skills component. In other words, content and pedagogy are two indistinguishable
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parts of teacher knowledge. Thus, teacher training programs need to equip student teachers with
all components of the target language, theoretical knowledge, cultural knowledge and
methodological knowledge. Taken together, the knowledge base of second language teacher
education consists of following aspects:

e Understanding what teacher-learners know

e Defining the goals for teacher learning

e Knowing what to teach them and how to teach them

e Evaluating the effectiveness of the training process

The knowledge base of second language teacher education starts with analysis of
learners’ and teachers’ present situations. Depending on their background, goals and objectives
should be determined. Content knowledge and pedagogical content knowledge are accepted as
significant for foreign language teachers. The final step is an overall evaluation of the whole
process of teaching and learning.

In Shulman’s (1986) taxanomy, content knowledge, as a broad area, was broken into
three categories: subject matter content knowledge, pedagogical content knowledge and
curricular knowledge. Within this taxanomy, what teachers have stored in their minds in
meaningful organizations is their content knowledge. The ability of a teacher to present and
formulate the subject in a comprehensible way to others is his pedagogical content knowledge.
Curricular knowledge refers to the entire program for teaching particular subjects and topics at
a certain level within a given period of time using appropriate instructional materials.
Pedagogical content knowledge (PCK), particularly, enables a teacher teach a subject matter
with appropriate instructional strategies. It is a very broad category that consists of knowledge
on the subject matter, planning lessons, learners, teaching methods and techniques, and

assessment (Cesur, 2012).
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According to Shulman (1987), most of the characteristics of effective teachers are
related to classroom management skills. Such teachers concern about not only leading learners
in classes but also leading ideas in classroom discourse. Teacher knowledge is something that
is not understood by others, the students. Teachers use their knowledge and skills in calibrating
students’ understanding, performance skills, or desired attitudes and skills into pedagogical
outcomes and actions. Shulman (1987, p. 8) revised and extended his taxonomy of teacher
knowledge as:

e content knowledge

general pedagogical knowledge

e curriculum knowledge

e pedagogical content knowledge

e knowledge of learners

e knowledge of educational contexts

e knowledge of educational ends, purposes and values

Content knowledge answers to the question of what to teach and pedagogical content
knowledge refers to principles of teaching. General pedagogical knowledge includes some
general issues such as classroom management and using the board that are true for all teachers
regardless of their subjects. Curriculum knowledge provides teachers with a general outline of
table of content and they can adapt it for their own specific contexts. To do so, they need
knowledge of their learners and their contexts. Lastly, teachers should have knowledge of their
national political policy and aims, and cultural varieties and values.

Roberts (1998) presents six types of teacher knowledge: (1) content knowledge, (2)
pedagogical knowledge, (3) general pedagogical knowledge, (4) curricular knowledge, (5)

contextual knowledge, and (6) process knowledge. Clark and Walsh (2002) also note that apart
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from content, pedagogical and pedagogical content knowledge, teacher’s personal knowledge
and knowledge of context are important elements needed for a model of an effective teacher.
While Richards (2011) puts forward disciplinary knowledge and pedagogical content
knowledge as two complementary components of content knolwedge, he introduces
technological pedagogical content knolwedge as an another important aspect of teacher
knowledge in addition to contextual knowledge and discourse knowledge. In his understanding,
disciplinary knowledge is more about forming theoretical basis for English language teachers
through some of the courses like SLA, sociolinguistics, theories of langiuage and discourse
analysis. Pedagogical content knowledge, on the other hand, is directly related to language
teaching and include areas such as curriculum planning, classroom management and
assessment. The increasing singificance of using of technology in teaching makes technological
pedagogical knowledge prominent to be able to keep up with technological knowledge of
learners. Richards refers the knowledge of discourse to familiarization with numerous field-
specific terms such as self-efficacy, content-based learning and distance-learning. Finally,
contextual knowledge involves many different issues from school goals, school mission and its
physical resources to the characteristics of teachers and learners in the school.
Darling-Hammond (2000) highlights the fact that teacher knowledge is a prerequisite to
effective student learning. She insists that creation of high standards for extending teacher
knowledge in subject matter and pedagogy might be a sign of progress since teacher knowledge
is the main source of teacher performance in the classroom. She also believes that the quality

of teaching can increase as long as teacher knowledge is strengthened.

It is expected that teacher knowledge grows with experience and time. However, in a
study conducted by A.S. Asl, E.S. Asl and N.S. Asl (2014), the result was just the opposite. It
was found out that many experienced teachers did not have sufficient content and pedagogical

content knowledge. The most interesting finding of the study was that teachers lost their
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knowledge as they got more experience in their profession. This phenomenon is called
stabilization stage in one’s teaching practice which is followed by monotony, stagnation and

disenchantment.

Teacher competencies

Certain standards are set for the improvement of programs at universities. These
standards are then converted into competencies for the students to possess before graduation.
While competencies are sometimes categorized as knowledge-based in some programs, they
may be also put into skill-based taxonomies in some other programs. Not only teacher
competency as a concept but also how it is perceived by different stakeholders in education will
be stated in this part.

Thaine (2004) puts forward that expectations of customers raise issues of accountability
and quality assurance in a work environment which requires high levels of professional
competence. He defends that this is also valid for language teachers who are supposed to
guarantee certain concrete learning outcomes through some measurements to please learners,
employers, and quality assurance agencies. In this sense, a teacher’s performance is evaluated

by professional competencies that are based on achievement of abovementioned expectations.

Bailey (2006) defines teacher competencies as statements that inform novice teachers
about what to do and what they are able to do. In the case of evaluation of novice teachers, use
of competency statements is suggestible but it may be difficult to observe some competencies
like awareness of the need for professional growth. Competencies, in other words, are accepted
and agreed open specified standards that help teacher educators and mentors evaluate teachers’
work. No matter who set the standards for teachers, Ministry of Education or Higher Education
Committee, they need to be acknowledged by teachers as helpful and appropriate.

Katz and Snow (2009) explained competencies as standards that set out clear

expectations for all the stakeholders in education. Standards set criteria for program excellence,
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promotion and career advancement for teachers and administrators. At the same time, they
function as assessment criteria to evaluate prospective teachers as they prepare for teaching
career by teacher educators. A number of words were proposed by Katz and Snow to label
standards such as attainment targets, band-scales, benchmarks, essential skills and knowledge.

Demirel (1989) emphasizes the need to examine teacher competencies from three
different dimensions: subject matter competency, professional knowledge competency, and
cultural knowledge competency. Subject matter competency refers to the ability or skills of
displaying behaviors appropriate to the subject specific areas. Professional knowledge
competency necessitates having knowledge of what it means to be a teacher and putting this
knowledge into practice with behaviours. Lastly, cultural knowledge competency requires
foreign language teachers to develop an intercultural understanding by knowing components of
their own culture and the culture of the target language they are teaching.

In Leshem and Bar-Hama’s (2008) view, when teacher educators and experienced
teachers observe a lesson, they might tend to make an impressionistic evaluation of the trainee’s
performance. When an assessment form is used depending on benchmarks, the two results differ
considerably. They clarify that both pre-service and in-service teachers should know what is
expected from them for effective teaching and teacher competencies function as the written

forms of guidelines that help teachers to identify their strengths and weaknesses.

In the study conducted by Balcioglu and Kocaman (2013), the quality of the teacher
training programs in public and private universities was examined. 306 English language
instructors from 25 different universities participated in the study. One important finding was
that the English language instructors defined the concept of being competent as a teacher’s
ability to adjust himself or herself to new contexts and peculiarities as well. Thus, contextual
knowledge has been considered as the dominant factor to determine whether a teacher is

competent or incompetent.
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How teachers perceived importance of competencies was investigated by Pantic and
Wubbels (2010). The concern was to invite teachers and teacher educators to discuss what
makes a teacher competent. Four components were identified: values and child rearing,
understanding of the education system and contribution to its development, subject knowledge,

and pedagogy, curriculum, self-evaluation and professional development.

Foreign language teacher competencies abroad

While there were some individual and localized academic studies on identification of
subject-specific competencies for the teachers of English language, some educational
institutions in different countries determined more general standards for training foreign
language teachers. For example, ACTFL (2002), American Council on the Teaching of
Foreign Languages, declared a list of program standards for the training of foreign language
teachers who will be recruited to teach English in the USA. According to the program, foreign
language teacher candidates should have a high level of language proficiency and a good
background of the target culture, be knowledgeable about the linguistics features of the target
language system, and language acquisition theories, integrate standards in planning and
instruction, take the learner diversity into consideration, select and develop appropriate
materials, transfer knowledge of other disciplines into foreign language teaching, know and use
appropriate assessment models, compare and contrast the target language with other languages,
differentiate varieties of the target language identifying the key differences and engage in

professional development.

TESOL International Association (2008), on the other hand, identified eight domains of
standards for ESL/EFL teachers. These standards are “planning, instructing, assessing, identity
and context, language proficiency, learning, content, commitment and professionalism”. Within

this framework, lesson planning should promote student learning; teachers are responsible for
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engaging all learners in a supportive environment; constructive feedback should be provided to
learners; contextual knowledge shapes learning; teachers should be proficient in social, business
and academic English; the system of adult education for languages is different; language
learning can occur when it is used for real purposes; foreign language teachers should be

committed to continue their professional development.

The tenth regional consultation meeting on Asia and the Pacific Program of Educational
Innovation for Development (APEID, 1992) aimed to identify competencies required for
teachers in the context of recent curricular reforms. It was a large-scale convention which was
attended by educationalists from 19 different countries. New teacher competencies developed

at the end of the meeting are the following:

¢ to educate all by accommodating learner diversity

e to relate the curriculum to the individual and society

e to arouse positive student attitude

e to develop process skills such as thinking, evaluating, observing, and classifying

e to meet the needs of the whole individual

e to maximize the full potential of each child by diagnosing the needs of each learner
e to foster learner-centered learning and teaching

e to foster mastery learning by using reinforcement and eliminating procrastination

e to apply holistic/performance evaluation

e to cope with and manage change

Some competencies promote intensified effort on learners such as positive student
attitudes and significance of learner needs. Some competencies are related to theory of learning

such as mastery learning, holistic evaluation and learner-centered learning. Some others refer
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to general educational guidelines like self-actualization of each learner, educational revisions,

and learner diversifications.

The National Board for Professional Teaching Standards (NBTPS, 2012) developed
some standards for teaching success in its 1989 publication. According to this scheme, teachers’
commitment to students and their learning, content knowledge and pedagogical content
knowledge, managing and monitoring student learning, teachers’ reflection on their own
practice, and collaborative work with other professional colleagues were accepted as five core
propositions to serve as the foundation for teachers to become accomplished professionals.
More specifically, competent teachers are effective in boosting students’ self-esteem and
motivation; they have a rich repertoire of instructional resources and can employ various
methods for assessing student growth; they usually have a consistent system of reflection on

their own practice and they can work creatively with parents and colleagues.

Niemi and Nevgi (2014) investigated whether or not research studies promote
professional competencies and support pre-service teachers’ growth. Electronic questionnaires
were used for data collection. The participants of the study were 555 student teachers. It was
found out that an authentic experience of the research process provided student teachers with
an understanding of the relationship between theoretical knowledge and practice. Moreover,
positive experience in research studies together with active learning in the studies increased
professional competencies of the student teachers. It was concluded that research studies and

active learning reinforce one another and facilitate professional competencies.

Foreign language teacher competencies in Turkey

In Turkey, Ministry of Education (MoE) and Higher Education Committee (HEC) are
two main institutions responsible for educational policies and activities. While MoE rules the

mainstream education, HEC is in charge of the management of universities. MoE has some
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expectations from the English language teachers as employees. On the other hand, HEC has
some expectations from the English language teachers as graduates. Therefore, MoE and HEC
have identified different but overlapping competencies some of which are generic and some
others are specific.

Ministry of Education (MEB, 2006) in Turkey determined six generic competencies for
all subject teachers. The purposes of these competencies are to contribute to realization of
educational objectives, to provide a comparative analysis of teacher quality, to reach
commonalities in societal expectations for the status and quality of teaching profession, and to
increase accountability of teacher roles for the purpose of guarantee of quality education for
parents and society. The areas of competencies are: (a) professional and personal values, (b)
getting familiar with learners, (c) instructional facilities, (d) keeping careful progress of
learners, (e) interdependency among school, parents and environment, and (f) curricular and
content knowledge. Some of the general teacher roles are lesson planning, material
development, planning extra-curricular activities, time management and behavior management.
To have a good standard in teaching, teachers need to value students and take their needs into
consideration.

Subject specific competencies for English language teachers decided by MoE (MEB,
2009) are:

1. planning and organizing English teaching processes

2. improving language skills

3. monitoring and evaluating language progress

4. having cooperation with school, family and society

5. professional development of English teachers

In the light of the required competencies mentioned above, English language teachers

should take on the role of organizers of educational activities in and out of the classroom.



35

Besides, they need to be facilitators of skills-based performances of the learners. During this
whole process, progress of learners need to be followed carefully. English language teachers
should be able to negotiate family and society on school-related issues. Finally, they are
required to be competent in renewing and upgrading themselves in professional knowledge and
skills.

According to the framework above standardized by MoE (MEB, 2009), the competency
for planning and organization indicates that English language teachers should develop planning
skills, organize appropriate teaching environments, develop materials, use effective methods
and techniques, and use technological resources. Within the second competency area, English
language teachers need to help students develop effective learning strategies; enable learners to
speak English properly; and develop students’ language skills. To monitor and evaluate
language progress, English language teachers should be able to determine the aims of
assessment and evaluation for learning English; use instruments and methods of assessment and
evaluation in teaching English; interpret assessment results and provide feedback; and put
assessment results into their practice. English teachers have also roles for cooperating with
community to make the school a cultural and learning center. They need to pursue their personal
and professional development in teaching English. Besides, they are expected to benefit from
scientific research methods and techniques in their professional development and apply their
own research findings to their classroom practices.

Higher Education Committee (HEC) published a report called, ‘Standards and
Accreditation in Teacher Education in Turkey’ (YOK, 1999). This report provides teacher
education programs with an applicable list of teacher competencies. This list of teacher
competencies includes four broad areas: competence in language and subject area, competence
in planning, teaching and classroom management, competence in monitoring, assessment and

following the students’ progress, and complementary professional competencies. Competence
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in language and subject area consists of subject-matter knowledge and field knowledge;
planning, teaching process, classroom management, and interaction are related to planning and
process of teaching; competence in monitoring and assessment refers to giving timely and
effective feedback, having a record of exams and projects, and using national scoring criteria;
being open to professional criticism and suggestions, self-evaluation and ongoing effort for
increasing teacher knowledge, and participation in in-service training and other extra-curricular
activities all contribute to complementary professional competence.

Karacaoglu’s (2008b) study underlined the vitality of teacher competencies in Turkey’s
European Union harmonization process. Within this period, teacher training programs need to
be accredited with the ones in developed countries which can be achieved through
determination of teacher competencies and qualified competent teacher educators. Besides,
opportunities for the exchange programs in the EU countries and in-service training programs
organized by the EU require a well-designed framework for teacher competencies in Turkey.
In this regard, HEC (YOK, 2010) released an academic study called, ‘Turkey’s Higher
Education Competencies Framework’. According to the list of competencies for teacher
education and educational sciences, teachers need to be competent in working independently
and taking responsibility, learning independently and consistently, interacting with society, and

updating and expanding subject-specific knowledge.
Studies on English language teachers’ competencies

Once certain standards have been set both by MoE and HEC for English language
teachers, the research on teacher competencies gained popularity in Turkish context.
Particularly English language teachers who have different demographic, contextual, and
educational backgrounds were researched to find out how far they are competent and to
investigate whether such variables as working at primary, secondary or tertiary level make a

difference in perceived competency levels. The following studies are presented in a topical
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order to shed light on what has been researched so far on the competencies of pre-service and
in-service English language teachers.

Cesur (2012) researched the competencies of pre-service English language teachers with
a specific focus on their pedagogical content knowledge. The quantitative data were gathered
through a questionnaire from 127 prospective teachers in the ELT Department at Canakkale
Onsekiz Mart University and the qualitative data were obtained using interviews and classroom
observations. It was found out that the prospective teachers agreed that they have the required
competencies in general and they know a lot about the methods and approaches in ELT. It was
also found out that participants do not feel competent about the use of wide variety of
assessment strategies.

Cetinavelr and Yavuz (2010) evaluated the subject matter knowledge of pre-service
English language teachers. A questionnaire was administrated to collect data. 36 student
teachers in different classes in the ELT department participated in the study. It was found out
that the proficiency levels of the participants in English decreased during their teacher education
program. They attributed this negative case to the curriculum and teaching practices. It is clear
that neither teacher education programs nor teaching experience in real classes may help pre-

service or in-service teachers to increase their teacher knowledge.

The research study conducted by Kani (2011) was again on pre-service English language
teachers but on their perceptions about teacher competencies identified by Common European
Framework and European Language Portfolio. The purpose of the study was to explore the
current and desired competencies of the participants and whether competencies differ according
to grade level, language level and the graduate high school. The participants of the study were
the 1°, the 2", the 3" and the 4™ grader students at the ELT Department at Canakkale Onsekiz
Mart University, with a total number of 154. According to the results of the study, the trainees

perceived themselves as competent in the required teacher competencies; the fourth grade
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trainees were found to be more competent than the first and the second grades; a significant
relationship was found between the competency levels of the trainees and their language
proficiency.

Komiir (2010) investigated teaching skills and competencies of pre-service English
language teachers with a specific focus on the course of practicum. A mixed-method research
design was adopted in this study. The participants were 39 senior prospective English language
teachers. The results revealed that student teachers were not competent in teaching grammar,
language skills, and classroom management during the practicum. It was also observed that
they could not put their competencies into performance in teaching listening and speaking. It

was concluded that teaching skills can be improved in time and with experience.

Karacaoglu (2008a) investigated teacher competencies on a general sense in relation to
adaptation process to European Union. In addition to the data that were obtained through
literature review and Delphi technique, a teacher questionnaire, a teacher trainee questionnaire,
an observation scheme and an interview form were used to collect data. 137 competencies were
determined with Delphie technique under four main parts: ‘Professional Knowledge
Competencies’, Subject Knowledge Competencies’, ‘Self-Development Competencies’, and
‘Competencies related to National and International Values’.

Another study focusing on teacher competencies was carried out by Sahin (2006) who
evaluated foreign language teachers in public schools from the perspectives of education and
field knowledge. The data were collected through questionnaires and interviews. The findings
revealed that foreign language teachers were competent in learning and teaching theories,
linguistics of the foreign language they teach, assessment, motivation and management of
learners.

In the study conducted by Giiven (2005), professional competencies of primary school

EFL teachers were evaluated. 266 English language teachers who work in primary state schools



39

in Mersin took part in the study. The research aimed at determining profiles of the teachers of
young learners in primary schools and finding out whether variables such as gender, age,
experience, and taking a course about teaching to English to young learners make a difference
in perceptions of professional competencies of the participants. The results showed that EFL
teachers’ perception of competencies did not change according to gender, age and professional
experience. It was also found that the teachers who had taken an in-service course perceived
themselves more competent in organization of teaching and learning process.

In a similar study, Ozdemir (2007) investigated primary school EFL teachers’
perceptions of competence in terms of their use of methods, techniques and instructional
technology. Survey method was used and the data were collected from 95 teachers in 76
different primary schools. The results revealed that the teachers were competent in the usage of
methods and techniques, whereas they did not perceive themselves competent enough in the
usage of instructional technology. One of the implications of the study is that teachers need
guiding and education to develop their foreign language teaching skills.

Odabag-Korkmaz (2013) also aimed to determine how competent primary school
English language teachers perceive themselves on subject area competencies. Relational scale
model was used in this study. The participants were 195 English language teachers at state and
private schools. The findings revealed that English language teachers had quite high perceptions
on subject area competencies. It was also found out that experience and participation in in-

service programs did not make a significant difference in any of the areas of competencies.

Koyalan (2004) worked with English language instructors to identify their teaching
efficacies and abilities to manage disruptive behaviours in classroom. It was a descriptive study
and the participants were English language instructors from Middle East Technical University,

Dokuz Eyliil University, and Ege University with a total number of 221. It was found that the
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instructors were at middle level in teaching competencies, and at high level in coping with
problems in classroom management.

Eksi and Capa-Aydm (2012) set up a scientific inquiry into the needs of English
language instructors for their professional development. A questionnaire was administrated to
92 instructors working at a state university. The participants were found to be competent enough
in new theories and practices of ELT, and in using technology in the classroom. New trends
such as critical thinking, multiple intelligences and Nero Linguistic Programming (NLP) were

areas of interest for teachers for their professional development.

Abal1 (2013) explored effectiveness of English language teachers. The aim was to
identify professional development needs of the teachers. An online questionnaire was
developed for data collection. 50 English language teachers from primary schools participated
in this study. According to the results of the study, English language teachers need to develop
themselves in speaking skills, classroom management, using games and songs, organizing

warm-up activities, and pronunciation.

Cantekin (2009) researched competencies of English language teachers in public high
schools using the survey method. Stratified sampling was applied and 163 English language
teachers participated. The teachers perceived themselves to be highly competent in their
profession. However, they stated that lack of time, heavy workload, and insufficient subject
matter knowledge are the obstacles for putting their competencies into practice. It was also
found out that gender, department of graduation, experience and participation in certificate

programs did not make change in the perception of professional competencies.

Tang (2008) compared in-field and out-of-field English language teachers in terms of
their profiles and competencies. The data were collected through a questionnaire prepared by

the researcher. A total number of 240 in-field and out-of-field English language teachers
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responded to the questionnaire. No significant difference between these two groups of teachers

was found related to their sufficiency and profiles.

In the study conducted by Tandiroglu (2008), teacher competencies required for the
Common European Framework (CEF) and the English Language Portfolio (ELP) were
researched. How teachers perceive their acquired and desired competencies in accordance with
CEF and ELP was the main research question to be answered. The results revealed the
participants found themselves competent in the required teacher competencies, whereas they

would like to be highly competent in these competencies.

Perceptions of instructors on their acquired competencies according to Teachers of
English to Speakers of Other Languages (TESOL) and Ministry of Education standards were
investigated in a master thesis carried out by Canbolat (2013). The researcher also aimed to
analyse the strengths and weaknesses of the ELT undergraduate program. Instrumentation was
achieved through questionnaire and interviews. According to the results of the study, the
instructors perceived themselves competent in learning, language proficiency, planning,
instructing, and content, whereas assessment, identity and context, commitment and
professionalism were determined as their professional needs areas. The methodology, general
education and language were found to be the effective components of the ELT undergraduate

program

Hismanoglu (2013) evaluated the current English language teacher education program
to determine whether or not it raises pre-service English teachers’ awareness of Common
European Framework of Reference for Languages (CEFR). The participants of the study were
72 student teachers and a questionnaire was administrated for data collection. It was found out
that the participants had a high level of CEFR awareness. More specifically, the majority of the

prospective EFL teachers perceived themselves competent in choosing and designing different
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listening activities; developing various speaking activities; producing a wide range of reading

activities; and choosing and evaluating meaningful writing activities.

Democratic values and self-efficacy perceptions of English language teachers were
explored by Zehir-Topkaya and Yavuz (2011) in Turkish context. The survey method was used
in this study. The participants were 294 pre-service English language teachers. Results indicate
that their perceived level of democratic values and self-efficacy beliefs were high. There was

also a correlation between democratic values and self-efficacy perceptions.

Dogan (2009) dealt with professional efficacy and problems of English language
teachers working in primary and secondary schools in his master thesis. A scanning model was
adopted and the data were collected by the mediator of the inquiry. 201 English language
teachers participated in this study. Findings of the study revealed that the teachers had a low
level of competency in reaching the most problematic students, and agreed on the insufficiency
of course books and the curriculum in teaching English effectively. However, the participants
reported a high level of professional efficacy in keeping students’ concentration high even in
the most difficult subjects, motivating lower-level students, making English lessons enjoyable,

and using different and efficient assessment strategies.

Self-efficacy beliefs of pre-service English language teachers about their English and
teaching skills were the areas of interest in another research study undertaken by Biiylikduman
(2006). Pre-service teachers were found to have positive self-efficacy beliefs in generic
teaching skills, whereas they did not find themselves competent enough in teaching listening
and speaking skills. Not any significant difference was found between the pre-service English
language teachers at prestigious universities such as METU and Hacettepe and those at other

universities. Finally, there was a logical overlap between the averages of pre-service teachers’
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self-efficacy beliefs related to English skills and averages of their scores in university entrance

€xams.

While in many abovementioned studies both pre-service and in-service teachers
perceived themselves quite competent in professional skills, teacher portfolio application
caused some decreases in English language teachers’ perceptions of competencies in a study
conducted by Celik (2011). The research design was the pre-test and post-test one group pre-
experimental design. The data were collected through questionnaires and interviews. The
participants were 60 English language teachers working at a private primary school. It is
concluded that teachers usually have positive self-efficacy beliefs about themselves as teachers
that were reported in abovementioned studies, but teacher portfolio process can make them
more critical, reflective and self-evaluative. Therefore, teacher portfolio triggers teachers for a
reconsideration of perceived competencies and provides them with a more realistic evaluation

of their professional skills and practices.

Teacher effectiveness

What is expected from an ideal teacher in today’s world is a difficult question to answer.
There are obviously other factors such as profile of students, profile of parents, administrators’
attitudes, and physical conditions. But what makes an English language teacher effective in
terms of his or her own characteristics and performance? Teacher effectiveness will be
explained in definitional terms in this part.

Goodwin (1999) draws attention to the fact that there is not much consensus on what
contributes to effective teaching although it has been demonstrated in the literature that effective
teachers achieve greater student learning. While some authorities promote deep subject matter
knowledge, others emphasize the ability to employ research-based instructional techniques to
enhance teaching quality and teacher effectiveness. One of the strategies suggested by Goodwin

to increase teaching quality is to improve the teacher talent pool. To do so, it must be ensured
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that only capable and well-educated individuals become teachers. Another way of keeping
teaching quality high is to test prospective teachers after graduation and create program to
mentor new teachers instead of an induction based on trial and error.

Bailey (2006) attempted to discover generic characteristics of effective teachers and
realized that research in general education focused on teachers whose students learn more than
other teachers’ students. Her review of literature revealed that what makes a teacher effective
is his clarity, use of various methods and materials, his enthusiasm, task-oriented approach to
teaching and indirect teaching style. It is important to note that a successful teacher in one
school may not be that much successful in another school. Therefore, contextual factors are
believed to have influences on teacher performance.

Eide, Goldhaber and Brewer (2004) define teacher quality as the ability of a teacher to
promote student learning and achievement. Successful student learning depends on high
qualifications of teachers. However, the changes in the occupational choices of the brightest
college graduates posed some difficulties for maintaining teacher quality in US public schools.
They argue that improvement of teacher quality depends on development of a set of standards
and competencies for new and experienced teachers to meet and master.

According to Elizabeth, May and Chee (2008), being creative, encouraging active
student participation, making relevant assignments, promoting critical and creative thinking,
providing feedback, and monitoring student progress are some of the characteristics of
successful and effective teachers. Perseverance in ongoing professional development through
reflection on practice, learning from individual experiences and experiences of other people
enable a teacher to proceed in teaching skills, competencies and effectiveness.

Cubukcu (2010) undertook a research study with student teachers on their perceptions
of teacher competence and their attributions for success and failure. Data were collected through

student journals. The sample consisted of 90 pre-service English language teachers in the ELT
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department at a Turkish state university. The results of the study showed that having clear
objectives, meeting needs of all levels of pupils, and teacher enthusiasm are the prior
requirements for successful and effective instruction. In addition, making lesson plans,
designing interesting activities, and motivation of students through the use of reinforcement
were considered to contribute to teacher effectiveness positively.

Faltis, Arias and Ramirez-Marin (2010) researched relevant competencies for secondary
teachers of English learners using a mixed method design. It was found out that to promote
teacher quality, English language teachers need to understand language acquisition process of
children; they should be able to coordinate English proficiency levels; and they should also
promote group work and use multiple assessments.

Chingos and Peterson (2011) put forward that there may not be correlation between
holding a BA degree or MA degree and teaching effectiveness. Most teachers usually increase
their effectiveness with a few years of teaching experience, but they get some evidence that
teachers may become less effective as they get more experience. They also believe that teacher
knowledge may deteriorate when teachers feel secure and confident in the following years of
teaching. On the other hand, it also looks more pragmatic to recruit an effective teacher rather
than training a teacher to make him or her effective. Another strategy for teacher development
recommended by Chingos and Peterson is that teachers having more years of experience and
holding higher degrees through diploma programs (MA or PhD) or certificate programs (e.g.
CELTA or DELTA) could be paid more than moderately-qualified teachers as long as their
effectiveness is reflected in student performance excluding student characteristics and school
fixed effects.

According to Kyriakides, Demetriou, and Charalambous (2007), innovations of the
twenty-first century brought additional roles and responsibilities for teachers. Teachers are

expected to develop curriculum, conduct action or classroom-based research, and facilitate staff
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development. This professional reality sweeps away the traditional understanding of teacher
effectiveness with an exclusive focus on individual teachers’ teaching performance in the
classroom. Instead, seven different models were proposed by Kyriakides, Demetriou, and
Charalambous in the teacher effectiveness research as follows: (1) goals and tasks model with
an emphasis on testable teacher performance through specific outcomes or benchmarks; (2)
resource utilization model with a focus on maximum exploitation of allocated resources and
support; (3) working process model in which effectiveness depends on high quality teaching
performance; (4) the school constituencies satisfaction model with an explicit priority of client
(e.g. students, parents) satisfaction; (5) the accountability model which requires teachers to be
responsible to the public for the maintenance of quality of the educational system; (6) the
absence of problems model in which teacher effectiveness depends on nonexistence of
problems, troubles, and misbehaviors; and (7) the continuous learning model which relates

teacher effectiveness to teachers’ abilities to adapt themselves to external and internal changes.

Studies on effective English language teachers

The profiles of an effective English language are varied according to students,
colleagues, parents, and administrators. Numerous surveys, interviews, classroom observations
and case analysis have been undertaken in the literature so far to specify the general and context-
free characteristics of successful and efficient English language teachers. However, the
following studies yielded not only similar and overlapping results but also differing and
opposing conclusions depending on participants, their backgrounds and expectations.

One of the pioneering works on teacher effectiveness was accomplished by Lowman
(1996) who researched characteristics of exemplary teachers. He asked participants to describe
outstanding teachers from their pasts and some of the responses were ‘enthusiastic’, ‘caring’,
‘motivating’ and ‘knowledgeable’. The ability to arouse intellectual excitement in students and

build positive relationships with students was believed to make a teacher exemplary. More
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specifically, if teachers can call their students by their names and have interactions with their
students before, during, and after class, then they can achieve effective teaching. The conclusion
of the study is that learners of exemplary teachers retain high levels of learning and they have
the ability to influence student motivation by being positive and supportive of students’ effort.

Wichadee (2010) conducted a study to define the effective English language teachers.
There were two groups of participants: 400 undergraduate students and 53 full-time teachers.
The data were collected through a five-point rating scale questionnaire. The findings showed
that preparedness, effective communication skills and a decent personality are the key
characteristics of effective English language teachers according to Bangkok University
students. The teachers agreed that English proficiency has a key role for teacher success and
other categories-pedagogical knowledge, organization and communication skills, and socio-
affective skills- are also significant for effectiveness of English language teachers.

Feldman (1986) reviewed the extent research on the connection between teachers’
personality and teachers’ effectiveness. After examining personality traits of teachers perceived
by students, first three personality traits-positive self-regard, energy, and enthusiasm, and
positive regard for others were found to be positively associated with perceived teacher
effectiveness. Some other positive associations between personality and effectiveness such as
ascendance, reflectiveness, flexibility, sociability, responsibility, and brightness were
identified.

Similarly, Bell (n.d.) undertook a research study on distinctive characters and manners
of effective foreign language teachers. The participants were 457 postsecondary foreign
language teachers. The findings revealed that the effective foreign language teacher is expected
to show personal involvement in the target language (TL) and culture; use the TL competently;
frequently use authentic materials and realia; have familiarity with theories of SLA; reduce

learner anxiety; use small groups to increase learners’ involvement; use the target language as
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the classroom language; satisfy students by taking their needs and interests into consideration
and adapting learning activities accordingly.

Park and Lee (2006) investigated how effective English language teachers are
characterized by Korean high school teachers and students using a questionnaire. The
participants of the study were 169 teachers and 339 students in high schools. They ended up
with different but noteworthy perceptions from teachers and students in terms of the
characteristics of effective English language teachers. While teachers attached greatest
importance to English proficiency, students regarded pedagogical knowledge as the most
essential competency of an English language teacher.

Elizabeth, May, and Chee (2008) attempted to identify personal traits of effective
teachers. The data were collected from teachers having different backgrounds like school type,
teaching experience, and administrative positions. Teaching skills and interaction with students
were taken into consideration as primary concerns for effectiveness of teachers. Within their
schema, effective teachers are supposed to be creative, make students participate actively, make
necessary assignments, use timely questions, encourage critical thinking, and use wait time to
elicit responses from learners. Besides, they need to provide students with useful feedback,
monitor programs and students’ performance.

Koksal (2006) compared personalities of native and non-native English language
teachers in his master thesis. It was an inquiry into perceptions of Turkish students on both
groups of teachers’ competencies in pedagogy, motivation, and communication. The
participants of the study were 216 private high school students. Questionnaires were
administrated and it was found out that while native English teachers were characterized as
informal and confident, non-native English teachers were found to be more sensitive to learner
needs, to foster encouragement and motivation of students more easily, and to be more patient

and understanding toward students’ mistakes.
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Ortakdyliioglu (2004) investigated perceived teacher competency levels of pre-service
English language teachers. The study aimed to reveal how competent the senior students felt
and knowledgeable who were about to graduate and how effective the pedagogical content
courses were offered in the ELT and Certificate Programs. The data were collected through two
methods: a two-part questionnaire and interviews. According to the findings, student teachers
in the Department of English Language and Literature (ELL) perceived themselves to be more
competent in language and culture, whereas student teachers in the Department of English
Language Teaching found themselves more competent in teaching, using different assessment
techniques and classroom management than the ELL students. It was also indicated that the
methodology courses in both programs seemed to be adequate in equipping pre-service English
language teachers with necessary teaching skills despite the insufficiencies in the content and
the number of these courses.

Hativa, Barak, and Simhi (2001) explored effective teaching strategies of exemplary
university teachers. The qualitative method was adopted to study teacher thinking and
knowledge. There were four exemplary teachers as the participants. Qualitative instruments,
interviews and classroom observations were utilized for data collection. According to the
exemplary teachers being interviewed, making a lesson interesting and clear, and creating a
positive classroom climate are the key factors for teacher success. It is also significant to note
that although effective teaching requires high organization, clear and interesting lessons, and a
positive classroom atmosphere, even best teachers may not perform at the top level in all these
categories.

In Lee’s (2010) study, what makes EFL teachers distinctive from other teachers was
investigated. A questionnaire was administrated to 163 college level EFL students. Motivation
and fairness were found to be the two fundamental characteristics of effective EFL teachers. In

the same study, EFL teachers were described as positive, cheerful, eager and enthusiastic, and
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passionate. In addition, it was agreed that English language teachers tend to have interaction
with students in class more than teachers of other subjects.

The study conducted by Borg (2006) also focused on the characteristic differences
between foreign language teachers and teachers of other subjects. An interpretive mode of
inquiry was preferred because of the exploratory nature of the study. There were five different
groups of participants in a range of contexts: teachers enrolled in a TESOL course, language
teacher conference delegates, subject specialists, Hungarian prospective English language
teachers and Slovene undergraduates in English. The findings of the study suggested that
methodological diversity, dynamic nature of content of language, and intense communication
between teacher and learners make foreign language teachers distinctive. Besides, these
teachers were found to be more creative, flexible and enthusiastic than other subject teachers.

Arikan’s (2010) research study yielded important results on perceptions of effectiveness
of English language teachers in Turkish context. A mixed method design was implemented
together with a survey and interviews. 50 pre-service English language teachers participated in
his study. Firstly, mentors in the practicing schools were not found to be effective by the
majority of prospective teachers. Besides, in-service teachers attributed their ineffectiveness to
inadequate in-service training programs and lack of a revised curriculum. Effective lesson
planning, using various materials, giving clear instructions, and providing a positive classroom
environment that is conducive to learning were determined as the key factors for teacher
effectiveness.

In their study, Elizabeth, May, and Chee (2008) aimed to define teacher success in the
context of Hong Kong. Interview technique was used to collect data and 15 teachers participated
in the study. Caring for students, being interested in the subject taught, having a good sense of
humor, being enthusiastic, patient, respectful, and responsible were identified as the most

important personal qualities of teachers. Professional qualities such as classroom management
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and subject matter knowledge could be considered as personal qualities. In addition to personal
and professional factors, personal context (influence of former teachers and family support),
school context (principal’s support, colleagues collaboration, and students’ positive feedback),
and context beyond school were stated as critical factors in determining teacher success. One
conclusion is that not only the quality of teacher training courses but also the attributes of the
teachers themselves have impact on teacher effectiveness. Pre-professional life experiences also
affect teachers’ personal attributes.

Korkmaz and Yavuz (2011) investigated ELT student teachers’ understanding of
effectiveness of English language teachers adopting a mixed method design. The participants
were 100 senior pre-service English language teachers at a state university. The data were
gathered through a five-point Likert-type questionnaire. At the end of data analysis procedure,
several factors such as creating a positive learning environment, being fair, valuing diversity,
self-esteem and autonomy, being sensitive to individual differences, and understanding the
feelings of learners were emphasized as significant for an EFL teacher’s success. Curricular
and content knowledge were also perceived to make contributions to effectiveness of EFL
teachers.

Similarly, in the study conducted by Minor et al. (2010), the aim was to investigate how
pre-service teachers perceive characteristics of effective teachers. The participants were 134
pre-service teachers. The data were collected through two different surveys. The results
revealed that an effective teacher is expected to promote learner-autonomy; be authoritative,
professional and competent; have professional ethic, enthusiasm about teaching, and advanced
knowledge about subject.

Arikan, Taser, and Sarag-Stizer (2008) researched perceptions of Turkish preparatory
school students about effective English language teachers. To do so, a questionnaire with three

sections with a total number of 30 statements was used. 100 foreign language learners in the
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preparatory schools participated in this study. Results show that being friendly, young,
enthusiastic, creative, and humorous make an English language teacher effective in the eyes of
students. In addition to these personal traits, English language teachers are expected to be fluent
in English, have correct pronunciation, teach grammar effectively using real life situations, and
plan educational games for their students.

Profile of an effective EFL teacher was explored by Celik, Arikan, and Caner (2013)
with the participation of 998 university students at different classes. A quantitative research
design was chosen. At the end of the study, teacher effectiveness was attributed to being fair,
being love and being experienced by the students. Teachers’ competencies in pedagogical

knowledge, content knowledge and teaching skills were also correlated with teacher success.

Beginning English language teachers

This study involved the English language teachers in first five years in their career as
participants. In the literature, they are sometimes called novice teachers and in some sources,
they are labelled as beginning teachers. No matter what they are called, they are new in teaching
English and they share some similar characteristics which will be dealt with critically in this

part.

Veenman (1984) defines beginning teachers as teachers who work full-time after getting
a degree stating that they are fully qualified to teach. He makes clear that first three years in
teaching can be considered critical for a teacher’s career since the leap from being a student
teacher to a real teacher poses some difficulties. Beginning teachers face all realities of teaching
profession within a school context in a really short time. Sabar (2004) calls novice teachers
‘strangers’ because they easily used to follow settled norms of behaviours in their previous
school environment and they try to adapt to a working environment where there are new norms
and rules and different social relationships. As a result, they can feel lonely and they are in need

of socialization. They need to adapt themselves to school community through integration.
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Moreover, the first year experience has a great impact on professional development, future
career plans, feelings and attitudes of beginning teachers (Andrews & Martin, 2003; Hebert &

Worthy, 2000).

Pillen, Den Brok, and Beijard (2013) based professional identities of novices on job-

related tensions. There are six profiles as follows:

e concerned teachers

e troubled teachers

e teachers struggling with significant others

o fairly tense teachers

e teachers with responsibility-related tensions

e unworried teachers

Pillen, Den Brok and Beijard (2013) explain that concerned teachers want to fulfil a
good job considering their students’ needs and they want to give actual support to their students.
Teachers with responsibility-related tensions deal with their changing status from being a
student teacher to becoming a regular teacher. Troubled-teachers may lack self-confidence
about how to perform their jobs. Unworried teachers do not experience any tension-reated
problems since they might not plan a long career in teaching. It is true that beginning teachers
experience different sorts of tensions and mentors in schools should support them in utilizing

these tensions for effective professional development.

Kumazawa (2013) notes that beginning teachers may not be fully prepared for a full-
time position even if they are graduates of best schools since first years of teaching can be the
most stressful years of professional lives. She suggested that these teachers need to start their
careers in schools that have collegial culture. Moreover, they can be assigned to schools where

there are no extreme disciplinary problems and school principals design their school
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environments as places for novices to adapt to school culture easily. Bloom and Davis (1997)
believe that new teachers need also curriculum guidance and support through systematic
orientation. In their view, expectations in terms of classroom performance, participation in staff

and extra-curricular duties are to be explained to new teachers.

According to Grossman and Thompson (2008), finding appropriate resources and
materials is one of the challenges that new teachers have. They also tend to follow the main
materials they have at hand. Because creating quality materials to use with their students is a
daunting task for novices in addition to their other responsibilities. They spend a long period of
time for selecting or designing materials for their classes. Grossman and Thompson concluded
that curriculum materials are important in helping new teachers develop practice and they need

to be given opportunities to analyse and critique curriculum materials.

Two common tendencies in the characters of novice teachers were detected as
deteriorating factors for their problems by Frederick and Patricia (1947): their invariant
characteristics and their sequence. Beginning teachers usually have the hesitancy about how to
control the class. Most of them mention it as the major problem of beginning to teach. In
addition, they experience the difficulty of using the class time effectively. They feel nervous
about how to fill the time. When they do not have an appropriate contingency plan and run out

of material, they stop teaching and lose control of the class.

Veenman (1984) reviewed perceived problems of beginning teachers in their first years

of teaching. The most frequently mentioned problems are the following:

e classroom management
e rapport with students
e meeting learner needs

e assessment of students’ performance
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e communication with parents
e giving instructions
e lack of curricular materials

e dealing with problems of individual students

Most of the problems above are not related to lack of teacher content knowledge or
pedagogical content knowledge but knowledge of learners and knowledge of educational
contexts. Moreover, one problem may trigger the birth of another problem in the list above. For
example, if a teacher cannot build rapport with students, he or she cannot meet learner needs
and deal with problems of individual students. As a result of this, he or she might have
difficulties in managing the whole class. Novice teachers usually do not have a good stockpile
of extra-curricular materials at the very beginning of their careers and it takes time for them to
build up their own repertoire. Instructions need to be carefully designed and planned in lesson
plans to avoid ambiguities and chaos in classroom organization since novice teachers may not
do it intuitively. Thus, problems of beginning English language teachers are varied depending

on their personalities, background education and school contexts.

Competencies and effectiveness of beginning English language teachers

Although the research studies on the competencies of pre-service English language
teachers are ample, investigation into their effectiveness and competencies in real life after
graduation as full-time teachers in critical initial years of their career is limited to a few inquiries
especially in Turkish context. For example, Salli-Copur (2008) researched effectiveness of
novice English language teachers. The data were collected through two questionnaires and
interviews. She involved only the ELT graduates of Middle East Technical University between
2002-2006 years as participants. The overall scores showed that METU ELT graduates

indicated a slightly high competence in general; they view themselves highly competent in
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presenting knowledge of language in a clear manner, having advanced knowledge of English,
establishing rapport with learners, and knowing and using different techniques and methods of
evaluating students’ progress.

Sar1 (2013) compared the experienced and novice English language teachers to identify
similar and differing techniques in classroom management. The participants of the study were
100 English language teachers at different primary and high schools in Turkey. The researcher
used a questionnaire for data collection. The findings of the study revealed that experienced
teachers were strict about following rules and structures while novice teachers were more
flexible. Experienced teachers were not tolerant of misbehaviors of students and they tended to
follow their lesson plans to a great extent. However, novice teachers let students behave more
freely in the classroom.

Worthy (2005) traced a novice teacher’s progress in his early years of teaching in a
longitudinal study. The novice teacher, Mark, first focused on his personal survival in the class
and then could concentrate on students’ personal and academic needs. After a couple of years
of experience with his increasingly reflective and critical stance toward his preparation, he
became an innovative and highly effective teacher. An important implication was that much of
what Mark learned was while teaching in the classroom. Learning ‘in school” while working
with students is a recommendation by many educators for both in-service and pre-service
teachers.

Although many researchers reported case studies of novice teachers’ failures, the study
by Hebert and Worthy (2001) told us a successful story of a beginning teacher in his very early
career. For the effectiveness of the first year teacher studied, there were several factors related
to pre-service teacher education, school context, and the active roles of the teacher in the school
social context. The study revealed that to increase effectiveness and competencies of novice

teachers, their expectations and personalities should match with workplace realities; they need
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to apply appropriate strategies to manage student behavior; and they should learn the social and
political norms of the school culture.

Joiner and Edwards (2008) underlined the essential role of socialization in the
effectiveness of teachers. They asserted that particularly novice teachers fulfill their roles in
isolation without support of their colleagues in the field. Administrators need to attend to the

socialization needs of these professionals for their effectiveness and retention.
Induction programs for beginning English language teachers

A standard program for orientation of beginning teachers into their new responsibilities,
working sites, colleagues and new life with additional statues is organized in many parts of the
world in different formats and periods of time. This program is called ‘induction’ in the
literature as it suggests the start of one’s career in a job. Farrel (2003) underlies the fact that
beginning teachers need to be supported as they progress to get experience in different phases
of professional development which has been stated in many research studies. It is logical for
teacher educators to provide on-site support and assistance to novices to decrease the rate of
attrition during the first 3 years of teaching. It is evident that if beginning teachers learn from
guided practice rather than through trial-error efforts, they can be effective teachers in their
early career. Similarly, Lambson (2010) recommends that the guided practice should be
provided by experienced teachers who help novices with reflection on their practices and how
to respond to students. For a more effective collaborative work, novice teachers need to have a
good relationship with experienced teachers who share their practices with newcomers

wholeheartedly.

Induction year programs help novice teachers to join the teaching community, to get to
know the school climate and to promote their professional development (Lofstrom &
Eisenschmidt, 2009). Induction programs also aim to help new teachers to get information and

survival skills about specific school contexts and cultures. A good stockpile of resources, highly
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qualified mentors, research-based learning and allocating sufficient time for new-teacher
support make an induction program effective (Allen & Palaich, 2000). In Lindgren’s (n.d.)
research study, it was expressed by the novice teachers that the opportunities to analyse different
situations with experienced colleagues and the talks with the mentors made it possible to solve

their problems.

In a study conducted by Lofstrom and Eisenschmidt (2009), it was found out that the
induction year program in Estonia focuses on mainly creating professional development
opportunities for novice teachers. In 2004, the program was started as a complementary part of
teacher education. It is the first step to eliminate the difficulties new teachers face. Within the
organization of the induction year program, the roles are allocated among the following people:
(1) headmasters who are responsible for providing a supporting environment for novices’
professional development; (2) mentors cooperating with novices; (3) novice teachers
themselves; and (4) the officers at the university induction year centre who organize mentor

training programs and seminars to support novice teachers.

The work of Senom and Othman (2013) shows that in Malaysia, there is not a concern
for an induction year program for novice teachers and that’s why, their transition from
university life as a student to school life as a teachers becomes troublesome. Moreover, they

have the same responsibility like other experienced teachers.

According to the regulation published by MoE (MEB, 1995), induction program for
teacher candidates consists of three complementary phases in Turkey: fundamental training,
preparatory training and practicing training. It aims to empower teacher trainees with necessary
knowledge and skills and enable them to fulfil their roles as expected without causing any waste
of time and resources. The fundamental training consists of 50 hours instruction and covers

topics such as Turkish Constitution, Atatiirk’s Principles, the Law of State Officers, and so on.
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The preparatory training consists of 110 instruction hours and it aims to provide their adaptation
to the profession and give them background information about their roles and responsibilities.
The practising training consists of 220 hours instruction and it lasts maximum five months. The
purpose of this training is to give the trainees opportunities to put the theoretical knowledge

they gain in the previous stages into practice and to make them get experience in this way.

The induction year program in Turkey is applied to teacher trainees who work in state
schools. Demirel (1991) underlines the fact that instructors who work at schools of foreign
languages at universities are not exposed to such a program in their first year of teaching.
According to the abovementioned program, teacher trainees are expected to be educated
alongside veteran teachers and learn how to behave like a teacher and adapt to teaching
profession. However, Demirel draes attention to the fact that this is not the case in reality. Due
to the shortage of foreign language teachers, they start teaching as a full-time teacher and take

on extra-curricular responsibilities like other experienced teachers.

MoE (MEB, 2015) has made a new regulation about the induction year which promotes
performance-based evaluation of the trainee teachers. According to the law with 1739 number,
performance evaluation will be done three times, one at the beginning of appointment, and two
in the following stages. The trainee teachers will be evaluated by examiners from the MoE,
mentors and school principals. Trainees have to get an average of 50 from the three performance
tests. Otherwise, they will be disqualified and dismissed. If they are successful, they will sit for
a written and/or an oral exam. They will be successful as long as they get at least 60 in written
or oral exam. If they cannot get the required minimum score, they will be appointed to another
school for a second chance for the exam procedure. In the case of failure in the new school,

they will be dismissed.
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Chapter II: Methodology

Creswell (2003) states that there are obviously three approaches to research:
quantitative, qualitative and mixed methods. The quantitative researcher fundamentally uses
experiments and surveys, and collects data on pre-determined instruments and deals with
statistical data. Post-positivist epistemology prioritizes development of knowledge in a more
analytical manner like in cause and effect relationship. In contrast, the qualitative research
promotes making inquiry based on constructivist perspectives or participatory perspectives.
Some of the qualitative strategies explained by Creswell are narratives, phenomenologies,
ethnographies or case studies. Lastly, a mixed methods approach is based on pragmatic grounds
in which the researcher collects both numerical and text data either simultaneously or
sequentially to best understand research problems.

The method to be used in this study is mixed-method research with combination of both
quantitative and qualitative approaches (Onwuegbuzie & Johnson, 2006). Mixed-method
research is defined as research in which data are collected and analyzed, the findings are
integrated and inferences are drawn using both qualitative and quantitative methods in a single
study (Teddlie & Tashakkori, 2006). Cresswell (2003) explains mixed methods approach by
emphasizing the pragmatic stance of the researcher as he or she gathers data either spontenously
or consecutively to explore research problems in a better way. Besides, pragmatism is
considered as the philosophical underpinning of the mixed-method research. The focus of the
research is on the findings, the significance of the research problem, and the use of multi-
methods for the research problems rather than relying on a single method. Therefore, it is

pluralist, practice-based and tends to use ‘what it works’ (Cresswell & Clark, 2011).

Cresswell and Clark (2011) indicate that mixed-method has risen as the third research
method due to some factors developed in the process of research since 1990s. They argue that

the complexity of the research problems necessitates going beyond collecting data only through
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numbers in quantitative sense or only through words in qualitative sense. Combination of these
two types of data eases the analysis of problems properly. Researchers include numbers and
statements of participants in the context of the research and express participants’ words in
numbers, tendencies and statistical results. On the other hand, quantitative researchers realized
that qualitative data can play an important role in quantitative research. Similarly, qualitative
researchers realized that presenting perceptions of a limited number of participants do not
necessarily enable them to generalize findings to more people. Calls for extending the scope of

research data resulted in collecting both qualitative and quantitative data.

Jonhson and Onwuegbuzie (2004) note that due to the fact that inter-disciplinary,
complex and dynamic research is increasing in the world, it might be necessary for many
researchers to complement one method with another. Epistemological and methodological
pluralism make researchers aware of all methodological possibilities. They insist that taking a
mixed position can provide the best chance of answering specific research questions.
Furthermore, understanding multiple methods used by other scholars might increase

communication, collaboration among researchers and result in high quality research.

Metz (2000) believes that neither ethnography nor any other qualitative methodology is
the most effective methodology for all questions in spite of its great significance. The increasing
complexity of the social world, particularly the sector of education, makes it impossible to be
researched and analyzed by any single methodology. It is time for the assumptions and
procedures of varied methodologies to be clarified. In order to identify both the strengths and
weaknesses of each approach, educational researchers need to explicitly answer their questions

through the most appropriate theories, methodologies, and methods.

Onwuegbuzie and Leech (2005) identified the opportunity of being flexible in

investigative techniques as one of the advantages of mixed methods approach for researchers.
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No matter what philosophical orientation they have, there is more likelihood of collaboration
among researchers. Using both data collection techniques, researchers can use qualitative

research to elaborate the quantitative portion of research studies and vice versa.

According to Onwuegbuzie and Leech (2005), it is extremely limiting to rely on only
one type of data. In other words, mono-method approach (either qualitative or quantitative) is
not sufficient in capturing the trends and details of the situation. When qualitative and
quantitative methods are used together in a single study, they complement one another
(Cresswell, Fetters, & Ivankova, 2004). Jick (1979) promotes mixed-method with its function
of ‘triangulation” which provides researchers with cross validation when two or more distinct
methods are congruent and reveal comparable data.

Christensen, Johnson, and Turner (2014, p. 423) summarizes the strengths of the mixed

method research as follows:

providing multi ways of data collection

e decreasing alternative explanations of findings

e helping various validity sources in a single study

e clarifying different dimension of the phenomena

e presenting deeper, more complicated and comprehensive explanations

e providing emic and etic perspectives

e compensating one weak side of a method by systematically including another
method

e presenting more persuasive results

¢ including quantitative data together with rich, detailed subjective data in a single

study
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Rossman and Wilson (1985) mentioned three important functions of mixed-method
namely as corroboration, elaboration, and initiation. Corroboration refers to collection of data
through more than one method to look for convergence in the findings. Clarifying one type of
data with the support of the other is called elaboration that provides richness and detail.
Initiation searches for provocative rather than confirmatory explanation if there is no

convergence in findings.

Greene, Caracelli and Graham (1989), on the other hand, proposed five purposes for
mixed-method evaluation designs: triangulation (seeking convergence from the different
methods), complementarity (seeking elaboration of the findings from the first method with the
findings from the second method), development (better understanding the research problem
utilizing two different methods), initiation (the discovery of new perspectives), and expansion

(extending the breadth of inquiry).

Research Design

There are four main mixed methods designs identified by Creswell (2011): the
convergent parallel design, the explanatory sequential design, the exploratory sequential design,
and the embedded design. In the convergent parallel design, the researcher uses the quantitative
and qualitative methods at the same time but keeps the analysis independent and harmonizes
results during the overall interpretation. The explanatory sequential design consists of two
distinct interactive phases. It starts with the collection and analysis of prioritized quantitative
data and follows with the subsequent collection and analysis of qualitative data. On the other
hand, the research in the exploratory design begins with the collection and analysis of prioritized
qualitative data and progress with a quantitative phase to generalize the initial findings. The
embedded design includes collection and analysis of both quantitative and qualitative data

within a traditional quantitative and qualitative design.
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In the selection of a mixed methods design, Creswell (2011) makes clear that some
fundamental decisions are to be made about the organization of quantitative and qualitative
phases in the following topics: (1) interaction, (2) priority, (3) time sequence, and (4)
converging process. During an independent interaction, the researcher distinguishes the
qualitative and the quantitative research questions, collects and analyses the data separately.
During an interactive interaction, the researcher mixes the two methods at different points in
the research process before the final interpretation. In terms of the priority of the strands, there
might be equal priority, either a quantitative priority or a qualitative priority. Timing refers to
the sequence of using quantitative and qualitative results in a single study. There is a single
phase in concurrent timing when both the quantitative and the qualitative strands are
implemented together. In sequential timing, the researcher either collects, analyses the
quantitative data first or vice versa. In a multiphase combination, timing can occur sequentially
and/or concurrently in a mixed method research design. Finally, mixing refers to combination
and integration of the quantitative and the qualitative strands of the study. Mixing can occur at
the time of interpretation, analysis, data collection or at the beginning of research design.

Implementation sequence and focus of paradigms were shown in Table 1. In the Mixed
Method Design Matrix, “quan” stands for quantitative and “qual” stands for qualitative; capital
letters denote high priority or weight and lower case letters denote lower priority or weight; “+”
indicates that qualitative and quantitative strands are carried out concurrently; “—” indicates
that qualitative and quantitative strands are carried out sequentially (cited in Christensen,

Johnson & Turner, 2014, p. 426).
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Table 1

Mixed Methods Design Matrix

IMPLEMENTATION SEQUENCE

Concurrent Sequential
= QUANT — QUAL
o Equal Status QUAL + QUAN
a QUAL — QUANT
% QUAL — quant
A QUAL + quant
<3 ) qual — QUANT
o Dominant
% Status QUANT — qual
Q QUANT + qual
o QUANT — QUAL

As a mixed-method research, the convergent parallel design was adopted in this research
study. The convergent parallel design consists of two concurrent phases: qualitative and
quantitative strands. In this design, the researcher collected the quantitative and qualitative data
at the same time keeping them separate from one another. As a result, there was an independent
interaction between the qualitative and the quantitative strands. The questionnaire data were
exposed to statistical analysis and the interview data were exposed to content analysis. The
researcher mixed the two strands to have an overall interpretation in the discussion part. The
qualitative and the quantitative method were given equal importance which refers to equal
priority on both strands. The rationale for this approach was to best understand the research
problem by collecting different but complementary data on the research problem. This design
was used in order to compare and corroborate quantitative statistical results with qualitative
findings for the purpose of triangulation (Cresswell, 2011; Rossman & Wilson, 1985).

The researcher firstly designed the qualitative and the quantitative strands concurrently
but separately (See Figure 1). By doing so, he stated quantitative research questions and
determined the quantitative approach, and qualitative research questions and the qualitative

approach. Secondly, he obtained written permissions from the responsible people and the



66

related institutions, and determined both the quantitative and the qualitative sampling
procedures. Data collection was carried out through close-ended data with instruments for the
quantitative strand and open-ended data with protocols for the qualitative strand. While the
questionnaire data were exposed to statistical calculations, the interview data were analyzed
with the procedures of theme development and coding. Then, the results from the two sets of
data were compared, contrasted and synthesized in a discussion or table. Finally, the researcher
summarized the findings and discussed to what extent the qualitative and the quantitative data

results converge, diverge or relate to one another (Cresswell, 2011, p. 79).

Quantitative
Data
Collection
and Analysis

Compare Interpretation

or relate

Qualitative
Data
Collection
and
Analysis

Figure 1. The procedure of the Convergent Parallel Design (adapted from Creswell, 2011).

Participants

The current study involved a concurrent design and used multilevel samples for the
qualitative and quantitative components (Onwuegbuzie & Collins, 2007). In the quantitative
component, ELT graduates between 2010 and 2014 years were surveyed to determine their
perceived teacher competencies and evaluation of the components of the ELT teacher education
program. In the qualitative component, interviews were conducted with ELT graduates, teacher
educators, and employers in administrative positions at state schools either as school principals

or department heads to elicit their perceptions on teacher competencies of the beginning English



67

language teachers in last five years, effectiveness of the ELT teacher education program and
the induction program in Turkey. As Teddlie and Yu (2007) explain, there are normally multiple
samples in a Mixed Method (MM) study, and these samples change in size from a small number
of cases to a large number of units depending on the research strand and question. While
addressing a quantitative phase of a study, the researcher might choose procedures that focus
on generating representative samples. On the other hand, the MM researcher tends to choose
sampling techniques that “provide information rich cases when dealing with a qualitative phase

of a study” (Teddlie & Yu, 2007, p. 85).

Multi samples for the present mixed method research study were determined using
different sampling strategies. First of all, the researcher determined the characteristics of the
population as the English language teachers who graduated from only the ELT Departments
between 2010 and 2014 years in Turkey. Later on, the population was limited to the ELT
graduates working at state schools. As a result, the sampling was done purposefully
(Christensen, Johnson & Turner, 2014). Due to the fact that it is impossible to involve all ELT
graduates in various parts of Turkey in a single study, a convenience sampling, in which
settings, groups and participants are chosen depending on their availability and willingness for
participation (Collins, Onwuegbuzie, & Jiao, 2006), was utilized as the suitable sampling
method for narrowing down the population to a manageable group and selecting available
research sites. In this regard, state schools in the cities of Ankara, izmir, Manisa, Canakkale
and Burdur where the ELT graduates between 2010 and 2014 years were working were decided

to be the research sites.

The sampling for the interviews was done purposively. More specifically, criterion
sampling, which refers to picking all cases that meet some criterion (Patton, 1990), was used to

select the ELT Graduates, their employers and teachers educators for their involvement in the
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study. The ELT Graduates who graduated from the ELT departments in last five years and were
working at state schools were involved in the interviews. The criterion for selection of the
employers was to work with English language teachers who had working experience between
one and five years at a state school. Finally, teacher educators holding at least PhD degree and

working in an ELT Department were invited to take part in this study.

ELT graduates

The main study was conducted at Turkish state schools in the cities of Ankara, {zmir,
Manisa, Canakkale and Burdur. The sampling for the quantitative strand of this study consisted
of English language teachers who graduated from the ELT Departments between 2010 and 2014
years. 251 ELT graduates responded to the questionnaire. The number of females is quite

higher than that of males.

The participants all graduated from ELT Departments at Turkish universities between
2010 and 2014 years. Year of graduation was distributed normally to a great extent among the
participants for an appropriate representation of the targeted population. As it is clear from

Table 2, the participants did not accumulate in one year of graduation as a dominant group.
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Table 2

Demographic Information of the Participants

Variable  Frequency Percentage

Gender
Male 73 29.1
Female 178 70.9
Year of Graduation
2010 63 25.1
2011 38 15.1
2012 44 17.5
2013 42 16.7
2014 64 25.5
School Levels
Primary 47 18.7
Middle 104 41.4
High School 100 39.8
Learner Levels
Al 93 37.1
A2 91 36.3
Bli 40 15.9
B2 25 10
Cl 2 0.8

As for school level of the participants, English language teachers usually work at
primary, middle, and high schools. Although they can teach at pre-school level, they are not
employed at those schools as regular teachers. While 41.4 % of the participants were working
at middle schools and 39.8 % of them were working at high schools, only 18.7 % of them were

working at primary schools at the time of the study.

The novice English language teachers who participated in the quantitative strand of this
study were working at five different English proficiency levels from A1 to C1. A great majority
of them were teaching at either A1 or A2 level at the time of the study. It is important to note

that school level does not necessarily match with proficiency level of learners.
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ELT graduates were also involved in data collection procedure for the qualitative strand
of this study. A small number of cases (N=11) were selected based on criterion sampling
strategy after their consents were taken. One of the concerns was to balance on demographic
variables of the interviewees such as year of graduation, gender, and level of school. The
interview group consisted of one male and one female graduate from each year of graduation
and they graduated from 7 different universities in different regions of Turkey, which
contributes to an adequate representation of the population. The details about the demographic

information of the second interview group are given in Table 3.

Table 3

Profiles of the ELT Graduates Interviewed

Interviewee  Gender GZlfl?lragf)n Iée:;;(ﬁf Graduate School
Graduate 1 ~ Female 2010 Middle Anadolu University
Graduate 2 Female 2010 Primary Cukurova University
Graduate 3 Male 2010 Middle Marmara University
Graduate 4  Female 2011 High School  Balikesir University
Graduate 5 Male 2011 High School Gazi University
Graduate 6  Female 2012 Middle Gazi University
Graduate 7 Male 2012 Middle Cukurova University
Graduate 8  Female 2013 Primary Pamukkale University
Graduate 9 Male 2013 High School ~ Anadolu University
Graduate 10 Female 2014 Middle Gazi University
Graduate 11 ~ Male 2014 Primary Hacettepe University

Teacher educators

The second group of participants were teacher educators (N=10) training prospective
English language teachers in the Department of English Language Teaching at private and state
universities. Criterion sampling strategy was adopted to select the participants for this interview
group. First, teacher educators at five different universities were contacted via mail to get their

consents and then arrange appointments. The interview group was formed paying attention to
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balance on demographic variables of the participants such as their gender and academic titles
for an adequate representation of the population. Having conducted research studies on teacher
education was another factor taken into consideration for sampling teacher educators. The

details about the demographic information of the second interview group are given in Table 4.

Table 4

Profiles of the Teacher Educators Interviewed

Interviewee Gender Title Experience Working Place
Teacher Educator I  Female Professor 25 years  Cukurova University
Teacher Educator 2 Male Professor 34 years Gazi University
Teacher Educator 3 ~ Female Professor 31 years Ufuk University
Teacher Educator 4 Male Professor 30 years  Hacettepe University
Teacher Educator 5  Female Assoc. Dr. 15 years  Cukurova University
Teacher Educator 6 Male Assoc. Dr. 20 years  Cukurova University
Teacher Educator 7  Female Assoc. Dr. 12 years Uludag University
Teacher Educator 8 Male Assoc. Dr. 30 years Gazi University

Teacher Educator 9  Female Assist. Prof. Dr. 24 years  Cukurova University
Teacher Educator 10 Male  Assist. Prof. Dr. 20 years  Hacettepe University

Employers

The last group of multi samples consisted of employers (N=10) working at state schools.
The term ‘employer’ refers to a group of stakeholders who have a decisive role in selecting,
hiring, evaluating, inspecting, and/or designating English language teachers in their institutions
(Salli-Copur, 2008). As emphasized by Harris and Sass (2014), principals can distinguish
differences between veteran teachers and early-career teachers. Therefore, both school
principals and department heads were involved in semi-structured interviews to elicit their
perceptions on competencies and effectiveness of the novice English language teachers working
in their schools. The participants were working at different school levels in different regions
and their selection was based on criterion sampling strategy. It was ensured that the employers

who were to take part in this study were familiar with a representative sample of ELT graduates
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in last five years to be able to comment on their teaching performance. Thus, this interview
group consisted of five department heads and five school principals working at different state

schools where novice English teachers were working at the time of the study.

The informants were reached through personal contacts obtained during the school visits
for quantitative data collection. The participants had different periods of experiences in their
administrative positions. The variation of the group was also based on their subjects and school
levels. The details about the demographic information of the third interview group are given in

Table 5.

Table 5

Profiles of the Employers Interviewed

Experience in

Position School Level Major

Interviewee Position

Employer 1  Department Head ~ 14.5 years  High School English

Employer 2 School Principal 10 years Middle Turkish
Employer 3  Department Head 8 years Primary English
Employer 4  School Principal 20 years High School Physics
Employer 5 Department Head 3 years Middle English
Employer 6  School Principal 2 months Primary  Class Teacher
Employer 7  Department Head 12 years High School English
Employer 8  School Principal 9 years Primary  Class Teacher
Employer 9  Department Head 1 year Middle English

Employer 10  School Principal 10 years High School History

Instruments

Adopting a mixed methodology, both quantitative and qualitative data collection
instruments were employed in this study. The data were collected through semi-structured
personal interviews, documents and questionnaires. More detailed information was provided

about the development stage in instrumentation below.



73

Teacher competencies questionnaire for ELT graduates

The quantitative data was collected through a questionnaire, which is characterized as a
data collection tool which provides participants with a number of questions or statements they
need to respond, either by giving answers or choosing from among pre-prepared answers
(Brown, 2001, as cited in Doérnyei, 2007). The questionnaire was administrated to the ELT
graduates as the participants of the quantitative phase. Due to the fact the present study is a
large scale study aiming to reach participants in different research sites, using questionnaire
was the suitable data collection technique as it is a time-saving way of collecting data from a
high number of people covering large geographical areas. Another advantage of using a
questionnaire is that the participants do not have to be present in the research site because they
can be mailed or otherwise delivered without the need to arrange individual or group
appointments (Lynch, 1996). More importantly, self-completion questionnaires eliminate the
personal influence of the researcher and it is convenient for participants having a structured
format (Walliman, 2006).

The questionnaire (APPENDIX A) was adapted from Salli-Copur’s (2008) doctoral
dissertation in which she investigated the ELT graduates of METU in their initial years of
service with a case study. Permission and consent from the owner of the questionnaire were
obtained for its use in the present study via email. The questionnaire was based on the teacher

competencies determined by HEC (YOK, 1999).

The questionnaire has two parts: the first part with 50 items in a Likert scale format for
self-evaluation of ELT graduates’ competencies and the second part with 5 items for evaluation
of components of the ELT teacher education program. The first part consisted of three sections:
(1) competence in language and subject area knowledge, (2) competence in language planning,
teaching and classroom management, and (3) competence in monitoring, assessment and

professional development. During the adaptation process, the content of the items in three main
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competency areas were not changed since the teacher competencies determined by HEC are
still used as reference for teacher evaluation in Turkey. Following the factor analysis conducted
by Salli-Copur (2008), section A was divided into four subcategories which are knowledge, use
and presentation of English language (Items-1-7), developing learners’ language skills (Items
8-12), theoretical knowledge of language and language teaching (Items 13-14), and feaching
according to student profile (Items 15-17); Section B was organized around the following four
themes: lesson planning (Items 1-5), motivating students (Items 6-8, 14, 16-19), using support
facilities (Items 9-10) and execution of a planned lesson (Items 11-13 and 15); the factor
analysis of section C presented three subsections that are assessment (Items 1-3, and 5),

monitoring the students (Items 4, 6-8), and professional development (Items 9-14).

Teacher Competencies Questionnaire for ELT Graduates was administrated to get

responses to the research questions below:

e How effective do ELT graduates perceive themselves as English language teachers
in their early career?

e In what standards do ELT graduates perceive themselves competent?

e In what standards do ELT graduates perceive themselves incompetent?

e s there a significant difference between experience and perceived competencies?

e [sthere a significant difference between learner levels and perceived competencies?

e s there a significant difference between school levels and perceived competencies?

e s there a significant difference between participation in conferences and perceived
competencies?

e Is there a significant difference between gender and perceived competencies?

e  What is the contribution of the components of the ELT undegraduate program to

ELT graduates’ competencies as English language teachers?
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Adaptation of the questionnaire

Teacher Competencies Questionnaire for ELT Graduates was pre-piloted by the
researcher with a focus on its face validity and content. Before it was administered to the
participants for the piloting stage, it was checked by an expert in English Language Teaching

and a native speaker of the target language.

The questionnaire was piloted with a group of 60 participants drawn from the targeted
population who did not take part in the main study. It was updated and revised due to the
feedback from the piloting stage. The questionnaire was posted to the participants via emails
and a snowball sampling was adopted for the piloting stage. The participants were from various
backgrounds working at state or private schools at different school levels from primary to
tertiary and they were teaching English at different learner levels from A1 to C2.The collected
data were analysed via SPSS 20 version. The results proved the high reliability of the

questionnaire since its Cronbach’s Alpha was .94.

An additional part (adapted from Bell, 2005) was included in the questionnaire to get
more specific feedback from the participants about its face and content validity. Among the
participants of the piloting stage, two students found the questionnaire a bit long and the average
duration to complete the questionnaire was 18 minutes. Five participants objected to answering
the open-ended questions, and only one third of the responses to these questions were
appropriate. Therefore, those questions were removed from the questionnaire. Some unknown
words were identified such as ‘tertiary’ and ‘elicit’ and they were replaced with more basic
words. The labels for proficiency levels in Demographic Information Part were redesigned
according to Common European Framework from Al to C2. Six participants indicated that
some questions were unclear or ambiguous. Moreover, some participants and one cross-checker

realized that there were a number of double questions and they were restated as single questions.



76

Consequently, the wordy outlook of the items was eradicated; the loaded and ambiguous words

were eliminated, the clarity of the questions was increased; time for completion of the

questionnaire was decreased (Dornyei, 2007). Some of the questionnaire items were

restructured as follows:

The question item (Part I-A4) ‘Understanding and using the English appropriate to
the situation and level’ was replaced with °...using the English appropriate to the
level of the students’.

The question item (Part [-A6) ‘Presenting knowledge of language in a clear, simple
and stimulating manner’ was replaced with ‘.. presenting knowledge of language in
a clear manner’.

The question item (Part I-A15) ‘Selecting and using suitable approaches, procedures
and techniques appropriate to the foreign language point’ was replaced with °...using
suitable approaches, procedures and techniques appropriate to the foreign language
point’.

The question item (Part [-B4) ‘Preparing coherent lesson plans to achieve course
objectives’ was replaced with °...preparing coherent lesson plans to achieve course
objectives’.

The question item (Part I-B5) ‘Establishing good connections with previous and
following topics’ was restated as ‘...establishing good connections with previous
topics’.

The question item (Part [-B6) ‘Preparing and using a variety of teaching-learning
activities related to the aims of the lessons and students’ needs’ was restated as

‘...using a variety of teaching-learning activities related to students’ needs’.
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The question item (Part I-B7) ‘Selecting and using appropriate and available sources

¢

related to the aims of the lesson and students’ needs’ was restated as °...using
appropriate sources related to the aims of the lesson’.

The question item (Part I-B8) ‘Selecting and using examples related to the topic to
real life’ was restated as °...using examples relating to the topic to real life’.

The question item (Part [-B11) Adjusting instructions and explanations to students’
needs, age and level’ was restated as °...adjusting instructions to students’ level’.
The question item (Part I-B12) ‘Asking students timely and effective questions’ was
rewritten as ‘...asking students timely questions’.

The question item (Part I-B16) ‘Using voice effectively and varying it to attract to
students’ attention during the lesson’ was rewritten as °...using voice effectively to
attract students’ attention during the lesson’.

The question item (Part I-B18) ‘Selecting and using individual, small group and

3

whole class teaching methods appropriate to the class’ was rewritten as ‘...using
individual, small group and whole class teaching methods appropriate to the class’.
The question item (Part I-C7) ‘Diagnosing students’ failure and difficulties’ was
rewritten as ...diagnosing students’ difficulties’.

The question item (Part I-C8) ‘Giving necessary and useful feedback to students’ was
rewritten as “...giving useful feedback to students’.

The question item (Part [-C9) ‘Working cooperatively with professional colleagues
and/or parents in forwarding observation and evaluation results’ was restated as
‘...working cooperatively with professional colleagues’.

The question item (Part [-C10) ‘Fulfilling the legal, social and administrative

3

responsibilities at school” was restated as °...fulfilling the legal responsibilities at

school’.
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e The question item (Part I-C11) ‘Carrying out responsibilities for the spiritual, moral,

3

social and cultural development of the students’ was restated as °...carrying out
responsibilities for the moral development of the students’.
e The question item (Part I-C12) ‘Contributing to school activities such as meetings,

in-service teacher training and materials preparation sessions’ was rewritten as

‘...contributing to school activities such as materials preparation sessions’.

Semi-structured interviews

Interviews are categorized into three: structured interviews, unstructured interviews, and
semi-structured interviews (Dornyei, 2007). Because of their flexibility, interviews are a useful
method of getting information and opinions from experts during the early stages of a research
project (Walliman, 2006). The present study used the semi-structured interview technique with
the ELT graduates, employers and teacher educators because the interviewee is free to elaborate
on the issues raised in an exploratory manner while there is a set of pre-prepared guiding
questions that help the interviewer to organize the interview systematically (Ddrneyi, 2007).
Because teacher effectiveness and teacher competencies are highly subjective and complex
issues that require evaluation from multiple perspectives, it seems necessary to involve different
stakeholders in education to elicit their own insights and to encourage them to bring alternative
explanations on the research problem. According to Harris and Sass (2014), if the goal is to
predict future value-added, early-career teachers can be better evaluated for retention and tenure
decisions through subjective measures This creates the rationale for holding semi-structured
interviews in which the participants have the opportunity to share their own observations,
experiences and reflections related to the research topic within a general framework. The semi-
structured interview questions were prepared by the researcher after reviewing the relevant
literature (Arikan, 2010; Arikan, Taser & Sarag-Siizer, 2008; Cesur, 2012; Fantili &

McDougall, 2009; Farrell, 2003; McDonald & Elias, 1982; Salli-Copur, 2008).
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Before conducting the interviews, the questions were read through by two experts

holding at least PhD degree in ELT and one of whom was also a native speaker of English

language. Interviews were semi-structured together with 12 to 14 leading open-ended questions

which were organized around four topics: introduction, effectiveness, induction and program

evaluation. The interviews progressed in this topical order. The semi-structured interviews were

conducted to find answers to the following research questions:

What makes an English language teacher effective and successful?

In what standards do ELT graduates perceive themselves competent?

In what standards do ELT graduates perceive themselves incompetent?

What do ELT graduates attribute their effectiveness in some areas as English
language teachers?

What do ELT graduates attribute their ineffectiveness in some areas as English
language teachers?

How competent do their employers find ELT graduates as English language teachers?
How competent do their teacher educators find ELT graduates as English language
teachers?

How eftective is the induction program in Turkey?

What are the strong and weak sides of the ELT undergraduate program?

Does the ELT undergraduate program need a further restructuring?

Development of the semi-structured interview questions

The initial form of the semi-structered interviews consisted of limited number of

questions which were not organized around any headings. The focus of the interviews were on

two themes: effectiveness of the ELT graduates and evaluation of the ELT teacher education

program. Due to the significance of induction programs on novice teachers revealed in the
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literature, some questions about ‘induction year’ were added to the interview scheme. Later on,
all the interview questions were reviewed and reorganized in a topical order in the light of
experts and colleagues’ suggestions. The questions that were ambiguous, confusing or
irrelevant to the experts were eliminated by the researcher. Finally, the researcher had 14
questions for the ELT graduates (APPENDIX B), 13 questions for the teacher educators
(APPENDIX C), and 12 questions for the employers (APPENDIX D) to use in the interviews

for the main study.

In the first part of the interview, the researcher asked the participants some general
introductory questions such as their experience and graduate schools. The second part included
questions about teacher effectiveness and teacher competencies in general and effectiveness
and competencies of the ELT graduates between 2010 and 2014 years. The ELT graduates were
also asked for attribution of their effectiveness and ineffectiveness in teaching English in their
early career. In the third part, the interviewees were asked to define an ideal induction program
and its properties. Besides, they evaluated the induction program for trainee teachers
implemented at Turkish state schools, its strengths and weaknesses. The final stage of the

interview consisted of questions about evaluation of the ELT undergraduate program.

Document analysis

Document analysis was conducted to examine general teacher education competencies,
foreign language teacher education program, its history, stated goals and the recent changes, to
use them for definition of the key terms, to underscore the philosophy of foreign language
teacher education program and to compare it with the similar programs in other countries. The
document analysis was realized by following the websites of the Higher Education Committee

and Ministry of Education (http://www.yok.gov.tr and http://www.meb.gov.tr).
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Data Collection Procedure

Data collection proceeded in two concurrent phases (questionnaires and interviews, See
Figure 2) from January 2015 to June 2015. While the first phase consisted of quantitative data
collection through a questionnaire, the second phase was based on qualitative data collection
through semi-structured interviews. First, semi-structured interviews with the teacher educators
in the ELT Departments at Turkish universities were conducted. After obtaining written
permission to collect data from the targeted population working at schools of Ministry of
Education, administration of the questionnaire was started and continued throughout the data
collection procedure in order to reach a sufficient number of people for sampling. As the
quantitative data collection process was proceeding and the researcher met the ELT graduates
and their employers during school visits, some of them were consented and a schedule for semi-

structured interviews was prepared depending on their availability and convenience.

Interviews with
teacher
educators

Administration
of the
questionnaire

Interviews with
ELT graduates

Administration
of the
questionnaire

Interviews with

ELT graduates

Administration
of the
questionnaire

Figure 2. Steps of data collection procedure.

Interviews with
Department
Heads

Administration
of the
questionnaire

Interviews with
School
Principals
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Collection of quantitative data

Teacher Competencies Questionnaire for ELT Graduates was used for collection of the
quantitative data. As Creswell and Clark (2011) state, researchers have to get permission from
participants, the institutions, and institutional review boards which are established to protect
rights of individuals, evaluate risks and detect probable harms for people. Therefore, the
Directory of Education, Research and Development was applied to get written permission for
data collection at state schools in January 2015 and official permission was obtained in February
2015 (APPENDIX H). Quantitative data collection was started in March 2015 three weeks after
the beginning of the semester through school visits in the cities of Ankara, izmir, Manisa,
(Canakkale, and Burdur and finished in May 2015 three weeks before the end of the semester.
Because the Instructions for Research Application and Permission published by MoE (MEB,
2007) require that data collection instruments need to be administrated at schools at least three
weeks before the end of the fall and the spring semester in order not to interrupt teaching and

learning facilities.

The questionnaire was applied to ELT graduates between 2010 and 2014 years working
only at state schools at different school levels. There are basically two methods of
administrating questionnaires: personally and by post. There are some advantages of personal
delivery such as helping respondents to overcome difficulties with the questions and ensuring
a high response rate (Walliman, 2006). Therefore, the questionnaire was usually delivered to
the participants personally visiting their schools despite some problems in time and
geographical location. A total number of 194 state schools located in 17 districts, 6 towns and
28 villages were visited by the researcher for administrating the questionnaire and 251 ELT

graduates responded.

It was ensured that participation was totally voluntary and the information collected

from them would be kept confidential and the results would be used only for the research
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purposes. Only two teachers did not want to respond to the questionnaire. Administration of the

questionnaire took about three months from March 2015 to May 2015.

For administration of the questionnaire, it was necessary to specify the schools where
ELT graduates between 2010 and 2014 years were working. Appointment lists of English
language teachers in last five years were obtained from the archive on the website of the
Ministry of Education. The districts and the schools where English language teachers were
appointed most were determined. With the written permission taken from the Ministry of
Education, the administrators were first visited at schools to be informed about the purpose of
visit and to learn availability of the targeted English language teachers. The questionnaire was
conducted during the break times and free hours of the participants without blocking the flow

of education.

Collection of qualitative data

Semi-structured interviews were conducted with three groups of participants who are
ELT graduates, teacher educators and employers. First, consents of the participants were taken
and they were given information about the significance of the study. Then, appointments were
made at an appropriate time and place for the interviewees. They were also asked for their
permission for audio-recording the interviews in a way that did not disturb them. The interviews
were audio-recorded to retain a full, un-interpreted record of what was said, and to check exactly
what was said easily (Walliman, 2006). It was also ensured that the recording device was not
problematic so as not to disturb the participants during the interview (Merriam, 2009). All the
interviews were done in Turkish language to prevent misunderstanding and to ease elicitation
of perceptions of the interviewees.

Before conducting the interviews, the questions were cross-checked by two experts

holding at least PhD degree in ELT in order to detect unclear and ambiguous questions. All the
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interviews were conducted by the researcher and they were audio-recorded, transcribed and

organized according to groups of participants.

In the light of the effective interview techniques presented in Merriam (2009), the semi-
structured interviews with all three groups of participants were mainly composed of open-ended
questions in order to elicit more information and different perspectives on the research topic.
There were some ideal position questions since they help the researcher to identify the positive
and negative sides of a program. Although yes-no questions are not generally recommended for
interviews, such questions were also used for exploration of further underlying explanations.
All interviews were framed around 12 to 14 open-ended questions which were organized under
four sub-headings: introduction, effectiveness, induction, and program evaluation. The

interviews progressed in this topical order.

Dornyei (2007) suggests providing a comfortable and non-threatening atmosphere so
that the interviewee can feel comfortable to express him or herself. He also underlines the fact
that some small talk might be necessary to build rapport with the interviewees. After that, the
interviewer is supposed to explain the reason for the interview and reassure the interviewee on
the issue of confidentiality. Therefore, the interview and the recording started after reminding
the respondent of the purpose of the interview and summarizing briefly what would happen to
the interview data. The interview sessions took about 30-35 minutes on average and were

conducted in a period of six months from January 2015 to June 2015.

Data Analysis

The second significant stage of the main study was to organize and analyse the data. The
quantitative data were first exposed to descriptive analysis to find mean scores, standard
deviations and frequency values. Independent samples t-tests were applied to explore whether

there are differences between participants and their different demographic variables. The
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qualitative data were first exposed to descriptive analysis to obtain primary patterns according
to the pre-determined thematic units. Then, it was analysed through content analysis to identify
the emerging patterns in the interviews. Finally, interview data were imported to NVivo 10

software for the coding stage as the final step of qualitative analysis.

Analysis of quantitative data

All statistical analyses were carried out using the Statistical Program for Social Sciences
(SPSS) for Windows version 20.0. First of all, the data were checked for kurtosis, skewness
and normality. It was confirmed that the data were distributed normally. 255 novice English
language teachers responded to the questionnaire but 4 of them were eliminated because of the

missing data in a whole section.

The data from 251 participants were subjected to descriptive analysis to get mean scores
of the ELT graduates in teacher competencies. In this regard, the highest and the lowest mean
values and the frequencies of the responses given to the items of the questionnaire were
analyzed. Another purpose of descriptive analysis was to reveal the perceptions of the
participants on the effect of the components of ELT teacher education program on their
competencies and effectiveness. The second statistical analysis was carried out through
independent samples t-tests to determine if there were any significant differences between
perceived competency levels of the ELT graduates and their experiences, level of their learners,

level of their schools, participation in conferences and gender.

Analysis of qualitative data

The qualitative interview data were audio-recorded and organized. All the interviews
were transcribed and checked for spelling. The first step of the qualitative analysis was to
prepare the data as recommended by Merriam (2009). On top of the transcribed data, such

information as when, where and with whom the interview was held were noted. Interview
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questions were written in bold and responses in italics to enable the audience to read easily. In
the light of coding strategies presented in Merriam (2009), categories were created first. The
procedure started with reading interview transcriptions, preliminary field notes and first
documents collected in the study. While reading documents, the researcher wrote notes,
comments, observations, and questions. Thus, descriptive analysis was conducted by
identifying and categorizing the preliminary patterns in the data in accordance with the thematic

units followed in the interview sessions.

The transcriptions were read iteratively by the researcher to prepare it for the coding
stage. Code was defined by Saldana (2009) as a verbal expression that briefly and summarizes
and represents a significant amount of written or visual data. Miles and Huberman (2014)
described codes as labels and tags that are used for determining meaningful units to descriptive
and interpretative data collected in a study. According to them, codes are added to the phrases
in different lengths. These phrases are words that are connected or not connected in a context,
clauses, sentences or whole paragraphs. Coding also helps the researcher to organize piles of

data and provides a first step in conceptualization (Walliman, 2006).

After the reading stage, initial coding was practised by taking notes and highlighting
key words and sentences. It gives the researcher an opportunity to get familiar with the content
and nuances of the data and take ownership of them (Saldana, 2009). The content analysis

progressed in order of certain steps (See Figure 3).
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Figure 3. Steps of coding qualitative data.

Then, the data from the three groups of participants were imported into NVivo 10
Software program as three different projects for qualitative analysis. The data were organized
in tree nodes to have meaningful correlations between different parts of the data. As Saldana
(2009) emphasizes, the software program efficiently stores and organizes the data, and enables
the researcher to apply more than one code to the same passage, code a smaller text within a
larger coded text and bring similarly coded passages under one larger code. Another advantage
of this program identified by Saldana is that it quickly collects and displays key words and

phrases and similarly-coded data for examination.

Since the content of the interview questions and its organization were developed via
literature, the themes were created both in a theory-driven and a data-driven approach. Namey
et al. (2007) explain these approaches priotizing the differing relation between the data and the

codes. In a data-driven analysis, the researcher extracts themes and prepares the coding structure
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by carefully reading the data and looking for keywords. The theory-driven approach makes the

researcher categorize the data according to the pre-determined categories and codes.

Following the transcriptions of the interviews were loaded into the section of sources,
codes were created using the nodes property of the software. The data were organized into a
coding structure using the tree nodes options (See Figure 3). All the data were coded under
either an existing code or a new code by highlighting the related sentences or paragraphs and
dragging them into the codes. As Miles and Huberman (2014) note, in all approaches to coding,
codes tend to change and develop as field experience goes on. Some codes do not work, and
some others stay inactive. Not any data matches with these codes. This problem requires
omitting those codes or updating their content. Similarly in the present study, as the data were
reanalysed and recoded, the coding scheme evolved and developed through deleting some

codes, adding new ones and extending further categories under certain codes.
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Figure 4. Nodes (Tree Nodes) section in NVivo 10.

Tree nodes were put into bar charts together with number of coding references in

accordance with the related research questions to increase readability and organization of the
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data and to summarize the findings. The data were coded twice by the researcher for intra-rater
reliability. The second coding was realized one month after the first coding, and the differences
were checked and removed. More accurate words and phrases were discovered for the original
codes and infrequent codes were examined for their utility in the overall coding scheme (Lewins

and Silver, 2007, as cited in Saldana, 2009).

Trustworthiness of the study

Merriam (2009) states that all research studies include concerns of producing valid and
reliable information within the framework of ethical principles. Validity and reliability are two
important concerns related to formation of thematic framework, data collection, data analysis
and discussion of a research study regardless of its research method. Validity and reliability
issues were established for both qualitative and quantitative phases as convergent parallel

design was adopted in this research study (Creswell, 2003).

An instrument in a quantitative study is accepted as valid “if it measures what is
supposed to measure” (Ddrnyei, 2007, p. 51). The questionnaire, which was constructed by
Salli-Copur (2008) in the light of teacher competencies declared by Higher Education
Committee (YOK, 1999), was validated consulting the experts’ opinions in the pre-piloting
stage. Reliability, on the other hand, is related to whether a data collection tool produces similar
results if it is replicated in another context (Dornyei, 2007). One of the two general approaches
to provide estimates of reliability offered by Bachman (2004, as cited in Dornyei, 2007) is a
statistical calculation known as Cronbach Alpha which is based on the variances of two or more
scores and serves as an ‘internal consistency coefficient’. Therefore, the researcher piloted the
questionnaire to analyze the internal consistency of the items in all three parts. The
questionnaire was found to have a high degree of internal consistency as its Cronbach Alpha

value was found to be .94.
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It is widely believed that qualitative researchers need to demonstrate that their studies
are credible (Creswell & Miller, 2010). Guba and Lincoln (1982) declared trustworthiness
criteria as an alternative quality check list for naturalistic inquiry. Within this new framework,
credibility refers to internal validity; transferability replaces external validity; dependability
corresponds to reliability; and confirmability equals to objectivity. There are a number of
procedures which are offered to ensure trustworthiness of a qualitative research projects:
triangulation, prolonged engagement, persistent observation, peer debriefing, member checks,
thick description, use of overlap methods, and the dependability audit (Cresswell & Miller,
2000; Guba & Lincoln, 1982). Some of these validation techniques which were utilized to

increase the trustworthiness of the present study were discussed in detail below.

Triangulation

Triangulation is a typical way of strengthening validation in a research study by
collecting and reconciling data from several resources and/or from different data-gathering
techniques (Lynch, 1996). There are four types of triangulation: data triangulation in which
different sources of data contribute to an investigation, methods triangulation that involves use
of multiple methods to collect data, theory triangulation in which various theories are brought
together, and researcher triangulation when there is a scientific investigation carried out by

more than one researcher (Denzin, 1978, as cited in Nunan & Bailey, 2009).

In this research study, the data were triangulated with participation of the ELT
graduates, teacher educators and employers as different sources contributing to investigation of
the research topic from various perspectives. Since the research design of the present study is
convergent parallel design as mixed method research, the data were collected through different

intruments namely as questionnaire, interviews and documents to ensure methods triangulation.
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This enabled the researcher to best understand the research problem and validate the

questionnaire results with the interview findings.

Member check

Member checks involve checking the collected data and interpretations continually with
members of various groups from which data are collected (Guba & Lincoln, 1982). With
member checking, participants contribute to the validity process confirming the credibility of
the information and narrative account (Cresswell & Miller, 2000). Due to its significance stated
in the research literature, the results of the qualitative data analysis were posted back to all
members of the semi-structured interviews (ELT graduates, teacher educators and employers)
and they were requested to check the data for any misunderstanding, misspelling, and
mismatches between the sentences and the related codes expressed clearly. By this way, the
participants as members of the interviews were invited to contribute to the study by reviewing
and revising the qualitative data which were transcribed, analyzed and coded subjectively by

the researcher.

Peer debriefing

Peer debriefing requires the researcher to discuss the findings and the conclusions of a
study by a disinterested peer thoroughly (Lynch, 1996). As Guba and Lincoln (1982) suggest,
peer debriefing enables the researcher to test the truthfulness of his or her insights, receive
advice about significant methodological steps and identify possible biases that might affect the
inquiry negatively. In this study, the qualitative data were analyzed extensively in two different
ways by three different researchers who are all PhD students in ELT. First, the interview
transcriptions were sent to three reviewers to be coded one more time from the beginning; the
coding schemes created by the researcher and the reviewers were matched and the differences

were eliminated. Following this step, the revised codes, their labels, categories and their
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significance were discussed by one of the reviewer extensively and further improvements were

made to finalize the analysis of the qualitative data.

Thick description

One of the strategies to increase transferability of a qualitative study is thick description.
It refers to not only description of settings and participants, but also detailed description of
findings supported with suitable evidence presented in quotations from interviews, field notes
and documents (Merriam, 2009). All methodological steps of this study from participants to
data collection and analysis procedures were presented in detail supported with visual graphics,
figures and charts. Moreover, the findings of the statistical and text data were organized
separately in response to different research questions and particularly the results of the
qualitative data were presented both in summarizing visual charts and direct quotations from

the participants to strengthen the clarity of the description.
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Chapter III: Findings
The findings of both quantitative and qualitative data were presented in this section.
First, statistical analysis and findings of the Teacher Competency Questionnaire for ELT
Graduates were reported part by part. Second, the findings of the interview data were
demonstrated separately for each interview group. Finally, comparative analysis of the
interview data across different participants and comparative analysis of the questionnaire results

and the interview findings were provided at the end of this chapter.

Findings of the Questionnaires

To investigate to what extent ELT graduates find themselves competent in the
competency areas determined by Higher Education Comittee, a questionnaire was used with 50
items in Likert scale in three sections: (1) competence in language and subject area knowledge,
(2) competence in planning, teaching and classroom management, and (3) competence in

monitoring, assessment and professional development.

The likert scale consisted of four points in the following order: “incompetent”,
“somewhat competent”, “competent”, and “highly competent”, which were uploaded into SPSS

program as 1, 2, 3 and 4 respectively for statistical analysis. While scores 1 and 2 were accepted

as negative perception, scores 3 and 4 were accepted as positive perception.

RQ2: How effective do ELT graduates perceive themselves as English language

teachers in their early career?

The general mean score of the questionnaire was found to be 3.17, which showed that
the graduates perceived themselves slightly highly competent in general. The mean score for
Section A was 3.11, 3.23 for Section B, and 3.18 for Section C which showed that the graduates
found themselves most competent in language planning, teaching and classroom management

and least competent in language and subject area knowledge. The findings according to
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subcategories of sections in the questionnaire might provide a more detailed explanation about
teaching standards that the graduates feel competent at and teaching skills that they need
improvement. The mean scores for the subcategories of Section A were 3.30 for knowledge,
use and presentation of English language, 2.83 for developing learners’ language skills, 3.15
for theoretical knowledge of language and language teaching, and 3.11 for teaching according
to student profile. It is clear that the graduates need to improve themselves in teaching language
skills more than other competency areas. In Section B, the mean score for lesson planning was
3.30, 3.28 for motivating students, 2.71 for using support facilities, and 3.32 for execution of a
planned lesson. While the graduates perceive themselves quite competent in lesson planning,
motivating students and leading a planned lesson, it seems that they experience some problems
in making use of technology and other facilities. The mean scores for the themes of Section C
were 3.12 for assessment, 3.14 for monitoring students, and 3.24 for professional development
which indicates that the participants perceive themselves quite competent in monitoring,

assessment and professional development at all.

RQ 2.a: In what standards do ELT graduates perceive themselves competent?

RQ 2.b: In what standards do they perceive themselves incompetent?

According to the results of the first section of the Likert scale items, which focuses on
competence in language and subject area knowledge, the graduates perceived themselves most
competent in using the English appropriate to the level of the students (M = 3.39, SD = 0.63)
and teaching grammar with the integration of form, function and meaning (M = 3.39, SD =
0.64). Newly ELT graduates also believed that they are slightly highly competent in developing
learners’ vocabulary (M = 3.33, SD = 0.65), being an adequate model for the English language
for students (M = 3.30, SD = 0.69), and presenting knowledge of language in a clear manner

(M=3.29, SD = 0.63).
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Table 6

Competence in Language and Subject Area

SECTION A-Items N Minimum Maximum Mean SD
1. Having advanced knowledge of 251 2 4 326  0.59
English

2. Using English communicatively 251 1 4 3.17  0.67
3. Being an adequate model for the 251 1 4 330  0.68
English language for students

4. Using the English appropriate to the 251 2 4 339  0.63
level of the students

5. Teaching grammar with the 251 2 4 3.39  0.64
integration of form, function and

meaning

6. Presenting knowledge of language in 251 2 4 329  0.63
a clear manner

7. Developing learners' vocabulary 251 1 4 333 0.65
knowledge

8. Developing learners' reading skills in 251 1 4 3.09 0.73
English

9. Developing learners' listening skills 251 1 4 2770 0.81
in English

10. Developing learners' writing skills 251 1 4 272 0.81
in English

11. Developing learners' speaking 251 1 4 273 0.78
skills in English

12. Integrating macro skills 251 1 4 290 0.70
13. Having knowledge of general 251 1 4 3.08 0.73
linguistic theory

14. Having knowledge of foreign 251 1 4 323 0.77
language teaching theories

15. Using suitable approaches, 251 1 4 3.03  0.69
procedures and techniques

16. Employing a range of teaching 251 1 4 322 0.67
strategies appropriate to learner age

17. Employing a range of teaching 251 1 4 3.08 0.66

strategies appropriate to learner level

The statistical analysis also revealed some areas that the ELT graduates need
improvement. For example, they perceived themselves least competent in developing learners’

listening skills in English (M =2.70, SD = 0.81). They also believed that they are not competent
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enough in developing learners’ writing skills in English (M = 2.72, SD = 0.81), developing
learners’ speaking skills in English (M = 2.72, SD = 0.78), and integrating macro skills (M =

2.90, SD = 0.70).

The participants evaluated themselves as competent or nearly highly competent in many
items in the second section, which tests competence in planning, teaching and classroom
management. They found themselves most competent in responding to students’ questions (M
=3.51, 8D = 0.54). They also perceived themselves quite competent in responding to students’
feedback (M = 3.46, SD = 0.62), knowing the foreign language teaching curriculum (M = 3.44,
SD = 0.62), and using voice effectively to attract students’ attention (M = 3.44, SD = 0.66). On
the other hand, the lowest score for this section was item 9, using teaching learning facilities
effectively with a mean score of 2.45 (SD = 0.91). Besides, the participants showed lack of full
competence in making use of information technology (M = 2.97, SD = 0.91), and using

individual, small group and whole class teaching methods (M = 2.98, SD = 0.77).
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Table 7

Competence in Planning, Teaching and Classroom Management

SECTION B-Items N Minimum Maximum Mean SD
1. Knowing the foreign language 251 1 4 3.44 0.62
teaching curriculum

2. Making appropriate plans concerning 251 1 4 329 0.65
students' needs

3. Expressing objectives the students 251 2 - 324 0.63
will achieve clearly

4. Preparing coherent lessons plans to 251 1 4 3.18 0.68
achieve course objectives

5. Establishing good connections with 251 2 4 3.35 0.69
previous topics

6. Using a variety of teaching-learning 251 1 4 3.19 0.64
activities related to students' needs

7. Using appropriate sources related to 251 1 4 3.18 0.68
the aims of the lesson

8. Using examples relating to the topic 251 1 4 335 0.73
to real life

9. Using teaching learning facilities 251 1 4 245 0091
effectively (language lab, library)

10. Making use of information 251 1 4 297 091
technology

11. Adjusting instructions to students' 251 2 4 323 0.60
level

12. Asking students timely questions 251 2 4 3.28 0.59
13. Responding to students' questions 251 1 4 3.50 0.56
14. Developing students' interest in the 251 1 4 328 0.73
lesson

15. Using class time effectively 251 1 4 3.26 0.69
16. Using voice effectively to attract 251 1 4 3.44 0.66
students' attention

17. Responding to students' feedback 251 2 4 346 0.62
18. Using individual, small group and ~ 251 1 4 298 0.77
whole class teaching methods

19. Establishing rapport with learners 251 1 4 3.37 0.71

In the last section of Likert-scale items, which evaluates competence in monitoring,
assessment and professional development, the participants perceived themselves most

competent in being open to professional development (M = 3.42, SD = 0.63). They also showed
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a high degree of competence in carrying out responsibilities for moral development of the
students (M = 3.37, SD = 0.67), giving useful feedback to students (M = 3.36, SD = 0.60), and
reflecting on performance for self-development (M = 3.34, SD = 0.69). According to these
results, the graduates did not perceive themselves competent enough in keeping careful records
of students’ progress (M = 2.86, SD = 0.79), and working cooperatively with professional

colleagues (M =2.94, SD =0.91).

Table &8

Competence in Monitoring, Assessment and Professional Development

Section C-Items N Minimum Maximum Mean SD
1. Knowing a variety of 251 1 4 3.02 0.71
assessment methods

2. Using assessment methods 251 1 4 3.05 0.61
relevant to the subject effectively

3. Planning assessment in parallel 251 1 4 3.18  0.66
with course objectives

4. Monitoring student learning in 251 1 4 3.20 0.66
different classroom activities

5. Evaluating students' progress in 251 2 4 323 0.62
relation to the aims of the lesson

6. Keeping careful records of 251 1 4 286 0.79
students' progress

7. Diagnosing students' difficulties 251 1 4 3.13  0.68
8. Giving useful feedback to 251 2 4 3.36  0.60
students

9. Working cooperatively with 251 1 4 294 091
professional colleagues

10. Fulfilling the legal 251 1 4 3.29 0.70
responsibilities at school

11. Carrying out responsibilities 251 1 4 3.37 0.67
for the moral development of the

students

12. Contributing to school 251 1 4 3.11 0.78
activities

13. Being open to consistent 251 1 4 341 0.64
professional development

14. Reflecting on your 251 1 4 3.34  0.69

performance for self-development
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RQ 6.a: What is the contribution of the components of the ELT undergraduate program

to ELT graduates’ competencies as English language teachers?

With the second part of the questionnaire, the aim was to investigate to what extent each
ELT program component is effective on acquisition and performance of all teacher
competencies evaluated in three previous sections in Part-I. According to the participants,
General Education component has the highest impact on teacher competencies (M = 3.30, SD
= (.74), and the second highest score was found for ELT Methodology component (M = 3.27,
SD = 0.72). Literature component was found to have the least effect (M =2.61, SD = 0.94) on

competencies and effectiveness of the ELT graduates.

Table 9

Evaluation of the ELT Program Components

Part II-Items N Minimum Maximum Mean SD
1. Language Component 251 1 4 325 0.66
2. Linguistic Component 251 1 4 3.06 0.77
3. Literature Component 251 1 4 2.61 094
4. ELT Methodology Component 251 1 4 3.27 0.72
5. General Education Component 251 1 4 330 0.74

RQ 2.e.: Is there a significant difference between experience and perceived

competencies?

In order to examine differences in perceived competency levels between ELT graduates
at different experience levels, an independent samples #-test was conducted. Graduates were
categorized into two groups as the teachers with one year of experience and those with five
years of experience. The results of this test indicated that there was not a significant difference

in competency levels between the two groups, #70.84)=0.99, p=.338.
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Table 10

Independent Samples T-test Results for Experience of Participants

Groups N Mean SD t df p
One Year Experience 94 3.22 0.32 995 129 138
Five Years Experience 37 3.16 0.29

RQ 2.f: Is there a significant difference between learner levels and perceived

competencies?

To investigate whether learner levels affect perceived competencies of the graduates, an
independent samples z-test was conducted. The respondents were put into two groups as the
graduates teaching at A1 level and the graduates teaching at B1 level. The #-test results in Table
11 revealed that there was not a significant difference in perceived competencies between the
novice English language teachers teaching at Al level and those teaching at Bl level,

#(67.92)=0.72, p=.456.

Table 11

Indepdendent Samples T-test Results for Level of Learners

Groups N Mean SD t df p
93 3.16 0.35
Al Level 131 456
B1 Level 40 3.11 0.39

RQ 2.g: Is there a significant difference between school levels and perceived

competencies?

It was investigated whether or not level of school affects the perceived competency

levels of the ELT graduates. Novice English language teachers working at primary schools and



101

the ones working at high schools were compared as the two groups of participants. Not any
significant difference was found between the graduates working at primary schools and those

working at high schools in terms of their perceived competency levels, #(96.38)=1.96, p=0.058.

Table 12

Independent Samples T-test Results for Level of Schools

Groups N Mean SD t df p
i 47 3.24 0.33
Primary School 1.964 145 .058
High School 100 3.12 0.35

RQ 2.h: Is there a significant difference between participation in conferences and

perceived competencies?

The impact of participation in ELT conferences on perceived competency levels of the
participants was analysed through an independent samples t-test. The ELT graduates having
attended any ELT conference, seminar or symposium and those who have not been to any such
organization were put into two groups for a comparative analysis. T-test results indicated that
participation in ELT conferences does not make a significant difference in perception of teacher

competencies, #(153.29)=1.14, p=0.264.

Table 13

Independent Samples T-test Results for Participation in Conferences

Groups N Mean SD t df p
Conference Participants 158 3.20 0.35
Conference Non-participants 75 3.14 0.33

1.142 231 264
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RQ 2.i: Is there a significant difference between gender and perceived competency

levels?

Lastly, another independent samples t-test was conducted to identify whether being male or
female makes a significant difference in perception of teacher competencies. The results
revealed that the difference between questionnaire results of males and females was signicant,
#(123)=-2.14, p=0.026. It is clear that female ELT graduates have higher self-efficacy beliefs

than male graduates in teacher competencies.

Table 14

Independent Samples T-test Results for Gender

Groups N Mean SD t df p
Males 73 3.10 0.36
2.237 249 .026
Females 178 3.21 0.33

Findings of the Interviews

Semi-structured interviews were conducted with teacher educators, ELT graduates and
employers. Results of the interviews were presented in visual bar charts in response to the
related research questions. While interview findings were reported separately for each interview
group, comparative analysis of the interview results across different participants were also

provided at the end of this section.

Interviews with teacher educators

RQ 1: What makes an English language teacher effective and successful?

After the initial introduction part, the interviews with teacher educators progressed with
the questions about teacher effectiveness. The results revealed some general qualities of

effective English language teachers. According to the interviewed teacher educators, English
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language teachers are expected to be competent in teacher knowledge and teaching skills,
efficient in dialogue with students, persistent in professional development and have
supplementary characteristics. More specifically, methodology, content knowledge and love for
the job were considered as three most significant qualities of effective English language
teachers. In addition, building rapport with students, using materials and focus on speaking

skills were stated as the fundamental requirements for success in ELT.

It is clear from Figure 5 that characteristics such as tolerance, friendliness,
trustworthiness and self-confidence might help English language teachers be effective. Finally,
ELT graduates are expected to collaborate with their colleagues, be enthusiastic, and reflect on

their teaching performance for continuous professional development.
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Figure 5. Effective teacher qualities identified in the teacher educator interviews.

One of the participants mentioned teacher effectiveness comprehensively and analysed
the issue from both theoretical and practical perspectives. Content knowledge, knowledge of

ELT Methodology, knowledge of pedagogy, effective dialogue with learners, teaching skills
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and enthusiasm were emphasized as distinctive characteristics of effective English language

teachers.

It is a huge question and it involves a lot of things. As we all know, a teacher should
have different types of knowledge. These are: subject matter knowledge referring to
English, different aspects of English language; knowledge about the teaching profession
such as classroom management, strategies, language teaching methods, use of materials,
adaptation of materials, preparation of tests, assessment and general cultural knowledge.
A teacher should have all these kinds of knowledge. But this is not enough, of course.
They should be able to use them effectively; they should be able to put their knowledge
into practice by taking into consideration of student needs, their level, their gender, their
background knowledge and so on. What is important is to empathize with students. In
addition to teacher knowledge, there are some other effects: loving the job you are doing,
loving the students, loving the subject matter that you are teaching, and having a good

knowledge about the education system and student needs (Teacher Educator 9).

Another participant defined effective English language teachers in the eyes of students,
parents and colleagues separately putting forward that all these stakeholders have different
expectations from the teachers. While students find knowledgeable and humorous English
language teachers effective, responsible and cooperative teachers are regarded as effective by
their colleagues. According to parents, an English language teacher is effective as long as his

or her learners speak in the target language.

From the students’ perspective, ideal teacher is the one who knows his or her subject
very well as the expert of the field. He or she should know a lot of things about his or
her subject. The second important factor is using humour in the class. Students,

especially young learners, need to have fun while learning. We also need fun as adults.
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If he or she is an effective teacher, he should know how to integrate fun into his lessons.
They should know how to create intrinsic motivation. From parents’ perspective, they
want their children to communicate in English, the target language. Their first and major
criteria is speaking. If their children do speak English, then they know the language. If
they cannot speak, it means that their teacher is not competent. They want immediate
production in the target language. From colleagues’ perspective, an effective teacher
should be cooperative, support testing and assessment system, fulfil administrative

duties, and share and take responsibility (Teacher Educator 5).

RQ 3.a: In what standards do teacher educators find ELT graduates competent?

According to teacher educators, the ELT graduates are competent in teacher knowledge,
particularly theoretical and pedagogical content knowledge. It was also stated that they are
effective in using technology and teaching Engish to young learners. Some of the teacher
educators indicated that the ELT graduates are good at grammar and vocabulary knowledge in
the target language. Figure 6 summarizes the teacher educators’ perceptions on the strengths of

ELT graduates.
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Figure 6. Strengths of ELT graduates identified by teacher educators.

One interview respondent promoted the practice side of the ELT undergraduate program

and ensured that their graduates are fully qualified with professional competencies.

The program in our department is practice-based. So, student teachers are always active
on the stage to be equipped with presentation skills and teaching skills from the 1% grade
to the 4™ grade. How do they benefit from this application? When they practice in front
of real students, they do not experience any problem in terms of teaching (Teacher

Educator 8).

One other interviewee indicated that positive changes in the curriculum of ELT

undergraduate program was reflected on the ELT graduates as competencies.

When we observe the pre-service English language teachers in the practicum, we realize
that they use technology in the class. Another improvement is that they are more aware

of young learners. They can now differentiate between adults and young learners easily
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because they have taken related courses about young learners. This is a beneficial side

of the program. (Teacher Educator 5).

RQ 3.b: What are the competencies that ELT graduates need to further develop?

Teacher educators were also asked the weaknesses of their graduates in terms of teacher
knowledge and teaching performance. As most of the participants agreed on, the area ELT
graduates need most improvement is English proficiency. It was also expressed that they have
difficulties in putting theory into practice in real classrooms. Moreover, the graduates were not

found to be competent in classroom management and teaching English according to learner

level.
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Figure 7. Weaknesses of ELT graduates identified by teacher educators.

An experienced teacher educator, who is the Head of ELT Department at one of the
prestigious state universities, summarized the general situation of pre-service English language

teacher education in Turkey.
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As far as I observe, there are two big stages in pre-service teacher education: learning
English and learning how to teach English. There are mistakes in the first stage. We can
call the second stage ‘method’ but the number one issue is not related to methodology
at all. Nobody questions this. Do we really teach English to pre-service English language
teachers in Turkey during their university education? Are their field competencies at
required level? This is a question mark. We cannot generalize but majority of our student
teachers become teachers of a subject that they do not master since they cannot acquire

field competency at neither high school nor university (Teacher Educator 2).

English proficiency was discussed as the most vital weakness of the ELT graduates in
recent years by five participants. What aspects of content knowledge are problematic and why

this problem is happening were explained by one of the teacher educators thoroughly.

When I compare the students between 2010 and 2014 and the students before, all the
lecturers mostly complain that the quality of the students we are receiving is
unfortunately getting worse and worse in terms of language proficiency. Of course, there
are a few good students but the number is decreasing. They either have problems in
English, in speaking it fluently and pronouncing words correctly or forming
grammatically correct sentences. So, majority of our students have problems in using
the target language. They probably have good grammatical knowledge and their
vocabulary is not too bad. This is a very hard question because we receive so many
students every year and there are always exceptions, good and bad examples. I can
confidently say that the quality has been decreasing over years in parallel with their

proficiency level and teaching competence (Teacher Educator 9).



109

RQ 5: How effective is the induction program in Turkey?

The second theme of the interviews was induction period of beginning English language
teachers. All teacher educators interviewed stated that the induction program applied in Turkish
state schools is absolutely ineffective. They also expressed various reasons for this failure. It
was clearly stated that the main focus in the induction program is on official procedures and
trainees feel usually alone during this process. According to teacher educators, the program is
not successful because trainees cannot get help from their seniors, they directly start teaching
in real classes, and they have incompetent mentors. There are also some other issues such as
lack of clarity on performance criteria, lack of collaboration between schools and universities,
unenthusiastic mentors and busy teachers that decrease the effectiveness of the induction

program. Figure 8 below presents deficiencies in the induction program observed by the teacher

educators.
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Figure 8. Deficiencies in the induction program detected by teacher educators.
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For example, one teacher educator with an experience of 24 years claimed that there is

an induction program in formality but in reality that program does not work and achieve its

purpose.

I would like to ask a question but it is not a real question, just criticism. Is there an
induction period in Turkey? We don’t have an induction program in Turkey. Because
what happens is they graduate, and they are just placed into a classroom as they are real
teachers. They are on their own and completely very lonely. It is a very lonely process.
They do not get any help from the university, the school, or inspectors (Teacher

Educator 9).

Impact of the negative situation in induction period on ELT graduates and problems

they experience were mentioned by one of the interviewee as follows:

It is done for the sake of doing it. It is related to the policy, not professional development.
Newly graduates feel alone in their institutions. From the first moment, they have to
teach which is wrong. They need more orientation as they do not have self-esteem. They
may not feel competent because they do not have any support from others. From
humanistic perspective, they do not feel OK. Because their anxiety level is very high

and unfortunately their self-efficacy beliefs decrease (Teacher Educator 5).

According to most of the teacher educators, the most critical issue for improvement of
the induction program is to assign competent English language teachers as mentors and
organize a mentor development program. It was also believed that universities should carry on
supporting their graduates especially in the first year of their teaching. Collaboration between
schools and universities was stated as another important issue that needs to be resolved and
improved. Finally, it was suggested by some of the participants that trainees should be provided

with some fundamental facilities like orientation, observation and graduate seminars.
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Figure 9. Teacher educators’ suggestions for the induction program.

An interview respondent proposed an apprenticeship model for the induction program.
She emphasized the need for keeping mentees active through observation and practice under

the control of experienced mentors.

If there was a mentoring system like in abroad in an apprenticeship model in which
mentees work with real experienced teachers who really follow innovations and apply
them in their classes successfully, then induction program could be successful.
However, it does not mean that mentees will be passive at all. They should observe and
practice at the same time. They might experience various difficulties or easiness in
teaching English by doing practice at more than one school and learner level (Teacher

Educator 3).

One other interviewee indicated that collaboration with universities, duration of
induction and subjects of the mentor teachers are some of the critical issues to be resolved for

improvement of the induction program in Turkey.
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There is not any collaboration with universities on this issue. Such an orientation period
can be extended to two years. In practicum, mentees practice teaching for ten minutes
or one hour but in a very controlled environment. Therefore, this induction year is very
critical. They need to observe English teacher mentors since other subject teachers have
different priorities. Really experienced mentors should be assigned. Moreover, it is
necessary to expose mentors to a mentor development program at BA level since not
every teacher can take this responsibility. Mentees also need scaffolding as they get into
a totally new environment. Their progress should be followed carefully in a portfolio

system (Teacher Educator 7).

RQ 6.b: What are the strong and weak sides of the ELT undergraduate program?

As implementers, teacher educators were asked to make a critical analysis of the current
ELT undergraduate program. Different aspects such as curriculum, academic staff and learning
outcomes were discussed. First of all, the program was found to be most successful in theory
and equipping learners with necessary theoretical background knowledge. It was also stated
that the program is good at providing student teachers with methodological knowledge and
practice. New courses such as Community Service and Technology Course, increase in
professional courses and decrease in literature courses were considered as positive curricular

changes by some of the interviewed teacher educators.
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Figure 10. Teacher educators’ perceptions on the strengths of the ELT program.

One of the participants compared the current program with the previous one with a focus

on curricular changes.

As for strengths of the program, ‘Teaching English to Young Learners’ was extended to
two semesters; ‘Teaching Language Skills’ was added; ‘Approaches to English
Language Teaching’ is taught in two terms as two complementary and sequential
courses. So, the number of field-specific pedagogical content courses was increased in
the curriculum. In the previous program, there were too many literature courses like
‘Drama’ and ‘Poetry’. Now it is more economical and I think ‘English Literature’ in two

semesters is adequate (Teacher Educator 7).

Cultural courses and new trend topics in ELT like Multiple Intelligences were

highlighted as strong sides of the program by another participant.

One of the strengths of the program is that ‘Teaching English to Young Learners’ was

included. The program involves some courses which are necessary for student teachers
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to acquire cultural and professional knowledge. In the current program, there are lessons
in which new trend topics are taught. For example, Multiple-Intelligences, learning
styles, and student identities are very important concepts for teachers to be aware of

(Teacher Educator 6).

On the other hand, following one standard program, limited time for practicum, lack of
elective courses and failure in English language improvement of student teachers were the most
frequently stated weaknesses of the program. Two teacher educators think that it was wrong to
remove ‘School Experience I’ from the program since student teachers used to be introduced to
school systems and real school contexts earlier in that course. Integration of ‘Advanced Reading
Skills’ and ‘Advanced Writing Skills” was another curricular mistake according to two other
teacher educators because they find it difficult to improve two different language skills within

limited time of a single course.
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Figure 11. Teacher educators’ perceptions on the weaknesses of the ELT program.

A more experienced participant of this interview group criticized the program because

of the limited opportunities for teaching practice.
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We educate teachers and most of them work as practitioners after graduation. The
weakest side of the current program is that practice hours are insufficient and school
practice is offered only in the final year. It is impossible to conceptualize what it means
to be a teacher through doing practice in only one semester. I think school visits and
practicum need to be organized for certain periods of time after the 2" year. We teach
theoretical knowledge but most of it remains as memorized knowledge. Unfortunately,
we do not provide our teacher candidates with adequate chance to put that knowledge

into practice (Teacher Educator 4).

Another teacher educator complained about standardization of the program and lack of

departmental autonomy.

The problem we are having is we are following one standard program throughout
Turkey. However, the profile of students is different in each region. For example, the
profile of students at Bogazici University is different from the profile of students at
Cukurova University, but we are supposed to follow the same program. I think we need
to be given some room for manoeuvring; we need to add some elective courses to the
program. I don’t know the names of all supplementary courses now, but we need to be
able to do that and select some elective courses for specific needs of students in our own

department (Teacher Educator 1).
RQ 6.c: Does the ELT undergraduate program need a further restructuring?

After critical analysis of the program, it was investigated whether the program needs a
further revision or not. Eight teacher educators stated that it is time for the program to be
restructured because of the weaknesses mentioned above. The second follow-up question was
how to do it and in what aspects. It was believed by most of the participants that student teachers

should be introduced to practicum earlier and they should practice teaching for a longer period
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of time at different school levels. Besides, it was discussed that a new program can be successful
together with qualified teacher educators. Another frequently mentioned topic for curricular
change is the need for more elective courses and increased opportunities for student teachers to
study abroad through exchange programs. Figure 12 below presents all recommendations made

by the teacher educators for restructuring of the ELT undergraduate program.
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Figure 12. Teacher educators’ suggestions for the ELT program.

One respondent emphasized the importance of sending student teachers abroad and
increasing quality of teacher educators. She believed that being in an English speaking country
for a certain prediod of time increases self-confidence and competence of pre-service English
language teachers in using the target language. She also underlined the impact of modelling

behaviours of teacher educators on student teachers.

They should study abroad at least for one semester to master the target language. This
is absolutely essential for improving English language proficiencies of student teachers.
No matter how much they read and write in the target language here in Turkish context,

it works to some extent. If they can go abroad for at least one semester and practise
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English, this increases their self-confidence. On the other hand, the program is made by
other stakeholders but the thing is the transfer of knowledge from academic staff to
students. A teacher educator’s approach is more important than the course itself. As far
as I have experienced, being a role model is highly important in teacher education. I
think a university teacher’s behaviours inside the classroom play a key role in training
pre-service teachers in the Faculty of Education. You should practice what you preach.
For example, our exams should overlap with what we teach. As teacher educators, we
need to prepare different materials for our own courses without depending on a course

book as a single source (Teacher Educator 7).

Quality of teacher educators was considered to be significant by another interviewee for

better education of English language teachers.

We should not disregard the fact that teacher educators should be expert of their fields
in pre-service education and they are supposed to be highly-qualified. Student teachers
can graduate as competent English language teachers as long as they are trained by
experienced and dedicated educators. If academic staff in ELT departments consists of
a limited number of personnel and uncommitted people, quality of pre-service teacher

education decreases (Teacher Educator 8).

A teacher educator, the Head of Department at one of the established universities in
Turkey, mentioned the need for more time for practicum in a new program. Besides, he called
attention to developing English proficiency of student teachers in the first year focusing on

language improvement courses in the program.

I think we need to have more room for micro teaching and school experience. I believe
that the grading system in Turkish education is very unfortunate. The level of incoming

students is very different. The system required them to do some grammar and reading,
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but still we do have problems related to English proficiency level of student teachers. In
the first year, we try to eliminate this problem. We have some speaking courses and
writing courses. In prep classes, we try to focus on that but it is not usually enough. They
come in the first year; they are good at receptive skills but they are not good at
productive skills in English language. We need to have the screening system revised.
There are attempts like including some writing or speaking sections in the foreign

language university entrance exam which is a good step (Teacher Educator 1).

Similarly, one other teacher educator also underlined the significance of having more

time for school practice in a probable new program.

First of all, we need more practice-based courses. This is one of the most difficult issues
for me. For example, I have been teaching ‘Teaching Language Skills’ for years and |
think we teach theories very well. But micro teaching and presentations do not serve the
purpose of this course at all because the audience does not consist of real learners. I
want them to do such practice in a real school context after the 3™ year. I wish we had
practice schools near here and we could take our students and make them put theories

into practice there (Teacher Educator 3).

Another participant suggested that practice side of the ELT undergraduate program
should be prioritized together with revised systematic coordination between schools and
universities. She also put emphasis on the importance of eradicating the misperception of the

university supervisors in the minds of school mentors.

Students should be introduced to real classroom contexts earlier in the program. If
possible, it should be done in three consecutive years. The first year is too early, but
starting from the second year, our students should be able to go to schools for teaching

practice. The responsibilities given to the student teachers should be increased
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systematically every year. There should be a close cooperation between the schools, the
university and the Ministry of Education. The mentoring system and the teaching
practice should be definitely restructured. When I go to schools to observe my senior
students, their mentors at the practicum schools see this like a burden. They do not want
to take this responsibility. It feels as if this is a battle between the university and the
novice teachers. They empathize too much and take it personally and emotionally. For
example, even if the student teacher does not attend the practicum regularly, they sign
it in the attendance sheet. They think that we are going there to criticize them fiercely
and give them negative feedback. They do not realize that our purpose and mission is to
reflect on mentees’ teaching performance and help them to improve their teaching skills.
They try to protect, or overprotect their student teachers, and they bond relationships.
So, they should think more professionally and see this as an opportunity to help future
teachers develop themselves. There should be a close cooperation and they should be

made aware of the importance of this period (Teacher Educator 9).

Interviews with ELT graduates

RQ 1: What makes an English language teacher effective and successful?

The first topic discussed in interviews with ELT graduates was characteristics and
qualities of effective English language teachers. According to the participants, effective English
language teachers need to be competent in teacher knowledge and teaching skills, efficient in
dialogue with learners, persistent in professional development and have supplementary
characteristics. Self-improvement was the most popular answer among the ELT graduates as a
basic quality of effective English language teachers. It was also emphasized by six different
participants that a good English language teacher should be proficient in English language, use
various materials and build rapport with learners. According to four interviewed ELT graduates,

focus on speaking skills, teaching according to learner level, making lesson plans and making
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learning enjoyable are some of the prominent teacher standards. Figure 13 below presents all

qualities of effective English language teachers identified in the ELT graduate interviews.
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Figure 13. Effective teacher qualities identified in the graduate interviews.

One of the participants mainly focused on professional skills such as testing, using
materials, planning various activities and integrating fun into lessons while defining teacher

effectiveness.

First, language proficiency of English teachers is very important because students
always test it. Second, teaching experience and classroom management skills are
essential. The third point is the objectivity of the teacher in testing and assessment.
Lesson preparation and selection of materials need to be carefully carried out. Because
choosing materials according to learner level is both difficult and critical. Another key
quality of an effective English language teacher is simplification which refers to
teaching according to learner level. He or she should be able to create variation in
classroom activities. Apart from that, the teacher needs to make learning enjoyable since

students always have such an expectation (Graduate 9).
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Another graduate put emphasis on self-improvement, lesson planning and activation of

students in the class through using educational technologies as important teaching standards.

If a teacher is an English language teacher, he or she has to be expert of that language.
They should be open to new ideas and follow innovations because they need to improve
themselves. Using educational technology inside the classroom is very important and
beneficial for students as it makes teaching interesting and attractive. Therefore, I think
technology is necessary like other sources and materials. Teachers should be well-
prepared, teach according to a plan and make students more active in class (Graduate

6).

Such personal characteristics as being sociable and sincere and good communication
with students were highlighted as essential qualities of an effective English teacher by a more

experienced participant of this interview group.

First of all, English language teachers are supposed to be sociable in order to teach
effectively and successfully since they teach a foreign language which requires
interaction with others. They also need to have a sincere relationship with students
because they get bored when the teacher creates a cold and formal atmosphere in the
class. They should use some methods to make learning enjoyable. For example, I usually
play the game of taboo with my students. To do that, I have to be sincere since it does
not work when I behave strictly. A successful English language teacher is supposed to
be enthusiastic in addition to sociality. When they finish first five years in their career
at schools of Ministry of Education, it is a cliché but they convert from idealism to
realism. They ought to overcome this problem themselves and should not be adapted to
the system. Novice English language teachers need to sustain their enthusiasm so as not

to have burnout syndrome (Graduate 5).
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RQ 2.a: In what standards do ELT graduates perceive themselves effective?

ELT graduates interviewed were asked if they found themselves competent or not as
English language teachers. More specifically, their effectiveness in initial years of teaching, and
their strengths and weaknesses in teaching performance were investigated. It was found out that
most of the ELT graduates perceived themselves competent in teaching grammar and
vocabulary. In addition, some of them defined themselves talented in teaching reading, writing
or speaking skills. Figure 14 below shows all strengths of the interviewed ELT graduates in

teaching English in their early career.
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Figure 14. ELT graduates’ perceptions of their competencies.

A more experienced participant of this group proved her effectiveness and success
particularly in teaching grammar and vocabulary with exam results of her students in the high

school entrance exam.

For example, I find myself effective in teaching grammar and vocabulary. When I

checked the high school entrance exam results of my students last year and the previous
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years, | realized that their success in English was at a satisfactory level, whereas most
of the learners usually get low scores in English in that exam in Turkey. Because I think
I teach grammar very well. I also believe that I teach vocabulary in an enjoyable way by
applying some creative activities in the class rather than making students write words

repeatedly (Graduate 2).

Another beginning English language teacher categorized his strengths in teaching

English according to age of his students and level of schools he is working at.

While I am good at teaching vocabulary and pronunciation at the primary school. I am
more successful in teaching grammar at the middle school. Because motivated students
are really learning since I go into details while teaching grammar rules. But at the
primary level, we focus on pronunciation since it is easy to teach it as muscle

development of young learners has not been completed yet (Graduate 11).

RQ 2.b: In what standards do ELT graduates perceive themselves ineffective?

ELT graduates were also asked to make a critical evaluation of their teaching
performance specifying their weak points in teacher competencies. A great majority of the
participants stated that they need to improve themselves most in teaching listening and speaking
skills. Some interviewed teachers expressed that they had difficulties in varying classroom

activities, dealing with technical difficulties and teaching writing skills.
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Figure 15. ELT graduates’ perceptions of their weaknesses.

To illustrate, one graduate teaching at a middle school associated his lack of

effectiveness in teaching speaking skills with the system and environmental factors.

I find myself ineffective in speaking, teaching speaking skills. Our system leads us to
teach this way, especially in the classes of the 8™ graders. The school where I am
working now is situated in an environment at a low economic level. This affects
everything a lot. My students cannot afford to obtain the necessary resources. Most of
them cannot do extensive reading or listening at home because they cannot buy readers.
A publishing company offered us three supplementary books but my students could not
afford. We have to use only the course book because of the local conditions (Graduate

7).

Another beginning teacher from a primary school located in a village reported diverse

problems in her first year of teaching.
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I have difficulties in classroom management in some classes. As I know that other
teachers have problems with the same groups, I try to make my lessons more attractive.
On the other hand, I cannot reach resources easily and I am not very competent in using
course books. In addition, I am not good at creating variation in classroom activities

(Graduate 8).

RQ 2.c: What do ELT graduates attribute their effectiveness in some areas as English

language teachers?

Attributions of ELT graduates for their effectiveness was investigated in the qualitative
part of this study. The findings revealed that the interviewees associated their effectiveness with
more than one reason or source. The participants attributed their success mostly to quality of
education, particularly quality of their university education and then their individual studies.

Some of them also attached significance to their role model teachers at high school and

university.
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Figure 16. Attribution of effectiveness.
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One of the beginning teachers of the participant group pointed the benefits of her
university education. She also believes that some personal qualities like enthusiasm and teacher

motivation contribute to her success in teaching English.

My university education was very influential as it really improved me, changed my view
of teaching and made me love this job. Apart from that, I am very enthusiastic and other
colleagues also confirm my willingness. I want to preserve this until the end of my
career. | really want my students to like English and use it in everyday life to
communicative with other people instead of seeing it just as a course. I find myself
effective as an English language teacher because I am very focused and motivated

(Graduate 10).

Another novice English language teacher attributed her positively increasing
performance to various contributing factors. Briefly, native speakers at her university education,
a role model teacher at her high school and her own social environment were stated as the main

advantages in her professional development before and after graduation.

In fact, there is a bit of everything. Most of our teacher educators at Bagkent University
were native speakers and therefore we were directly exposed to English. They required
us to speak English outside the classroom too. In addition, I am really interested in
foreign TV serials and films. I used to watch them at high school and I still watch a lot.
On the other hand, I was affected by one of my high school teachers who played various
roles while teaching English to us. He had a great impact on me as a teacher. Besides, I
have a lot of friends who are English language teachers. Some of them are working as
instructors at universities and others are teachers at state schools, in private institutions
and courses. When I speak to them, they share their experiences and I learn a lot from

them (Graduate 4).
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RQ 2.d: What do ELT graduates attribute their ineffectiveness in some areas as English

language teachers?

After searching for the sources of effectiveness, attribution of ineffectiveness and
incompetence among the ELT graduates was explored. The analysis of the interview data
revealed that the participants mainly attributed their failure to differing personal and systematic
reasons. The most frequently mentioned attribute for ineffectiveness of novice English language
teachers is lack of experience. In addition, they expressed difficulties in adaptation to level of
learners and teaching according to low level of learners. Figure 17 covers all attributes for

ineffectiveness identified in the ELT graduate interviews.
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Figure 17. Attribution of ineffectiveness.

One interviewee teaching at a primary school in a village attributed his ineffectiveness

to being inexperienced and being unplanned.

I attribute my ineffectiveness to the fact that I am just inexperienced. Actually, I have

not been able to be an organized person since the beginning of the school. I am not good
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at making plans at all. In terms of homework check, I give homework and check it but
I do it myself in a comfortable way rather than setting rules and keeping a portfolio for
each student. Therefore, I cannot cover all the subjects in the syllabus as I do not follow

a plan or a system regularly (Graduate 11).

Another female English language teacher in her first year of teaching admitted that she

has difficulty in adaptation to the low level of learners.

Of course, I do have some lacks; maybe I need to present reading texts in a different
way and examine each word from a different perspective but students’ background is
very low at this school. While preparing for the high school entrance exam, some
students from the 8" graders asked me the meaning of ‘good’. Level of learners in
English language is really low which makes me get stuck. If I get stronger responses to
my questions, I will be able to use better methods. Since they are false beginners in

English, I use the translation method in teaching reading skills (Graduate 10).
RQ 5: How effective is the induction program in Turkey?

The second main research topic in the interviews with ELT graduates was the induction
program. While the program was found to be effective only by three teachers, seven of them
stated that the program was not effective due to various reasons which were reflected as tensions
in Figure 18. The most serious tension that seven novice teachers experienced was lack of
English teacher mentors in the induction year. It was indicated that they encounter problems in
learning school procedures, making lessons plans, classroom management and time
management. In addition, some of the participants admitted that they did not get help from other

teachers, they felt lonely and they had the fear of failure in their first year of teaching.
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Figure 18. Tensions of ELT graduates in the induction year.

One of the ELT graduates clearly expressed her disappointment with the induction
program standards. She put the blame on the responsible people - administrators, colleagues

and mentors.

My induction year was not effective at all. As I mentioned, I was the first person
appointed to that school as an English language teacher. So, there were no other English
language teachers who could guide me and support me in my first year of teaching.
Furthermore, I could not get assistance or orientation from my colleagues as much as I
needed. Since the school administrator did not have any expectation from me, I tried to
do something with my own effort for two years. I had difficulties in simple school
routines like writing lesson plans. Someone should have told me what to write and how

to write in the class register (Graduate 1).

Similarly, another participant with an experience of 3 years stated that his tensions were

mostly related to school procedures in his induction year.
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As I specifically noted, we had great difficulties in learning regulations. Because we did
not know the system and we did not any have chance of learning it. Therefore, the
induction period was not very effective for me. As we were directly immersed in
teaching, it was difficult to get to know the students. We were in a real school context
for the first time. We had micro teaching at university but we taught our own friends
there. Although they pretended to be students, it was not a real school atmosphere. While
we could keep our friends silent in micro teaching, classroom management in real

classes was a lot more difficult for us (Graduate 7).

According to most of the ELT graduates, the best way of improving induction program
is to assign competent English teachers as mentors. Instead of direct immersion in teaching,
they think they need to start teaching with mentors and attend in-service trainings. Some of the
participants also specified the need for some other facilities like designing a website and
publishing a periodical for the mentees, creating more frequent observation opportunities,

having a well-organized orientation and providing more managerial support.
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Figure 19. ELT graduates’ suggestions for the induction program.

One of the beginning English language teachers had researched the education system of

Germany and suggested transferring its induction standards to Turkish context.

I worked on the education system of Germany in the course of Comparative Education.
In that system, an English teacher mentor is assigned to a mentee who attends all his or
her classes. So, induction at university continues at schools of Ministry of Education.
This is more beneficial but I doubt this is available in our country. Such a solution comes
to my mind. If I had an English teacher colleague and observed his or her classroom
practices and behaviours, the induction program would be more effective for me because
I realized that teaching is a matter of experience. If I worked as an assistance of an
experienced English language teacher, that would be more effective for my professional

development in the induction year (Graduate 10).

Another interviewee in his first year of teaching opposed to immersing beginning
English language teachers directly in teaching. He also specified the need for a period of
orientation time for mentees when they can observe the experienced teachers and learn from

them.

I think what is done today is incorrect. That mentees are directly immersed in teaching
alone in classes is a big mistake. They need to start teaching with mentors and benefit
from their experiences. They should have opportunities for observation. There can be a
mentoring system consisting of one observation session and one teaching session in a
consecutive way for the beginning English language teachers under the control of the
mentors. I think presence of an experienced English language teacher is a must. [ believe

that is our most critical lack (Graduate 9).
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RQ 6.b: What are the strong and weak sides of the ELT undergraduate program?

ELT graduates evaluated the ELT teacher education program with a focus on its
strengths and weaknesses. Their comments are based on three main aspects which are
acquisition of knowledge, curriculum and academic staff. It was found out that the graduates
were satisfied with the theoretical knowledge they acquired during their university education.
It was also stated that the program was really successful in equipping the pre-service English
language teachers with teaching language skills. According to some of the participants, the
program was beneficial due to the fact that they learned a lot in methodology both at theoretical

and practical level, particularly in teaching English to young learners.
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Figure 20. ELT graduates’ perceptions on the strengths of the ELT program.

One of the beginning English language teachers expressed an overall satisfaction with
the ELT undergraduate program. She also mentioned beneficial course contents and role model

university teachers in her university education.
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I am quite happy as a graduate of Gazi University. If [ were given a second chance, I
would study at the same university. I took courses from very qualified teachers and we
had a great atmosphere in the department. I used to prepare my materials enjoyably
while making presentations and observe my peers since my school provided me with
that teaching-learning context. We made presentations in the course of ‘Teaching
English to Young Learners’; we never focused on methods theoretically and did not
work in pen and paper style. For example, I made a song presentation and a game
presentation in Teaching English to Young Leaners in two different terms. I took a lot
of practice-based courses. Similarly, Vocabulary Teaching and Grammar Teaching were
two separate courses in the program. In Teaching Language Skills, we were taught how
to teach reading, writing, listening and speaking separately with a focus on teaching

techniques (Graduate 10).

Another beginning teacher put emphasis on the course of ‘Teaching English to Young

Learners’ and theoretical courses as the strong sides of the program.

I think I learned a lot especially in the course of Teaching English to Young Learners.
One of the advantages of the program is that such a course was included. That the teacher
taught the course effectively was another contribution. More specifically, we thought on
what activities we could plan while working with young learners. For example, when
we teach a song at a school in a village, we might not have materials or technological
devices. To survive as a novice English language teacher in such a case, we were taught
to sing ourselves and carry on listening activities even in the worst situation. As for
theoretical knowledge, I realized that I learn a foreign language in a particular order in
the course of Language Acquisition. I believe that the program improved me completely

in terms of theoretical knowledge (Graduate 2).
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On the other hand, the most vital weakness of the program identified by seven ELT
graduates was the gap between what they were thought at university and what they encountered
in real classrooms. It was also underlined by the graduates that they do not have enough practice
time to get to know school and classroom realities in the practicum course during their
university education. Too much focus on theory, fruitless educational courses, lack of literature
courses and lack of focus on speaking skills were some other issues stated as weaknesses of the

program by the ELT graduates.
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Figure 21. ELT graduates’ perceptions on the weaknesses of the ELT program.

One interview respondent indicated that the program does not match school realities and

it is not applicable in real situations.

You cannot apply the program to the real context. You cannot teach speaking skills
which is the real problem. We do not have the necessary conditions at our schools. For
example, we have learned Web 2.0 tools but we cannot practice any of them in real
school life which is a real weakness for us. It is necessary to incorporate such technology

into an English lesson but we cannot use it because of the environmental and contextual
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constraints. Then, I concluded that course was a waste of time in the university program

since I have not been able to use that knowledge for three years (Graduate 7).

Similarly, another interviewee mentioned the gap between theory and practice as the

main weakness of the program.

The program prepared us for a utopic world which is a weakness. For example, we were
taught that we should never use Language 1 (L1) in English lessons. Our teacher
educators do not know the system of Ministry of Education very well. Some program
components were not beneficial or relevant which were done just for the sake of doing

it or as a contribution to research studies of our university teachers (Graduate 2).

One other participant claimed that the program has a theory-focused curriculum and it

is weak in practice narrating an experience in his practicum.

In my opinion, it is unnecessary for a teacher to be trained with a theory-focused
program for four years. The important thing is how to teach English. I mean, the secret
of this profession is in teaching. There is not any problem in learning English. I think
compulsory courses such as Language Acquisition and Testing and Assessment can be
taught in two years. In the following years, individual practice opportunities can be
created for teachers. For example, our university supervisor inspected us and evaluated
our performance just once in the practicum. He explained our weaknesses and gave us
some recommendations. We were observed and got certain feedback. But it was done
just once during the whole practicum. It is clear that the current ELT undergraduate
program is really ineffective in practice. If we work in our field at different school and
learner levels rather than work theoretically during the university education, the program
becomes more successful. I think the practicum needs to be based on master-

apprenticeship model and carried out for one year. (Graduate 3).
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Interviews with employers

RQ 1: What makes an English language teacher effective and successful?

Like in graduate and teacher educator interviews, employers were asked to define
effective English language teachers. General qualities of effective English language teacher
identified by the participants are competency in teacher knowledge, competency in teaching
skills, efficiency in dialogue with learners, persistency in professional development and having
supplementary characteristics. Employers emphasized the importance of teaching skills such as
using materials, self-improvement and lesson planning as basic requirements of teacher
effectiveness in ELT. Besides, most of the participants believed that effective teachers are the
ones who are proficient in English, love their jobs and incorporate technology into their lessons.
Some employers also suggested that English language teachers should build rapport with
learners, teach according to learner level, have good pedagogical knowledge and dedicate

themselves to their profession.
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Figure 22. Effective teacher qualities identified in the employer interviews.
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To illustrate, one interviewed school principal identified some general characteristics of

teaching profession and specific qualities of effective English language teachers.

First of all, excitement, ambition and passion are fundamental characteristics of
effective teachers. Apart from that, English language teachers need to make lesson plans
and come to school as prepared. English is a course which requires preparation
supported with communication tools and materials. An English language teacher should
take learner level into consideration and teach accordingly, integrate fun into his or her

classes, and make his or her lessons as much interactive as possible (Employer 2).

According to one department head interviewed, there are three main qualities of
effective English language teachers: language proficiency, self-improvement and material

development.

First, English language teachers need to preserve their excitement and enthusiasm about
their jobs. Because some people have burnout problem in time. In that case, teachers
become monotonous in class and start to repeat themselves in teaching practices which
decreases their effectiveness. Secondly, English proficiency of the English language
teachers is very important. They always need to improve themselves in this respect. A
successful English language teacher is the one who loves his job and who is open to new
resources. Besides, the English language teacher should know how to adapt. If they take
materials directly to the class without any adaptation, they fail even at the same school.
Because proficiency levels of students and their motivation levels are all different.
Therefore, they should have a flexible style of teaching and adapt themselves to different
contexts. In terms of professional development, if an English language teacher does not
practice listening in the target language for 20 minutes every day, his speech cannot be

fluent since his mother tongue is not English (Employer 7).
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RQ 4.a: In what standards do employers find ELT graduates competent?

Employers were asked to evaluate novice English language teachers working at their
schools in terms of competency and effectiveness. In general, they expressed satisfaction with
their beginning English language teachers for their sincerity and effort. More specifically, ELT
graduates were found to be most competent in teacher knowledge by the interviewed school
principals and department heads. They were also perceived to be talented in using technology,

using materials in their lessons and planning their lessons by some of the employers.
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Figure 23. Strengths of ELT graduates identified by employers.

An administrator with an experience of 20 years put forward that it is not right to
question subject teachers with their knowledge. He also claimed that every teacher is competent

in this sense holding a BA degree in his or her field.

I never test knowledge of any subject teacher because they have a lot more knowledge
than students at a high school. As a school principal, I never check it when I observe

classes. I am a Physics teacher, so I never know whether an English language teacher
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presents his subject appropriately or not. I just pay attention to his or her general
professional skills. In my observation, I realized that our novice English language
teachers are competent in communication with students, lesson planning and teacher

knowledge. It is certain that they will get better in time (Employer 4).

One other employer, the department head at a middle school, expressed his overall

satisfaction with the performance of the novice English language teacher in his school.

She has a really good dialogue not only with colleagues in the English department but
also other subject teachers at school. I also realized that she carries her own personal
computer to school every day. Most probably she does listening and speaking activities
with her students. She brings her own computer and speakers to use technology in the
class. Recently, she told me that she would teach a new song to her students. She tried
to show her talent in this area. I can describe her as a teacher who tries to direct all her

energy to her classes (Employer 9).

RQ 4.b: What are the competencies that ELT graduates need to further develop?

Employers were consulted to identify weaknesses, problems and lacks in teaching
performance of the beginning English language teachers in their institutions. Classroom
management was one of the most frequently stated area in which the novice English language
teachers need improvement. According to most of the employers, the novice English language
teachers are not competent enough in material development and communication with students
and administrators. It was also expressed that some of the ELT graduates experience difficulties
in testing and evaluation, teaching according to learner level, flexible teaching and catching

learners’ attention.
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Figure 24. Weaknesses of ELT graduates identified by employers.

One interview respondent, the school principal in a primary section in a village, stated
that there are problems with the mentees about general pedagogical issues and teaching-learning

procedures rather than teacher knowledge and theories.

The mentee English language teacher in our school is passive and cannot be
authoritative in classes. I realized that she cannot catch students’ attention. I do not think
that this is related to students at all. She does not deal with students individually and get
any feedback from them. As a school, we are not very successful in English in the high
school entrance exam. I do not have much expectation but we are just trying to train her.
We are doing our best by observing her in the class and giving necessary warnings. As
far as I observe, she just writes the topics on the board and teaches English traditionally

without using visual materials or doing any other activities in the class (Employer 6).

Another employer, the Department Head in one of the prestigious state schools, asserted

that technological dependence is one of the fundamental weaknesses of the new graduates.
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They cannot use teacher voice effectively and their classroom management skills will
develop in time. My previous mentees used to prepare materials, and bring visuals or
realias to the class. Since new graduates realized that there are smart boards here, they
started teaching by only using new technologies without preparing their own materials.
I told them that there may not be technological opportunities like smart boards and
internet access in classrooms in their following schools. Therefore, they need to use their

creativity and develop their own materials (Employer 1).

RQ 5: How effective is the induction program in Turkey?

Employers were invited to make a critical analysis of the induction program applied at
state schools in Turkey. All employers agreed on the ineffectiveness of the program expressing
various reasons. One of the fundamental weaknesses of the induction program identified by
three employers is that it mainly focuses on official procedures. Moreover, the program was
considered to be ineffective by some of the participants because there are not clear performance
criteria for mentees, mentees cannot get necessary help from mentors; they directly get
immersed in teaching with a heavy workload. Figure 25 below shows all reasons of failure in

the induction program identified by the employers.
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Figure 25. Deficiencies in the induction program detected by employers.

One interviewee, an experienced school principal working at a high school, criticized
the induction program because of its main focus on regulations and school routines rather than

orientation of beginning teachers under the supervision of mentors.

An induction program is organized for adaptation of new teachers to the system.
However, it is restricted to the procedural issues like regulations and school routines.
For example, they learn school rules and regulations in use; they get experience in
exchanging correspondence, conducting a lesson and some other duties such as writing
annual plans, daily plans and organizing social clubs. As a matter of fact, a mentor
English teacher should be assigned to train the beginning English language teachers as
the main component of the induction program in addition to the abovementioned

activities (Employer 10).

Another school principal complained about the new performance criteria set for mentees
because of its subjectivity. He also indicated that the previous induction program was much

better than the new one.
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I do not believe that the current induction program is effective and beneficial. Recently,
the system has changed in which mentees will either pass or fail depending on the
performance scores they get from inspectors, school principals and mentors. They have
to sit for an oral exam but I do not know what they aim for with this application. It is
really inappropriate to determine whether a teacher is competent or not through such a
subjective oral exam. In the past, mentees did not use to teach. Rather, they used to
observe their mentors, practice teaching from time to time and be on duties. We used to
train beginning teachers in this way. But this system has been changed and now they are

just thrown into the pool and asked to learn to swim (Employer 4).

Solutions to the abovementioned problems and ways of organizing a better induction
program for beginning English language teachers were also investigated in the employer
interviews. It was suggested by most of the participants that the induction program can be
developed through setting a monthly control system which includes more scaffolding and
systematic administrative support. It was also stated that new aims should be set for mentees;
they should be able to work with competent mentors and observe experienced teachers on a
regular basis. Making the program university-based or school-based, preparing an induction
handbook for mentees and organizing mentor development programs were some other

recommendations of the employers for the betterment of the induction program.
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Figure 26. Employers’ suggestions for the induction program.

One of the respondents recommended that the induction program can be improved by
setting some basic standards like assignment of competent mentors and keeping careful

progress of mentees.

First of all, a department head or an administrator should be assigned to each beginning
English language teacher. They should keep working under responsibility of the same
person in this process. Weekly goals need to be set for them to achieve and their progress
should be followed carefully in portfolios. They should make lesson plans and the
significance of lesson preparation has to be instilled to them. Mentees should not be
directly immersed in teaching because they need to observe other experienced teachers.
If they can start teaching with mentors, they do not make critical mistakes in classroom
management at first step. We need a system for following the progress of beginning
teachers. Within a standard schedule, they can be observed once or twice a week and

their performance can be reported and graded. (Employer 5).
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Another employer working as a school principal suggested providing more
administrative support for mentees, scheduling more observation sessions and assigning

experienced English language teachers as the mentors of beginning English language teachers.

In fact, mentors need to support beginning teachers. School administration should also
take responsibility for their orientation but this does not happen in many other schools.
Instead of evaluation in the middle and at the end of a semester, I think beginning
teachers need to be observed once a month and their progress should be reported
monthly. In addition, in-service trainings should be organized for development of the
mentor teachers. On the other hand, it is important to note that a class teacher cannot be
the mentor of a subject teacher and a subject teacher cannot be the mentor of a class
teacher. Therefore, English language teachers should be mentors of beginning English

language teachers (Employer 6).

RQ 6.b: What are the strong and weak sides of the ELT undergraduate program?

Last but not least, employers were invited to make a critical analysis of the ELT
undegraduate program. Although school principals do not have much information about the
ELT curriculum to be able to make a detailed analysis, it was believed that they can provide an
overall evaluation taking into consideration of strengths and weaknesses of their novice English
language teachers as products of this program. Three of the participants agreed that the program
is successful in equipping student teachers with academic knowledge, especially theoretical and
methodological knowledge. It was also indicated by one of the employers that ELT graduates
are introduced to new educational technologies within the current program which is regarded

as a contribution to their teacher competencies.
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Figure 27. Employers’ perceptions on the strengths of the ELT program.

One department head with an experience of 12 years in the administrative position

expressed an overall positive impression on the ELT undergraduate program.

I did MA in spite of my old age. It seemed to me as if universities were isolated from
the community before I got into their contexts years after my graduation. I realized that
they are integrated into social and political life. I do not know whether each university
is the same or not but there is good improvement and they are working on useful topics.
In particular, the ELT program is good at providing student teachers with the necessary
theoretical background and university teachers know really effective theories (Employer

7).

The most essential weakness of the program that was agreed upon by most of the
participants is inadequacy of the practicum course. It was believed that student teachers cannot
practise teaching in real classrooms appropriately to put theory into practice. Secondly, it was
indicated by some of the employers that the gap between theory and practice poses difficulties

to novice English language teachers in their initial years of teaching since the program is theory-
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focused. Moreover, it was stated by three employers that pre-service English language teachers
cannot improve their English proficiency levels throughout this program due to the limited

number of language improvement courses.

Interview Data - Coding by Node

O = N W & -, o

Number of coding references

= o = = o Pl
T o
£ - g : : :
E)
g 2 = 3 2 B
& T 5 2 S %
@ £ w = (&) o
B = 3 2 3 :
= g 3 o = 5
o =] - g o T
= o =3 m L1
ivd =4 i | |
£ = g
s
Mode

Figure 28. Employers’ perceptions on the weaknesses of the ELT program.

One of the participants indicated that the program is weak in practice in general. She
also emphasized that practicum organized at a carefully selected school and at a single level
within a limited time does not prepare student teachers for the difficulties of first year teaching

after graduation.

It is certain that ELT students do not practise teaching as much as they need. They might
be good at theories but they miss out a lot of opportunities in practice. The practicum
course can be organized for a longer period of time and it should not be limited to only
one school but different schools at different levels. University supervisors usually select
their mentors and send their student teachers to certain schools. If practicum is organized
at a single school, especially an elite one, student teachers do not become aware of the

realities in our educational system and encounter unanticipated problems very late when
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they start teaching as regular teachers. Therefore, they need to be introduced to real and

various school contexts as early as possible (Employer 9).

Another participant working as a school principal called attention to the importance of

the differences between the university program and the real school life.

When I compare ELT department to other departments, I realize that there are similar
applications. Practices, school experiences and practicum are a bit superficial. Teaching
practice seemed to be so abstract that we could not perceive it in our practicum time.
The real school life is very different. Education given at universities is a bit paper-based
and theoretical. University teachers are not integrated into mainstream education; they
do not observe real students, classes and schools. They need to conduct more field

studies and share something there (Employer 2).

RQ 6.c: Does the ELT undergraduate program need a further restructuring?

Finally, employers were asked how the current ELT undergraduate program should be
restructured to train more qualified English language teachers. While most of the ideas were
related to systematic and curricular revisions, the employers made some suggestions for student
teachers and teacher educators as well. Firstly, seven of the participants underlined that
practicum needs to be organized for longer period of time in real classes at different levels.
Another significant issue stated by some employers was that student teachers should be able to
either study abroad or have native speakers in their departments for practising English. It was
also noted by two of the employers that teacher educators are supposed to have more field
studies in state schools where most of their graduates work. Opening practice schools for
faculties of education, requiring full English instruction, branching in ELT departments and
introducing interdisciplinary studies were some other innovative ideas for restructuring the ELT

undergraduate program expressed by the employers.
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Figure 29. Employers’ suggestions for the ELT program.

A department head at a high school emphasized the need for extension of the course of
practicum. She also underlined the importance of participation of student teachers in national

and international projects and certificate programs.

The course of practicum can be extended to the third year in the program since it is not
enough for student teachers to practice teaching within a limited time only in the final
year. Elite schools are usually selected for practicum to make this process easy. If
schools in rural areas at different levels are chosen, student teachers can experience
various school contexts and diversified learner groups. Apart from that, it is highly
beneficial for pre-service English language teachers to participate in national or
international projects and competitions. Applications for such organizations can be put
into practice in the 2" year in the program. Furthermore, participation in a project or
studying abroad for a certain period of time can be made a pre-requisite to graduation

(Employer 1).
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Similarly, full time internship for practicum was suggested as a necessary curricular

change by an administrator from a primary school.

Student teachers go to schools for teaching practice in the course of practicum and most
probably they just listen and leave. How often do they teach? They teach only once or
twice or when the university supervisor visits them. They should be able to teach for
one whole semester or at least once a month on a regular basis. For example, they can
practice teaching one whole day every week. Apart from that, I think courses of Art,
Music and Physical Education should be integrated into ELT curriculum since very

useful interdisciplinary activities can be organized with those courses (Employer 6).

According to two of the department heads interviewed, the ELT undergraduate program
can be restructured to provide prospective English language teachers with more opportunities
to practise the target language through increasing the number of exchange programs and the

number of native speakers among the academic staff in the ELT Departments.

First grade in the university education is fundamental for student teachers. I wish they
could be sent abroad within exchange programs. If it is not possible, they should be able
to take courses from native teachers in the ELT Departments. This increases their self-
confidence in using the target language. Most of the English language teachers in Turkey
have never been to England. Moreover, some of them hesitate to talk to foreign people
in English language. I do not believe that our universities are weak in terms of
methodology. We know methods but there is not enough practice. Therefore, the

programs needs to be restructured for its practical side (Employer 7).

In my opinion, pre-service English language teachers should be sent abroad in the 1%
and 2" grade for free or with low cost under the control of universities. For example, I

have been to the USA twice and the streets, roads and the system there remained in my
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mind clearly. I can teach utilizing my experiences rather than relying solely on course
books. ELT departments need to employ native speakers. There should be more focus
on practice opportunities in pre-service English language teacher education. More
importance should be attached to pedagogy explicating what it means to be an English

language teacher and principles of teaching English in Turkey (Employer 3).

Comparative analysis of the interview results

Analysis of the interviews with teacher educators, ELT graduates and employers yielded
both complementary and contradictory results. These were presented in four main themes:
qualities of effective English language teachers, strengths and weaknesses of ELT graduates,
evaluation of the induction program and evaluation of the ELT undergraduate program. The
significance of each research topic changes according to the different perspectives and roles of
the participants, teacher educators as trainers, employers as administrators and ELT graduates

as practitioners.

Qualities of effective English language teachers

First of all, all interview groups agree that competency in teacher knowledge,
competency in teaching skills, efficiency in dialogue with learners, persistency in professional
development and having supplementary characteristics are general standards of effective
English language teachers. However, the perceieved significance of each competency area is
different in each participant group. While teacher educators attached most importance to teacher
knowledge, ELT graduates and employers put the highest emphasis on teaching skills. More
specifically, all three groups of participants indicated that content knowledge, using materials
and effective dialogue with learners are essential qualities of effective English language
teachers. Content knowledge was the most popular answer among the teacher educators,

whereas ELT graduates and employers mentioned self-improvement as the most prominent
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factor for teacher effectiveness. Besides, ELT graduates and teacher educators agreed that
English language teachers need to be good at classroom management and focus on speaking
skills. In addition, employers and ELT graduates underlined the importance of lesson planning

and teaching according to learner level as two basic standards for English language teachers.

Strengths and weaknesses of ELT graduates

ELT graduates perceived themselves most competent in teaching grammar and
vocabulary, whereas they were considered to be effective in methodology by teacher educators
and in general teacher knowledge by employers. While the teacher educators identified English
proficiency as the most important weaknesses of the ELT graduates, the employers pointed out
that the graduates are not competent enough in using and developing materials, classroom
management and contact with learners and administrators. However, the ELT graduates stated
that they need to improve themselves in teaching speaking skills, listening skills and varying
the classroom activities. It is easy to notice that perceived strengths and weaknesses of the ELT
graduates in teacher competencies changes across three groups of participants depending on

different perspectives and expectations.

Evaluation of the induction program

Nearly all participants in three interview groups mentioned the need for the induction
program to be revised as there is an agreement on its effectiveness. What ELT graduates, teacher
educators and employers put forward as reasons of failure in induction overlap in three main
points: making trainees busy with official procedures, depriving novice teachers from
orientation and making them feel lonely, and shortage of competent mentors. As for
recommendations, ELT graduates and teachers educators think that the induction program can
be improved best if competent mentors who are English language teachers are assigned for the

mentoring process. In addition, employers suggested setting a monthly control system and
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providing more scaffolding and school support for mentees to increase effectiveness of the

induction program.

Evaluation of the ELT undergraduate program

The ELT undergraduate program was considered to be effective in providing student
teachers with theoretical and methodological knowledge by both teacher educators and
employers. Similarly, ELT graduates underlined that the program is successful in theory and
methodology, particularly in courses such as Teaching Language Skills and Teaching English
to Young Learners. In terms of the weaknesses, neither group thinks that the program provides
pre-service Englsh language teachers with opportunities to practice teaching adequately.
Besides, both teacher educators and employers indicated that the program does not enable
student teachers to improve their English proficiency as much as needed. Not only ELT
graduates but also employers called attention to the gap between theory and practice. As for
recommendations for structuring the ELT undergraduate program, all the participants specified
the need for lengthening the practicum time and introducing school realities early in the
program. Finally, both teacher educators and employers suggested that student teachers should

be given opportunities to study abroad through exchange programs.

Comparative Analysis of the Questionnaire and Interview Results

Different questions were addressed to the participants in interviews and questionnaires.
Because evaluation of the induction program and the ELT undergraduate program were two of
the main qualitative research topics to be investigated through open-ended questions in
interviews and there were some other quantitative research problems required statistical
analysis such as the differences between perceived competencies of the ELT graduates and their
experience, level of their learners, level of their schools, participation in conferences and their

gender. Effectiveness and professional competencies of the ELT graduates were investigated
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both in questionnaires and interviews as the main research problem. Statistical analysis of the
questionnaires and qualitative analysis of the interviews showed that ELT graduates are
competent in some areas of expertise and they also need improvement in some other standards.
Although perceived competency levels of the ELT graduates differed according to the groups
of participants in some standards, there were certain areas of expertise in which perceptions on

strengths and weaknesses of the ELT graduates overlapped and triangulated.

Strengths of ELT graduates

The comparative analysis of the questionnaire and interview results yielded three
complementary results in terms of the strengths of the beginning English language teachers.
First, the ELT graduates stated both in questionnaires and interviews that they are competent in
teaching grammar, teaching vocabulary and English proficiency. Secondly, they were found to
be competent in terms of methodological knowledge by the teacher educators and the employers
in the interviews. Similarly, the questionnaire results revealed that the ELT graduates perceived
themselves quite competent in methodology, in employing a range of teaching strategies and
techniques appropriate to learner age and level. Finally, the teacher educators and the employers
interviewed indicated that the novice English language teachers in their schools are good at
teacher knowledge and theoretical knowledge which was also overlapped with the
questionnaire results since the ELT graduates perceived themselves as competent in having

knowledge of foreign language teaching theories and general linguistic theories.

Weaknesses of ELT graduates

There are similarities and differences in perceptions of areas of expertise in which ELT
graduates are incompetent and need improvement. It is important to highlight that ELT
graduates both in questionnaires and interviews admitted that they are not really effective in
teaching speaking skills, listening skills, writing skills and making use of information

technology in language laboratories and libraries as they cannot deal with technical difficulties.
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Apart from that, the interviewed employers and the participants of the questionnaire agreed that
the ELT graduates have difficulties in having contact with learners, administrators and working
cooperatively with professional colleagues. On the other hand, the most remarkable
contradiction between the questionnaire and the interview results is on English proficiency of
the ELT graduates. While the ELT graduates indicated in the questionnaire that they have
advanced knowledge of English, the teacher educator and employer interviews revealed that

English proficiency is one of the most significant weaknesses of the ELT graduates.
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Chapter IV: Discussion, Conclusion and Implications

The present study aimed at exploring effectiveness and professional competencies of
English language teachers in first five years in Turkey. The findings were discussed in
comparison to the previous research findings with a focus on similarities and differences.
Reflection of the findings of this study and its contributions to the related literature were
examined within the thematic framework. The discussion and conclusion part was organized in
the light of the main research questions and presented in five themes: qualities of effective
English language teachers, strengths and weaknesses of ELT graduates, attribution of
effectiveness and ineffectiveness, evaluation of the induction program, and evaluation of the
ELT undergraduate program. This chapter ended with implications that were put into
meaningful categories for addressing different stakeholders and institutions such as the ELT

graduates, the teacher educators and HEC, the Ministry of Education and further researchers.

Qualities of Effective English Language Teachers

It is well-known that students learn more from more effective teachers. However, there
is less agreement about what contributes to effective teaching. While some scholars associate
teacher effectiveness with deep subject matter knowledge, others also define it as the ability to
employ research-based instructional techniques (Goodwin, 1999). Therefore, the present
research started with searching for a clarified understanding of what it means to be an effective
English teacher before investigating effectiveness and professional competencies of the ELT
graduates between 2010 and 2014 years. For this purpose, ELT graduates, teacher educators
and employers were invited to make a definition of effective and successful English language
teachers in the semi-structured interviews and findings of this study contributed to the literature

in Turkish context in terms of conceptualization of effective English language teachers.

The analysis of the qualitative data revealed five general standards for English language

teachers which are teacher knowledge, teaching skills, dialogue with learners, professional
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development and supplementary characteristics. This finding is consistent with prior research
studies in different aspects. For example, ELT graduates in the study of Celik and Korkmaz
(2011) described effective teachers as knowing how to teach efficiently (competency in
teaching skills), how to motivate students (efficiency in dialogue with learners), how to use
various methods (competency in teacher knowledge), and how to develop oneself as a teacher
(professional development). Pantic and Wubbels (2010) also identified subject knowledge and

professional development as distinct areas of teacher expertise.

The present interview results demonstrated that English proficiency, self-improvement
and building rapport with learners were among the highest attributions for teacher effectiveness
in ELT. This is similar to a prior research conducted by Arikan et al. (2008) in which Turkish
preparatory school students described effective teachers as those having a good command of
English, being open to innovations, and being friendly towards students. Similarly, a teacher’s
personal interest in his/her students, a teacher’s subject matter expertise and the ability to
express oneself in a language students can understand were identified as teacher characteristics
that influence effectiveness of student learning and achievement in a study by Rotgans and

Schmidt (2011).

The significance order of competency areas identified in the present study changed
according to the interview groups. While teacher educators attached most importance to teacher
knowledge, ELT graduates and employers put the highest emphasis on teaching skills.
Similarly, in Park and Lee’s (2006) study, the teachers regarded English proficiency as the most
important competency area for English language teachers, whereas the students indicated that

pedagogical knowledge has the highest impact on effectiveness of English language teachers.

All three interview group participants specified the need for content knowledge, use of

materials and effective dialogue with learners for teacher effectiveness in ELT. This is
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consistent with the finding of a study by Bell (2005), wherein the effective foreign language
teacher is expected to use the target language competently, use authentic materials and realia,
use small groups for involvement of learners and decreasing learner stress, and be familiar with
theories of Second Language Acquisition (SLA). It has also been demonstrated in Wichadee’s
(2010) study that having good English proficiency, the ability to communicate with students,
and plan clear and appropriate learning goals are very important for the job in the teachers’
opinions. Borg (2006) explored the distinctive characteristics of foreign language teachers and
language teachers were perceived to be unique in the range of materials, methods and activities,

and especially in close interaction with learners.

In exploring exemplary university teachers’ perceptions of effective teaching strategies,
Hativa et al. (2001) identified three dimensions: importance of clarity, providing motivation for
learning and creating a desirable classroom atmosphere that is conducive to learning. In another
study conducted by Arikan (2010), it was reported by both prospective and in-service teachers
that teacher effectiveness required efficiency in lesson planning and instruction, use of different
materials and building a non-threatening learning atmosphere. These earlier research findings
overlap with results of the present study in which it was indicated that lesson planning and
preparation, teaching according to learner level, motivating learners and classroom

management are important professional skills for an English language teacher.

The interviewed teacher educators and the employers put emphasis on personal
characteristics of English language teachers like loving the job and showing enthusiasm, and
classroom practices such as focus on speaking skills in lessons, making learning enjoyable and
activating learners in the class. It was clearly underlined that English language teachers need to
work enthusiastically, teach English communicatively in a student-centred classroom
atmosphere and integrate fun into their lessons. This is justified in the study of Elizabeth et al.

(2008) in which some of the personal qualities of successful English language teachers found
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in the context of Hong Kong were caring for students, interest in the subject taught, a sense of
humour, and enthusiasm. This is also similar to the results obtained by Lee (2010) that unique
features of the English language teachers were found to be their positive attitudes and
enthusiasm, and their encouragement for more student involvement and speaking activities in

the class

The results of this research seem to be incompatible with that of Lowman (1996) who
explored the characteristics of exemplary teachers. In his study, exemplary teachers were
defined as those who can promote high level of learning in their students and create positive
memories of learning. Although it was indirectly stated in the present research study that an
effective English language teacher should focus on speaking, make learning enjoyable and
motivate learners to make them successful, there was not a clear indication of focus on learning
outcomes and learning retention. The inconsistency between findings of this research and
abovementioned study can be attributed to the fact that the present study mainly investigated
qualities of effective English language teachers with a clear focus on teacher roles and
responsibilities. Besides, most of the teacher standards identified in the current study such as
building rapport, being proficient in English language, using materials, and having
methodological knowledge are fundamental requirements for ensuring high level of learning in
students. More importantly, all dimensions of teacher effectiveness discussed by the
participants in the present study might be considered to be essential as they naturally and
directly contribute to student learning as the most significant educational objective. On the other
hand, it has been demonstrated by Bailey (2006) that although language teachers can be
evaluated based on their students’ achievement, there is a need to document that learning to set
the criterion against which teachers are assessed. Moreover, to determine to what extent
students have learned in a certain course, it is necessary to apply pre-test and post-test to identify

the difference.
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Unlike the findings in this study, Turkish EFL learners in a study conducted by Celik
and Arikan (2013) attached highest importance to personal qualities of teachers such as being
fair, showing enthusiasm, being friendly, being loving, being creative and being experienced.
It appears that effectiveness of an English language teacher highly depends on his or her
personal contact with learners and supplementary characteristics in the eyes of learners. This is
important since learner beliefs affect behaviour which can result in false cognition. While it is
plausible to believe that fairness, enthusiasm, friendliness and creativity are valuable qualities
of a teacher, learner belief in accepting these characteristics as utmost important is a false
conception that lacks factual support and can be changed by rational explanation (Ddrnyei,

2005).

Bearing all these sources in mind, it can be concluded that English language teachers
have to be proficient in all aspects of English language which goes under the category of content
knowledge and have methodological knowledge which is also called pedagogical content
knowledge. In other words, they need to know what to teach and how to teach. As Shulman
(1986, 1987) underlined, demonstrating knowledge of the subject matter is a prerequisite to
teaching. It is a vital role for teachers to serve as the primary source of student understanding
of subject matter. Another important quality of English language teachers might be self-
improvement and continuing professional development. It needs to be emphasized that teachers
need to be open to innovations and carry on improving themselves either individually by
reading books, listening to English sources and speaking to native speakers or socially attending
in-service trainings, conferences and seminars. Previous studies also pointed the association
between teacher effectiveness and continuous professional development. For instance, Chong
and Cheah (2009) emphasized the need for teachers to be continuous learners to maintain their
professional effectiveness due to the fact that there is usually a rapid change in content of the

curriculum, methods and materials for teaching. The study by Giiven (2005) revealed that the
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teachers who have attended in-service training and courses about teaching English to young
learners perceived themselves more competent in the management of teaching-learning process.
English language teachers are also expected to love their jobs in order to work enthusiastically.
As for classroom practices, lesson planning, using materials and incorporating technology can
contribute to teacher and learner success in an English class. In this vein, teachers should make
preparations mentally and physically adapting materials and arranging necessary tools and
equipment for variation in activities, activation of learners and addressing visual, kinaesthetic
and auditory learners with a focus on individual differences. Given the fact that language classes
require interaction and communication which is the main purpose of learning a foreign
language, English language teachers may need to have good communication skills to organize
and motivate learners. Therefore, building rapport with learners can be regarded as a very
important professional skill of English language teachers. Last but not least, all the three
interview groups in the present study highlighted the significance of teaching speaking skills in
English classes. This indicates that English language teachers should organize pair work, group
work, games or information-gap activities in which learners are busy with communication with
their peers in English. This finding also imply that English classes need to be more student-
centred. As Faltis et al. (2010) defends, conducting group study is a desired class standard for

all teachers of English language to promote high quality learning.

Strengths and Weaknesses of ELT Graduates

This study mainly explored effectiveness and professional competencies of ELT
graduates between 2010 and 2014 years working at Turkish state schools. Therefore, their
strengths and weaknesses were investigated both in questionnaires administrated to the ELT
graduates themselves and semi-structured interviews conducted with the ELT graduates,
teacher educators and employers. Both quantitative and qualitative data were collected through

three different sources which provided the researcher with in-depth analysis of the research
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topic with a comparative analysis of the interview and the questionnaire results across different

participants.

The questionnaire results revealed that the ELT graduates perceived themselves slightly
highly competent in general. They showed a higher level of competence in language planning,
teaching and classroom management, whereas they demonstrated slightly a lower level of
competency in language and subject area. These results are largely consistent with earlier
research findings. For instance, in a study undertaken by Salli-Copur (2008), the ELT graduates
from METU indicated a slightly high competence in general, and lower competence in the area
of language and subject knowledge in comparison to the other two competence areas. It was
also demonstrated in the study of Biiyilkduman (2006) that pre-service English language
teachers had high efficacy beliefs in teaching strategies and general teaching skills. Similarly,
in a recent study on competencies of prospective English teachers by Cesur (2012), the
participants agreed that they have the required competencies in general. Pre-service and in-
service English language teachers working at different school levels were found to have high
self-efficacy beliefs for their professional competencies in many other studies (Cantekin, 2009;

Odabas-Kararmaz, 2013; Tandiroglu, 2008).

The above-mentioned findings thus imply that the ELT graduates have high self-
efficacy beliefs in the required teacher competencies. In this respect, as newly graduates having
fresh theoretical knowledge and professional enthusiasm, they expressed that they are
competent English language teachers. There is also formal and institutional support for their
belief since their BA degrees mean that they are eligible and competent to teach English in all
school levels. As Barduhn and Johnson (2009) indicated, the Bachelors is the highest required
qualification in order to teach in the world. In addition, to be employed as regular English
language teachers at state schools in Turkey, the graduates have to pass a high stake exam called

Public Personnel Selection Examination which indicates that they have necessary professional
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knowledge and skills to start their teaching career. Despite perception of high level of teacher
competencies revealed in the questionnaire, the ELT graduates in the interviews admitted that
they cannot become effective in their initial years of teaching English. They expressed
difficulties in adapting themselves to the level of learners, the school contexts, absence of
necessary materials and the negative environmental factors such as low economic status of
learners. In other words, they cannot overcome those unanticipated problems which causes
decrease in their effectiveness as novice English language teachers. Based on these results, it is
reasonable to believe that teacher competence does not automatically bring teacher
effectiveness. Like Brown (2000) defends, competence referring to one’s underlying
knowledge of a system or fact is different from performance which means realization of

competence.

Independent t-test results revealed that demographic variables, which are professional
experience, learner levels, school levels, and participation in conferences does not make any
difference in perceived competency levels of the ELT graduates. In this respect, having a few
more years in teaching experience does not increase or decrease self-efficacy beliefs for their
teacher competencies. In a similar way, there is not a significant difference between the novice
English teachers teaching at A1l level in a primary school and those teaching at B1 level at a
high school. However, the difference between females and males was found to be significant in
perceieved teacher competencies. A number of factors related Turkish educational context
might be influential on these results. First of all, working experience of the novice English
language teachers who graduated in different years from 2010 to 2014 is likely to close one
another since a limited number of newly graduates can be employed to work in state schools.
Thus, they might not start to get experience once they have finished their schools. Secondly, as
the descriptive analysis of the demographic variables demonstrated, 73 % of the ELT graduates

who responded to the questionnaire were teaching at A1 and A2 level regardless of their school
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levels. This implies that most of the English language teachers in Turkish context cannot teach
at a wide range of proficiency levels. Thirdly, English language teachers working as a regular
teacher at a primary school can teach also at another middle school or high school in the same
region because of the shortage of personnel. Consequently, demographic variables of the
sampling group could not be distributed adequately because of the environmental and
situational constraints. In this regard, branching in ELT like elementary school English
language teaching or high school English language teaching does not seem to be applicable in
the current situation. Although these contextual constraints might be advantageous for English
language teachers to get working experience at different school levels, it also brings extra work
and responsibilities particularly for the novice English language teachers such as lesson
preparation and homework check for various classes and groups of learners. If they can work
at a certain learner level or at least at a particular school level, an opportunity can be created for
doing workshops with the same group of teachers. As a result, this may increase professional
solidarity and cooperation among the English language teachers, which refers to collaborative
teacher development in the literature. According to this approach, teaching can be a
fundamentally collegial profession because of its strength in increasing professional

development and professional dignity, and overcoming professional isolation (Johnston, 2009).

According to the questionnaire results, two of the highest perceived competency areas
were teaching grammar and developing learners’ vocabulary knowledge among the ELT
graduates, which was also supported by the findings of the graduate interviews. This overlaps
with the findings of Cesur’s (2012) study, wherein prospective English language teachers found
themselves successful in using appropriate methods and techniques while teaching grammar
and improving students’ vocabulary knowledge. The novice English language teachers in the
present study perceived themselves highly competent in responding to students’ questions and

students’ feedback, knowing the curriculum, being open to professional development and moral
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development of learners. They also demonstrated a higher level of competence in having
foreign language teaching theories and employing a range of teaching strategies appropriate to
learner age. The interviews with teacher educators and employers complement these
questionnaire results in that the ELT graduates were found to be quite competent in terms of
both theoretical and methodological knowledge. Thus, it was agreed that the novice English
language teachers have a high level of competence in theoretical and pedagogical knowledge.
The results show similarities with those of Cesur’s (2012) in that prospective English language
teachers perceived themselves competent in the knowledge of methods and techniques to be

used in their actual teaching.

As for the weaknesses, the ELT graduates both in the questionnaire and the interviews
admitted that they are not very competent in teaching listening skills, speaking skills and writing
skills. This matches with Salli-Copur’s (2008) findings that the ELT graduates of METU
demonstrated a lower competence in teaching the productive skills of language which are
speaking and writing. The questionnaire results of this study also revealed that the ELT
graduates are not very successful in using teaching-learning facilities like library and laboratory
and making use of information technology since they explained in the graduate interviews that
they cannot deal with technical difficulties and deficiencies. Similar to these results, Eksi and
Capa-Aydin’s (2013) study demonstrated that instructors of English did not find themselves
competent in using technology in the classroom. In another study conducted by Ozdemir
(2007), the English language teachers perceived themselves quite incompetent in using
computer-assisted teaching applications in the classroom. The problem in incorporating
technology into the classroom may not stem from the lack of teacher knowledge in using new
technologies but lack of technological feasibility and necessary materials at schools which
poses technical difficulties for the teachers to cope with. Research data from Yildizhan (1992)

may be relevant to this discussion as objectives of the Ministry of Education were found to be
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in conflict with a number educational realities such as the capacity of tools and equipment of
schools, lesson hours, English proficiency and methodological knowledge of the teachers and
class populations. It can be concluded that the novice English language teachers’ knowledge of
new educational technologies does not match with the technological feasibility of the state
schools, particularly the schools in the countryside where most of them start their career as
mentees. This negative environmental constraint might be also influential in lowering beginning
English language teachers’ effectiveness in teaching speaking, listening skills and writing skills
since new educational technologies like Web 2.00 tools provide teachers with more variation

in planning, a better classroom organization and increased learner motivation.

While the ELT graduates showed a higher level of competence in becoming an adequate
model for the English language for students in the questionnaire, the interviews with teacher
educators revealed that the competency area in which the ELT graduates need most
improvement is English proficiency. Besides, some of the department heads called attention to
the importance of developing English proficiency level of novice English language teachers.
The inconsistency between the ELT graduates and the teacher educators in perception of
English language proficiency might be attributed to the fact that subject-matter knowledge is
one of the most significant area of competency in which the ELT graduates might not want to
project lower self-efficacy. In a recent study, Ghasemboland and Hashim (2013) found a
significant correlation between the teachers’ perceived self-efficacy and self-reported English
proficiency. Subject matter knowledge, which is regarded as a prerequisite to teaching by
Shulman (1986), was also discussed as an important quality of effective English language
teachers in the previous section. Due to its significance, the teacher educators might have raised
English proficiency as a problematic issue to be resolved. It was mentioned earlier that the
teacher educators complained about the decreasing quality of pre-service English language

teachers in recent years in terms of their English proficiency and regretted not being able to
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overcome this problem completely during the university education because of the curricular
constraints. Earlier research findings support the worries of teacher educators on this issue. For
example, in the study of Cetinavci and Yavuz (2010), the pre-service English language teachers
complained about their decreasing English proficiency level throughout their teaching training.
Similarly, in another study conducted by Cantekin (2009), it was found out that one of the most
important drawbacks that prevents English language teachers from using their competencies
properly is insufficient knowledge of their subject matter. In parallel to aforementioned
findings, the most professional development need of pre-service and in-service English
language teachers was identified as speaking skills and listening skills in the English language
in the studies of Biiyiikduman (2006) and Abali (2013). Furthermore, the results of the
investigation by Asl et al. (2014) indicated that the more experienced English language teachers

get, the less knowledgeable they become in content and pedagogical content knowledge.

The abovementioned findings imply that English proficiency level of neither novice
English language teachers nor the experienced ones are at the desired level. This may result
from that fact that continuous professional development has not been established and
standardized personally and institutionally at Turkish state schools which is also supported with
prior research. For example, the study conducted by Yildizhan (1992) revealed that a great
majority of English language teachers have not been exposed to any in-service training or sent
abroad for training. Another important finding of that study was that the teachers do not spend
time for reading in English. Similarly, the study of Dogan (2009) shed light on this issue as it
was found out that English language teachers do not regularly follow recent academic
improvements and innovations. The statistical data from Sahin’s (2006) study might be
important in revealing current situation in professional development of English language
teachers. It was found that only 27 % of English language teachers had a subscription of an

ELT journal and 15 % of them regularly followed English language teaching sources. This
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finding can also be explained from the standpoint of Asl et al. (2014) who described this
situation as the ‘destabilization stage’ in which teachers gradually feel secure in their

methodological and subject matter knowledge after they start their teaching career.

There will be a final overall interpretation of strengths and weaknesses of the ELT
graduates depending on various international teacher standards. Within the framework of
ACTFL (2002), the participants are competent in knowing language acquisition theories,
integrating standards in planning and instruction, knowing and using appropriate assessment
models, and engaging in professional development, whereas they show lack of competence in
language proficiency. According to TESOL (2008) standards, while ELT graduates are
perceived to be competent in planning, instruction, assessing, learning, commitment and
professionalism, they need improvement in language proficiency and content. In reference to
the teacher competencies determined by APEID (1992), the participants of the present study
have more weaknesses than strengths. While the graduates are competent only in one
competency area, in arousing positive student attitude, they demonstrate lack of competence in
accommodating learner diversity, relating the curriculum to the individual and society, meeting
the needs of the whole individual, maximizing the full potential of each child by diagnosing the
needs of each learner, fostering learner-centred learning and teaching, and coping with and
managing with change. When teaching success standards developed by NBTPS (2012) are
taken as criteria, the participants are competent in their commitment to students and their
learning, content and pedagogical content knowledge, and managing and monitoring student
learning. However, they do not show full competence in their reflection on their own practice
and collaborative work with other professional colleagues. In sum, the ELT graduates working
as novice English language teachers at Turish state schools have high self-efficacy beliefs in
the following international standards: content and pedagogical content knowledge, theoretical

knowledge, planning, instruction, assessment, professional development, motivation, and
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monitoring student learning. The areas that they need improvement are language proficiency,
individualised instruction, needs analysis, adapting the curriculum, dealing with individual
differences, cooperating with society, fostering learner-centredness, and adapting themselves

to the changing school context and environment.

Attribution of Effectiveness and Ineffectiveness

Attributions are defined by Peacock (2009) as reasons or beliefs people express for their
success or failure in EFL. Weiner (1985) proposed three causal dimensions: locus, stability, and
controllability. In other words, attributions can be either external or internal, stable or unstable,
and controllable or uncontrollable. Peacock (2009) underlined the importance of teacher
attributions because they are likely to affect teacher behaviour. Since it was indicated in the
literature that students’ attributions are critical for academic achievement, it is plausible to
acknowledge that the teachers’ attributions shape teacher practices and reveal teacher
expectancies (Ghonsooly, Ghanizadeh, Ghazanfari & Ghabanchi, 2015). One of the purposes
of this study was to raise awareness of the ELT graduates for their attributions for effectiveness
and ineffectiveness in teaching English as it has been documented in the literature that teachers
do not have much information about the amount of controllability and causality they have on
classroom settings and learning facilities. Furthermore, it might be beneficial for teachers to
shift their causal attributions to controllable teacher’s factors such as classroom management

and instructional strategy (Giavrimis & Papanis, 2009).

The present findings showed that the ELT graduates attributed their effectiveness in
teaching English mostly to internal, controllable and stable factors such as individual studies,
using materials, English proficiency, being enthusiastic and being empathetic. This is consistent
with the findings of a study by Ghonsooly et al. (2015), wherein they researched EFL teachers’
of success and failure and found out that teachers tend to ascribe perceived success more to

their effort and teaching competency. Aforementioned finding is also in line with an empirical
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study conducted by Peacock (2009) in which teachers attributed student success to effort such
as reading a lot, focusing on English, paying attention, working hard in class and revising for

tests.

On the other hand, analysis of the data also revealed that most of the attributions of ELT
graduates for their ineffectiveness and incompetence in some areas of expertise were external
factors like level of learners, curriculum, system of education and shortage of mentors.
However, some of the attributions were internal, but controllable and unstable such as lack of
experience, health problems and being unplanned. These findings are consistent with prior
earlier empirical research studies showing that negative outcomes are usually attributed to
external and unstable factors (Brown & Rogers, 1991; Williams & Burden, 1997). The results
show also similarities with those of Manassero, Buades, Torrens, and Ramis (2006). In their
study, the participants attributed stressors to external factors like insufficient time to prepare
classes, excessive number of students in per class, low status of the job, lack of motivation
among students, and excessive paper work. Similarly, in a study conducted by Ho (2004),
teachers held students most responsible for their negative disciplinary actions and themselves
as least responsible. In another study by McCormick (1997), teachers generally attributed their
occupational stress to external factors, mainly the Government and the employing educational

authority.

The fact that the ELT graduates attributed their effectiveness to mostly internal factors
and ineffectiveness to mostly external factors can be explained by Miller and Ross’s (1975)
term, ‘self-serving bias’ in causal attribution. In this regard, self-serving attributions stem from
the need to maintain and defend a positive self-image. Because success possibly stimulates a
positive psychophysiological state that individuals seek to maintain. Failure, on the other hand,
presumably causes a negative psychophysiological state that individuals are supposed to reduce.

Therefore, people associate their success with high ability as it implies their competence and
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efficiency; conversely, they tend to externalize reasons of failure to escape decreasing self-

efficacy beliefs (Brown & Rogers, 1991).

Evaluation of the Induction Program

As Andrews and Ellice (2003) noted, local authorities need to organize programs to
support beginning teachers because the first year experience is highly influential in beginning
teachers’ professional development, attitudes, feelings, styles of teaching, expectations and
decisions to remain in teaching. It has been suggested by educators and scholars that induction
and mentoring programs can be organized in which experienced teachers provide support and
guidance to beginning teachers. Taking into consideration of the recent changes in the induction
program for teachers in Turkey, this study explored the perspectives of the novice English
language teachers, employers and teacher educators on issues related to the challenges and
supports in place to assist them in their transition from pre-service to in-service with a focus on

mentorship. This study also added a Turkish context to the current body of research.

The present findings showed that nearly all participants agreed that the induction
program applied in Turkish state schools is ineffective and they also emphasized the need for a
revision. This finding is directly consistent with prior research highlighting that many current
preparation and support models do not prepare teachers adequately through the difficult novice
years. It is believed that more can be done to assist novice teachers to increase teacher
satisfaction and decrease teacher attrition (Worthy, 2005). Despite the fact that transition from
the teacher education institution to life in a real classroom is an intricate one, this issue has not
been dealt with adequately at state schools in Turkey since beginning teachers have the same
responsibilities as other teachers, which is similar to the situation in Malaysia revealed in a

recent study by Senom and Othman (2014).
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It was reported in the current research that beginning English teachers experienced a
number of tensions such as loneliness, lack of help, shortage of mentors, heavy workload,
classroom management and extra duties during the induction year. One of the most frequently
stated induction-specific problem was what Roberts (1998) call ‘isolation’ which means
teachers are contained in a school for a considerable amount of time but are separated from one
another. These results are largely consistent with earlier findings. For example, Scherff’s study
(2008) revealed that novice teachers remembered their first years in the classroom as
unsupportive and lonely with feelings of isolation and being overwhelmed. Similarly, Sabar
(2004) noted that novice teachers started with heavy loads together with difficult students and
unwanted classes. Other studies involving beginning teachers indicated that classroom
discipline was the most serious problem area of the novices (Hebert & Worthy, 2001;

McDonald & Elias, 1982; Veenman, 1984).

The results of this research seem to be incompatible with that of Lofstrom and
Eisenschmidt (2009) in whose study the novice teachers were facilitated by the mentors for
their acceptance into teacher community. The mentors met them in a welcoming way and talked
about the novices positively in discussions with other teachers. The mentees were provided with
information about school rules, regulations and practices. However, in the present study, the
ELT graduates reported their experiences of how much they had difficulties in learning
regulations and school routines since they could not get any support from their colleagues and
the school administration. Unlike the findings in this study, the most positive experience of the
teachers in Lindgren’s (n.d.) study was to be given opportunities to analyse different situations
with an experienced colleague and to solve problems through talks with the mentor. On the
other hand, most negative experiences beginning teachers shared in the present study stemmed

from absence of mentor teachers and direct immersion in teaching.
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These findings can also be explained from the standpoint of Veenman (1984) who
defined the transition from pre-service teaching to first year in-service teaching as dramatic and
traumatic which is also called “reality shock™. In this vein, failure in induction program can be
attributed to some factors related to this sensitive period novice teachers go through. There
might be different causes of reality shock which can be put into two general categories: personal
and situational causes. As the name suggests, personal causes refer to such inappropriate
individual factors as reluctant choice for the teaching profession, improper attitudes and lack of
supplementary personality characteristics. Situational causes can be ineffective professional
training and problematic school context such as authoritarian, bureaucratic and hierarchical
relationships, strict organizational structures, shortage of staff, lack of materials and supplies,
the absence of clear educational objectives, loneliness at school, presence of dominant parents,
and the multiplicity of tasks. Thus, the reality shock the ELT graduates experienced in the

current study can be attributed to more situational factors than personal ones.

Tensions of the beginning English language teachers in the induction period can
plausibly be interpreted from an epistemological view. According to McDonald and Elicia
(1947), the transition into teaching is important in the life of the teacher in two ways. First,
teachers move into the adult world and the occupational world in which their personal identities
may be threatened, their development of a sense of trust and their acceptance into the teaching
community may be significantly affected. Secondly, this period is a critical stage as it is a base
for future professional development. If teachers acquire a sense of confidence and efficacy, they

can continue to expand professionally.

These results contribute to our understanding of what needs to be done to improve the
induction program and provide beginning English language teachers with better and more
effective transition from pre-service education to in-service teaching. According to Allen and

Palaich (2000), good induction programs can be organized by skilled and well-trained mentor
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teachers offering necessary resources, classroom-based research and enough time for new-
teacher support. Instead of ‘sink or swim’ approach which is often the nature of new teachers’
induction to the profession, they should be mentored through lengthy induction programs
(Goodwin, 1999). It was also emphasized by Lambson (2000) that both prospective and novice
teachers should be able to work with veteran teachers observing them in their work and in their
ways of reflecting on and responding to students. In other words, novice teachers need a close
cooperation with other colleagues who willingly share their experiences with newcomers.
Similarly, it was suggested in the current research that selection of mentors should be done
carefully; more importantly, competent mentors need to be assigned and they should be exposed
to mentor development programs; mentees should start teaching alongside mentor teachers to
benefit from their experiences. This verifies the key role of mentors in the induction programs
discussed in the literature. For instance, Holloway (2001) asserted that success of a new teacher
depends on the mentor’s knowledge of how to support mentees and provide them with guidance.
In this sense, it is reasonable to believe that prospective mentors need to be involved in
professional development activities to learn about the mentoring process and what is expected
of them before taking on the role of a mentor. In other words, it is essential to provide mentors
with adequate support to acquire the additional knowledge, skills, and attitudes needed for the

role (Coskun, 2013; Malderez, 2009).

Parallel to Bloom and Davis’s (1998) suggested steps to be taken in supporting new
members of teaching staff, the present results showed that beginning English language teachers
need more time for scaffolding and observation; they also need orientation and in-service
trainings for their professional development during the induction period. It appears that
orientation and scaffolding are two complementary stages for inducing beginning teachers into
the teaching profession and the teaching community. First, orientation refers to welcoming,

guidance and support to novice teachers about the contextual realities, school routines and
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procedures which help them to be accepted into the teaching community. Second, scaffolding
means one-to-one professional care of mentees by mentors in a close cooperation with a clear
focus on demonstrating what it means to be an English language teacher in a specific school
context. As also acknowledged by Pillen et al. (2013), novice teachers should be able to share

their job-related worries with mentors in consultation or reflection sessions.

The interviewed employers in this study called attention to the importance of keeping
careful progress of mentees by setting a monthly control system together with reading lists,
weekly aims and monthly exams. The interviewed teacher educators, on the other hand, put
emphasis on strengthening the collaboration between novice teachers, mentors and university
supervisors. These findings thus imply that most of the deficiencies in the induction program
in Turkey stem from lack of responsibilities among the stakeholders. Therefore, as it has been
demonstrated in Lofstrom and Eisenschmidt’s (2009) study wherein novice teachers were
provided with professional support, four people should be responsible for the induction
program: (1) headmasters, who should provide a supportive environment for new teachers’
professional development; (2) mentors, who are responsible for giving necessary support to
mentees for their improvement and adaptation to the school context through observation,
orientation and working closely with them; (3) novice teachers whose responsibility is to
maintain professional development through hard work and full awareness of all duties; (4)
university induction centres where professional progress of graduates are followed and mentor

training programs for veteran teachers and seminars for novice teachers are organized.

Evaluation of the ELT Undergraduate Program

This study is an investigation into effectiveness and professional competencies of novice
English language teachers who are graduates of the ELT undergraduate program. According to
Farrell (2006), the results of studies about first-year teachers can produce valuable and useful

data for restructuring the teacher training curriculum. Due to its significant effect, the ELT
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undergraduate program was evaluated in three aspects: contribution of course components of
the program on effectiveness and competencies of graduates, strengths and weaknesses of the

program, and the restructuring process.

The questionnaire results revealed that the General Education Component of the
program was believed to have the highest impact on competencies and effectiveness of the ELT
graduates. The two other significant components of the program were found to be ELT
Methodology and Language Component. The lowest mean score for the rating scale was for the
Literature Component. This is largely consistent with the finding of a study by Salli-Copur
(2008), wherein the ELT Methodology and the General Education courses were perceived to
be most important in different areas by the METU EFL graduates, whereas the Literature and
the Linguistic component were found to have the least effect on their professional development.
Similarly, in Canbolat’s (2013) research study, the methodology, general education and
language components of the ELT undergraduate program were considered to be effective,
whereas literature and linguistic courses were perceived to be ineffective in their training for
the profession. It is reasonable to believe that the ELT graduates attach high importance to their
pre-service education since the interview results also revealed that they consider their university
education as one of the main attributes for their competencies in teaching English in their early
career. It is clear that General Education courses, ELT Methodology and Language courses are
highly effective in acquiring the required teacher competencies. These results also overlap with
the qualitative interview results of the present study as English proficiency was stated as one of
the most important quality of an effective English language teacher which can be developed
through language courses. Similarly, a number of issues such as classroom management,
effective dialogue with learners and motivating learners were identified as basic skills of a
competent English language teacher that are all relevant to General Education. Finally, use of

materials, making learning enjoyable and focus on speaking skills were emphasized as
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necessary classroom practices to be effective in English language teaching which require the
knowledge of ELT Methodology. Thus, content knowledge, pedagogical knowledge and
pedagogical content knowledge seem to be more influential in pre-service English language

teacher education than linguistic and literature knowledge.

The ELT undergraduate program was found to be successful in theory, methodology
and new technologies by all three groups of interview participants. These results are largely
consistent with earlier findings. For example, in Karakas’s (2012) study, pedagogical and
theory components were perceived as strengths of the ELT undergraduate program. Similarly,
the program was believed to provide student teachers with theoretical background in ELT which
is accepted as the most common strength of the program by Coskun and Daloglu (2010). More
specifically, the interviewed teacher educators expressed their satisfaction with introduction of
new courses like ‘Community Services’ and ‘Technology Course’, increase in professional
courses and decrease in literature courses. They clearly stated that it is more economical to have
English Literature courses in two terms and it is an advantage to include ‘Teaching English to
Young Learners’, ‘Teaching Language Skills’, and ‘Approaches to English Language
Teaching’ in two semesters. In an another study by Yavuz and Zehir-Topkaya (2013), extension
of some courses like ‘Approaches and Methods in ELT’ and addition of new courses like
‘Public Speaking and Presentation’ and ‘Public Service’ were accepted as positive changes in

the new program.

Parallel to Karakas’s (2012) findings, the present study demonstrated that the program
has more weaknesses than its strengths. The most frequently stated weakness is the inadequacy
of the practicum course. It was believed that practicum offered in the final year does not serve
its purpose since student teachers cannot internalize what it means to be an English language
teacher through six hours of teaching practice. This finding is directly consistent with prior

research highlighting the significance of practice time in pre-service teacher education. For
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instance, the study of Coskun and Daloglu (2010) revealed that the program lacks practice
opportunities. Similarly, pre-service English language teachers in a recent study by H. Cepik
and E. Cepik (2015) concluded that practising only one or two times is not beneficial for their
academic growth. Most criticism about the program was intensified on the practical aspects by
teacher trainees in the study of Karakas (2012). The scarcity of practice opportunities in the
current ELT undergraduate program was also justified in the studies conducted by Seferoglu

(2007) and Salihoglu (2012).

The ELT graduates and the employers emphasized that there is a gap between theory at
university and practice at schools. The graduates stated that theoretical knowledge they acquire
during their university education does not sometimes match with what they encounter in real
classrooms. Some of the principles of teaching and learning may not be applicable due to
contextual and environmental constraints which put them in a kind of what Veenman (1984)
call ‘reality shock’. They feel that problems in real classrooms are more difficult to handle than
the artificial ones in micro teaching and those in the guided practice in practicum. This also
matches with Seferoglu’s (2007) finding that the gap between the theoretical knowledge studied
and practices in real classroom contexts is to be closed. This finding can be attributed to the
fact that most of the ELT graduates are appointed to the schools in the countryside where
environmental constraints are high and English level of learners is low. Opportunities are far
from the ones presented to them at their practicum schools which might cause decrease in their
self-esteem. They seem to experience the problem of adapting their fresh theoretical knowledge
to the local context to survive as a beginning English language teacher. This finding can also
be explained from the standpoint of Veenman (1984) who indicated that the transition from
guided teaching practice to the real one is a sensitive period. As mentioned earlier, the causes

of reality shock might be personal or situational factors. It is clear that most of the problems of



179

the interviewed ELT graduates in this study are situational factors such as shortage of staff, lack

of materials and loneliness at school.

The interviewed teacher educators and the employers criticized the program because of
its weak focus on language improvement of the pre-service English language teachers.
Particularly the university teachers pointed that the quality of incoming students to the ELT
Departments is getting worse and worse in terms of their English proficiency. Moreover, they
cannot improve themselves in the target language either at prep class or in the first year of their
university education because of the shortage of language improvement courses in the program.
As stated before, some of the curricular changes in the new program were perceived as negative
by teacher educators such as convergence of ‘Advanced Writing Skills’ and ‘Advanced Reading
Skills’. This is in parallel with the finding in Salihoglu (2012) who found that proficiency level
of the trainees decreased because of the shortage of proficiency courses in the ELT

undergraduate program.

It is a well-known fact that the single largest factor in education quality is the quality of
teachers. In other words, effective teacher means effective students, better skills and better
employment. The current education system in Turkey does not support teachers or increase
teacher quality at the desired level to produce better students (Giiven, 2008). Similarly,
Grossman and Sands (2008) believed that the restructuring reform of teacher education in
Turkey is incomplete. Our results supplement earlier research findings showing that the ELT
undergraduate program was not found to produce fully competent English language teachers
since most of the interviewed teacher educators in the current study specified the need for the
program to be further revised and restructured. Due to the significance of teacher quality
expressed above, the present study aimed to explore ways of training better English language

teachers within a new program.
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Pre-service English language teachers were believed to be better educated and qualified
through doing more teaching practice at different school levels and at various school contexts
from village schools in the countryside to elite schools in big cities on regular basis for four
years throughout the program. It was clarified that the first year in the program is too early for
practicum but with addition of the course of School Experience, it can be utilized for
introduction of the real school culture and provision of the chance to observe experienced
mentors like in the previous program. This finding thus imply that the most salient component
of a new pre-service English language teacher education program should be practicum.
Increasing practice opportunities has consistently been found to be the greatest need for
improving the current ELT undergraduate program in a restructuring movement in many other
studies (Coskun, 2013; Coskun and Daloglu, 2010; Salihoglu, 2012; Sariboga-Alagdz, 2006;

Seferoglu, 2007).

Like Grossman and Sands (2008) defend, forming effective partnerships with schools is
one of the critical factors in effective change within a new program. The findings of the present
study also revealed that all stakeholders need to put emphasis on the collaboration between
schools and universities for a professional organization in the mentoring process of pre-service
English language teachers during the practicum course. It was noted that not only university
supervisors but also school mentors should think more professionally and use this responsibility
as an opportunity to help future teachers develop themselves. In addition to the stressed need
for more time for practicum and for collaboration between schools and universities, it was also
underlined that university teachers need to spend more time at schools not only for supporting
their student teachers at practicum but also for research purposes. By this way, they can learn
the system of Ministry of Education well and have close relationship with school mentors to

help one another to educate trainee teachers. Thus, theory can feed practice and practice can



181

feed back theory through a desired level of communication between university teachers and

school teachers.

While developing the ELT undergraduate program, it was suggested by Sariboga-
Alagbz (2006) that faculties of education need to have a more centralized structure. It was
indicated that not only Higher Education Committee (HEC) but also the Head of ELT
Departments and academic staff should be involved in this decision-making process. Similarly,
Yavuz and Zehir-Topkaya (2013) criticized the adopted top-down approach and centralization
of the program by HEC. The interview results of the present study are in line with
aforementioned findings in that following one standard program in all ELT Departments was
identified as one of the basic weaknesses of the program. It was indicated that there is need for

more departmental autonomy for including more elective courses within the program.

It was previously emphasized that the ELT undergraduate program is weak in providing
pre-service English language teachers with opportunities to improve English proficiency due to
the fact that some of the language improvement courses were integrated in the recent program
change. Salihoglu (2013) also identified that student teachers’ language proficiency
development is a neglected issue in the program. As a contribution to the program, it was
suggested by both teacher educators and employers that the number of language improvement
courses and opportunities for exchange programs should be increased. It was underlined that
pre-service English language teachers really need to study abroad at least for one semester to

practise English and get to know other cultures.

The final issue raised by the participants of the present study for improvement of the
ELT undergraduate program is professional development of teacher educators. It was indicated
that English language teachers can be better educated with qualified teacher educators. In this

respect, there needs to be more personal and systematic investment on professional



182

development of academic staff to increase the quality of pre-service teacher education. This
finding can be interpreted in the light of Wright’s (2009) contention that trainer development is
a vital dimension of language teacher education since teacher educators have a central role in
presenting and explicating ideas about pedagogy. It is underlined by teacher educators
themselves that they need to both articulate and model their working principles. In addition to
psychological and emotional demands, trainer development requires a high level of self-

awareness and the capacity to make tacit pedagogic knowledge available.

Implications

The present study has implications in terms of increasing the quality of English language
teacher education in Turkey. It has three dimensions: the ELT undergraduate program, the
Ministry of Education, and ELT graduates. The final part consists of suggestions for further

researchers based on the limitations of the current study.

Implications for the teacher educators and HEC

First of all, incompetence of student teachers in English proficiency increases priority
of language improvement courses in the program. A number of steps can be taken to have high
quality in this component such as having the screening system revised, making the prep class
education obligatory for ELT students and intensifying the first year in the program with
language improvement courses. In addition, the communicative competence of the pre-service
English language teachers can be improved in two ways: employment of native speakers in the
ELT Departments and sending student teachers abroad through exchange programs. In this
respect, studying abroad for one semester might be a prerequisite to graduation for ELT students

as long as equal opportunities are created.

Another significant aspect of the ELT undergraduate program is the practicum course

since time for practice is indicated as inadequate. To introduce student teachers school realities
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earlier and provide them with opportunities to put theoretical knowledge into practice and adapt
themselves to the contextual factors, practicum should be intensified with earlier school visits
and full time internship. There should be a requirement for teaching practice at all three school
levels: primary, middle and high school. The repertoire of practice schools needs to be enriched
in terms of quality of students and physical and environmental conditions of schools. Thus, a
student teacher should be able to practice teaching both at a prestigious school in the city centre
and at a village school for equal length of time contributing to their awareness of diverse

professional contexts and realities in Turkish state schools.

Finally, as an important dimension of the program, quality of teacher educators is a
fundamental issue to be taken into consideration. Teacher educators should be good role models
for pre-service English language teachers not only inside but also outside the class. They need
to reflect the requirements of effective teaching in their own lessons using appropriate methods
and approaches. As a matter of fact, they need to be qualified practitioners in addition to being
knowledgeable theoreticians. Since most of the ELT graduates work at state schools after
graduation, they also need to know the system of Ministry of Education. This knowledge might
be effective in teaching theory in the light of school and contextual realities. Therefore, new
certifications such as CELTA or DELTA and working experience in state or private schools for
a certain period of time can be added to the requirements of being a teacher educator in the
Department of English Language Teaching. In addition, collaboration between universities and
schools should be improved promoting school-based research and more school visits in

practicum by university teachers.

Implications for the Ministry of Education
It is a well-known fact that MoE has a key role in inducing beginning teachers into
teaching profession. Due to the deficiencies in the induction program identified by all

stakeholders, there are a number of recommendations for the betterment of this sensitive period.
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First of all, beginning teachers should be given less workload to have more time for their
professional development under the supervision of mentors in their initial years of teaching.
More importantly, each beginning English language teacher should be able to work with a
competent English teacher mentor during the induction period. Therefore, MoE has to plan and
implement mentor development programs for introduction of new roles and responsibilities to
the mentor candidates. There can also be some incentives like extra payment for the mentor
teachers to increase their motivation and professionalization in mentoring. Last but not least,
allocation of roles among school principals, mentors and novice teachers should be clarified

and standardized.

As a second issue, MoE should give special importance to improvement of the physical
and technological conditions of all state schools. Not only the novices but also the experienced
teachers working at different school levels in various locations from villages to the city centres
may have to tackle with technological difficulties and over-crowded classes. The aim is not
perfect modernisation of the schools but minimization of the particular tensions of the
beginning teachers and decreasing effectiveness of the experienced English language teachers

stemming from the lack of materials, lack of space and weak technological feasibility.

For professional development and specialisation, English language teachers can be
branched as primary English language teachers, high school English language teachers and
English language instructors. In this regard, some teachers can be expert in teaching English to
young learners, some in teaching English to teenagers and others in teaching English to adults.
By this way, professional development of novice teachers can be recorded more systematically
and easily at different school levels and learner levels. For example, primary English language
teachers can meet at a regular basis when they can discuss student success and failure, teacher
success and failure, reasons for ineffectiveness and suggestions for improvement in teaching

English to young learners in their regional contexts based on their experiences. Similarly, high
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school English language teachers may need to come together to reflect on their teaching
peformances, common problems inside and outside the classroom, and revise their syllabus and
methods in the light of contextual realities. To give institutional support to this branching
movement, MoE can be sensitive by taking into consideration of school level as an issue of

specialisation in rotation of English language teachers.

Finally, workshop system in MoE schools needs to be revised in terms of its content,
frequency and instruction. Rather than focusing on regulations and formalities, more concrete
experiences inside and outside the classroom directly related to student learning and teaching
facilities should be prioritized in these meetings. Besides, sharing materials and ideas for
increasing teacher effectiveness needs to be emphasized. As a contribution to the orientation of
the novice teachers into teaching profession, MoE can publish a Handbook for Induction in
which general school routines and specific learned experiences of previous novice teachers are

written as anecdotes.

Implications for the ELT graduates

This study has several implications for ELT graduates in terms of their teacher
effectiveness and professional competencies. First of all, it should be realized that the university
program cannot prepare student teachers for all school contexts. Rather, they need to adapt
theoretical and methodological knowledge to the needs and local conditions of their schools. It
should not be forgotten that transition from being a pre-service teacher to an in-service teacher
position naturally poses some difficulties for every teacher regardless of their graduate schools.
In addition to the contextual and environmental constraints in putting theory into practice
particularly in initial years of teaching, the adaptation to a totally new environment and
responsibilities of working life makes this process truly sensitive for every beginning teacher.
As stated previously for general qualities of effective English language teachers, it needs to be

re-emphasized that problems in first year of teaching can be overcome through some personal



186

qualities like enthusiasm, love for the job and effective communication with students,
colleagues and school administration and personal effort such as lesson planning and material

development.

The second important issue for ELT graduates is continuous professional development
after graduation. First of all, it should be noted that English proficiency is the most fundamental
knowledge-based dimension of this process. Given the fact that they will teach in an EFL
context and most of the learners are at A1 or A2 level in Turkish state schools, they need to put
ongoing effort to improve their knowledge in the target language. They should be user of
English in their everyday life either at academic level or practical level. Although the ELT
undergraduate program is accepted as effective in providing theoretical and methodological
knowledge, novice English language teachers should update themselves with the recent
developments in ELT through widely-known methods like conferences, seminars, workshops
and in-service trainings. It is important to underline that professional development has a cost
since it requires personal involvement and dedication. However, it is worth meeting well-known
authors, inspirational academicians and more experienced colleagues and getting up-to-date

theoretical and practical knowledge.

Implications for future researchers

This study was carried out with the participation of the novice English language teachers
working only at state schools. In a further study, the beginning English language teachers in
private institutions can be investigated to explore the impact of the contextual and institutional
atmosphere on their self-efficacy beliefs. Such a study can also reveal tensions of working in a
non-governmental institution and characteristics of the beginning English language teachers in

private schools.
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As a large scale study, the current research explored the perceived competencies of
beginning English language teachers adopting the convergent parallel design as a mixed method
and employing a questionnaire and interviews as data collection instruments. On the other hand,
a further longitudinal case study with class observation and journal writing might yield
important findings in understanding the cognitive, psychological, emotional and social
development of beginning English language teachers in their initial years of teaching which can

contribute to revising institutional roles of MoE and HEC in this process.

The present study sampled the graduates of the ELT undergraduate program after the
recent change in 2006. In this regard, ELT graduates between 2010 and 2014 years were
involved both in quantitative and qualitative data collection. Although, not any significant
difference was found between the teachers with one year of experience and those with five years
of experience in the perceived level of teacher competencies, it seems that tensions of the novice
teachers are intensified in the first year of teaching. Therefore, investigation of the trainee
English language teachers in a further study might have valuable results in understanding the
immediate effect of the ELT undergraduate program on the graduates and revealing all details

of the induction process in Turkish state schools.

Finally, record of professional development of the graduates need to be kept carefully
by the ELT Departments to increase accountability and quality in pre-service teacher education.
For this purpose, more research studies on ELT graduates need to be carried out. A systematic
approach can be adopted in creating a body of research on this significant topic through
classification in research sampling such as graduates in their first year of teaching, graduates

working as instructors and graduates working at primary school level.
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Appendices

Appendix A: Teacher Competencies Questionnaire for ELT Graduates

Dear ELT Graduate,

The following questionnaire has been prepared to investigate effectiveness of ELT graduates between 2010 and
2014 years in Turkey through English language teacher competencies by eliciting their perceptions. The aim of
the study is to improve quality of English language teachers by increasing awareness of their own capabilities and
lacks and to encourage them to pursue professional development in their early career. Participation in this
questionnaire is totally voluntary. It is ensured that the information that will be collected from you will be kept
confidential and the results of the questionnaire will be used only for research purposes. If you have any further
questions, please contact me via recbil2000(@yahoo.com.

Recep BILICAN

Aksaray University
Part I: Likert Scale Items

After reading each item carefully, please put an (X) in the box that shows your rate of agreement.
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As a teacher how competent are you in ...2

. ...having advanced knowledge of English

...using English communicatively

...being an adequate model for the English language for students

...using the English appropriate to the level of the students

...presenting knowledge of language in a clear manner

...developing learners' vocabulary knowledge

...developing learners' reading skills in English (i.e.: skimming)

1
2
3
4
5. ...teaching grammar with the integration of form, function and meaning
6
7
8
9

. ...developing learners' listening skills in English (i.e.: note taking)

10. ...developing learners' writing skills in English (i.e.: drafting)

11. ...developing learners' speaking skills in English (i.e.: intonation)

12. ...integrating macro skills (Reading, Listening, Writing and Speaking)

13. ...having knowledge of general linguistic theory (i.e.: description of languages)

14. ...having knowledge of foreign language teaching theories such as approaches and
methods

15. ...using suitable approaches, procedures and techniques appropriate to the foreign
language point

16. ...employing a range of teaching strategies appropriate to learner age (young
learners, teenagers, adults)

17. ...employing a range of teaching strategies appropriate to learner level and
proficiency level (Al to C2)
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As a teacher how competent are you in ...?

...knowing the foreign language teaching curriculum of the school you teach

...making appropriate plans concerning students' needs

...expressing objectives the students will achieve clearly

...preparing coherent lesson plans to achieve course objectives

...establishing good connections with previous topics

...using a variety of teaching-learning activities related to students' needs

...using appropriate sources related to the aims of the lesson

...using examples relating to the topic to real life

e e e R D ol Bl D o

...using teaching learning facilities effectively (i.e.: language lab, library)

10. ...making use of information technology (i.e.: audio-visuals, electronic devices and
computers)

11. ...adjusting instructions to students' level

12. ...asking students timely questions

13. ...responding to students' questions

14. ...developing students' interest in the lesson (i.e.: motivating students towards the
course)

15. ...using class time effectively

16. ...using voice effectively to attract students' attention during the lesson

17. ...responding to students' feedback (i.e.: students' opinion about an activity)

18. ...using individual, small group and whole class teaching methods appropriate to
the class

19. ...establishing rapport with learners (i.e.: building positive relationships)

208
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C. Competence in Monitoring, Assessment and Professional Development

Incompetent

Somewhat Competent

Competent

Highly Competent

As a teacher how competent are you in ...?

. ...knowing a variety of assessment methods

. ...using assessment methods relevant to the subject effectively

1
2
3. ...planning assessment in parallel with course objectives
4

...monitoring student learning in different classroom activities

...evaluating students' progress in relation to the aims of the lesson consistently

...keeping careful records of students' progress

. ...giving useful feedback to students

5
6
7. ...diagnosing students' difficulties
8
9

. ...working cooperatively with professional colleagues

10. ...fulfilling the legal responsibilities at school

11. ...carrying out responsibilities for the moral development of the students

12. ...contributing to school activities such as materials preparation sessions

13. ...being open to consistent professional development

14. .. .reflecting on your performance for self-development

PART II: Evaluation of the Components of English Language Teacher Education Program
After reading each item carefully, please put an (X) in the box that shows your rate of agreement.

PART II:

To what extent were the following ELT program components successful in enabling
you to gain English Language Teacher Competencies mentioned in the previous
questionnaire?

Very Little

ILittle

Much

'Very Much

1. Language Component (i.e.: English Grammar, Advanced Reading Skills, Advanced
Writing skills)

2. Linguistic Component (i.e.: Linguistics, Language Acquisition)

3. Literature Component (i.e.: Introduction to Literature, Teaching Short Stories)

4. ELT Methodology Component (i.e.: School Experience, ELT Methodology,
Materials Adaptation and Evaluation)

5. General Education Component (i.e.: Classroom Management, Guidance)
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PART III: Demographic Information

1.

2.

What is your gender?
a. Male b. Female
Which university did you graduate from?
University
When did you graduate from an ELT undergraduate program?
a. 2010 b. 2011 c.2012 d. 2013 e. 2014
How long have you been teaching English?
a. | year b.2years c.3years d.4 years e. 5 years
Which proficiency level are you teaching at now?
a. Al b. A2 c. Bl d. B2 e.Cl f.C2

What level of school are you teaching at now?

a. Pre-school b. Primary (grades 1-4) c¢. Middle (5-8) d. High School (9-12)
Have you done MA degree in ELT?

a. Yes b. No c. Continue

Have you attended any of the following certificate programs?

a. CELTA ©b.DELTA c. TESOL d. Other e. None

Have you attended any ELT conference either as a presenter or as audience?

a. Yes, asapresenter b. Yes, as audience c. Yes, both d. Not yet

Thank you for your participation.
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Appendix B: Semi-Structured Interview Questions for the ELT Graduates

Introduction

1. Which university did you graduate from?
2. How long have you been working in this institution?
3. Have you worked in any other school before?

Effectiveness

1.

2.
3.
4

Induction
1.
2.

What makes an English language teacher effective?

What are the characteristics of a successful English language teacher?

Do you find yourself a competent English language teacher? Why/Why not?
Do you find yourself an effective English language teacher?

a. In what areas do you find yourself more effective?

b. In what areas do you find yourself less effective?

What do you attribute your effectiveness and ineffectiveness?

What factors have influences on your teaching effectiveness?

a. What makes contributions to your effectiveness in your school?

b. What prevents you from being an effective teacher in your school?
What do you think are the ways of improving your effectiveness and quality as an
English language teacher after graduation?

What makes an induction program effective?

How effective is/was your induction year?

a. What sort of tensions do/did you have in your induction year?

b. How much assistance do/did you get from your administrators and colleagues?

Program Evaluation

1.

2.

What do you think is the effect of training at university level on your competencies
and effectiveness?
What are the strong and weak sides of the ELT undergraduate program?



212

Appendix C: Semi-Structured Interview Questions for the Teacher Educators

Introduction

I.

How long have you been a teacher educator?

2. How long have you been working in this institution?
Effectiveness
1. What makes an English language teacher effective?
2. What are the characteristics of a successful English language teacher?
3. How competent do you think the ELT graduates between 2010 and 2014 years are?
4. How effective do you think the ELT graduates between 2010 and 2014 years are?
5. What do novice English language teachers need to do to increase their effectiveness and
to progress in professional development after graduation?
Induction
1. What makes an induction program effective?
2. Do you believe that induction programs in Turkey are really effective? Why / Why not?

Program Evaluation

1.

2.

3.

What do you think is the effect of the ELT undergraduate program on competencies and
effectiveness of novice English language teachers?

What do you think are the strong and weak sides of the current ELT undergraduate
program in comparison to the previous one?

Do you think the ELT undergraduate program needs a further restructuring? Why?
How do you think English language teachers should be educated for better qualification?
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Appendix D: Semi-Structured Interview Questions for the Employers

Introduction
1. How long have you been working as an administrator in this institution?
2. What is your major?

Effectiveness

1. What makes an English language teacher effective?
What are the characteristics of a successful English language teacher?
How competent do you think the ELT graduates between 2010 and 2014 years are?
How effective do you think the ELT graduates between 2010 and 2014 years are?
What do novice English language teachers need to do to increase their effectiveness and
to progress in professional development after graduation?

il

Induction
1. What makes an induction program effective?
2. Do you believe that induction programs in Turkey are really effective? Why / Why not?

Program Evaluation
1. What do you think is the effect of the ELT undergraduate program on competencies and
effectiveness of novice English language teachers?
2. What do you think are the strong and weak sides of the current ELT undergraduate
program in comparison to the previous one?
3. How do you think English language teachers should be educated for better qualification?
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Appendix E: A Sample Interview with an ELT Graduate

Hangi iiniversite mezunusunuz?

Hacettepe.

Bu okulda kag yildir ¢calistyorsunuz?

Ik yilim.

Baska okullarda ¢alistimiz m1?

Yok.

Hangi seviyede derse giriyorsunuz?

Ortaokul ama ilkokullara da derse giriyorum.

Sizce bir Ingilizce 6gretmenini verimli kilan seyler nelerdir?

Birincisi iyi bir akademik bilgi, ogrencinin seviyesine inebilen ikincisi saglam materyaller, ti¢tinciisii de
ogrenci profili. Bunlar ii¢ sacayag gibi birbirini etkileyen 3 temel faktor diye diisiiniiyorum.

Peki, sinif icinde 68retmenin 6gretme performansi anlaminda verimli olabilmesi adina ne yapmasi
gerekir?

Ik énce 6gretmenin iyi bir pedagoji egitimi almis olmast lazim. Ciinkii muhatap daha ¢ok kiiciik yastaki
cocuklar oldugu igin onlarin o halinden anlamal, dili onlara nasil sevdirecegini bilmeli. Ogretmenin
biitiin ogrencilerle de ilgilenmeye ¢alismast gerekir. En azindan égrencilere yakin davranip onlara
kendini sevdirirse, 6gretmen i¢in onemli bir faktor, ogretmenini seven 6grenci dersi de sevecektir.

Basarih bir ingilizce 63retmeninin karakteristik ozellikleri sizce nelerdir?

En basta yenilige acik olmalidwr, ¢iinkii dil duragan bir sey degil siirekli degisiyor, ogretmen de bunu
takip etmeli. Daha sonra 6grencilerle arast iyi olmali ve dil agisindan, dili ogrenme agisindan onlara
ornek bir rol model olabilmeli. Ayrica ders igerisinde yeterli ilgiyi, ogrencinin ihtiya¢ duydugu
materyalleri saglayabilmelidir.

Siz kendinizi bir Ingilizce 6gretmeni olarak yeterli goriiyor musunuz? Nedenleri nelerdir?

Akademik olarak kendimi yeterli gériiyorum. Universitede ogrendigim bilgilerin suan c¢ok azini
kullanabiliyorum, ama pedagojik olarak, 6gretmenlik pratigi olarak daha 6grenmem gereken ¢ok sey
oldugunun farkindayim. Ciinkii daha ilk yilim olmasindan dolay: bir ¢ok detayt atlayabiliyorum ya da
bazen égrencilerle empati kuramayabiliyorum. Bildiginiz gibi iiniversitede ne kadar staj yapmig olsak
da staj yaptigim okul sosyal bilimler lisesiydi ve yetenekli ogrenciler vardi. Boyle kiigiik yerler biraz
daha tecriibe gerektiriyor.

Siz kendinizi bir Ingilizce 63retmeni olarak verimli buluyor musunuz?

Kendini tam olarak verimli bulmuyorum. Ciinkii ogreniyorum, aklimdaki bilgiyi 6grencilere tam olarak
nasil aktaracagumi bilmiyorum; hepsini aktaramiyorum, % 50-60 verimlilikle aktariyorum. Cok bilgim
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var, anlatmak istedigim ¢ok sey var ama simifin kontroliiniin saglanmasi, onlarin sorularin
cevaplandirmak derken ancak bazi seyler halloluyor.

Hangi alanlarda kendinizi daha ¢cok verimli hissediyorsunuz?

Ilkokulda daha ¢ok kelime ve telaffuz égretiminde daha iyiyim, ortaokulda ise daha cok gramer
ogretiminde ¢ok daha bagarilyim. Ciinkii ilgili ogrenciler gercekten ogremiyor. Ayrica grameri
anlatirken kurallarin temeline kadar inmeye ¢alistyorum.

Ilkokullarda ise daha cok telaffuz agirlikli gidiyoruz. Sizin de bildiginiz gibi kas gelisimlerini daha
tamamlamadiklar: i¢in onlarin 6gretilmesi daha kolay oluyor. Bir sey dogru ogrenilirse sonuna kadar
dogru gider. Planlama konusunda heniiz tam yetenekli sayilmam. A¢ik sdyleyeyim, bazi derslere plansiz
girdigim oluyor. Bazen derslerde kitabi takip ediyorum, bazen de plan yapip kitabt biraz degistirerek
ogretiyorum. Suan daha ¢ok kitaptaki talimatlara gore hareket ediyorum.

Bu planlama disinda kendinizi daha az verimli gordiigiiniiz seyler nelerdir?

Odev takibi konusunda heniiz yetersizim. Odev takibini tam olarak yapamiyorum ¢iinkii derste yapinca
biitiin bir ders ddev takibine gidiyor. Onu daha ¢ok bos zamanlara almam gerekiyor ama o zamanlara
baska islerle doldurdugum icin ddev takip konusunda sikinti yastyorum.

Verimliliginizi neye atfediyorsunuz?

Birincisi o yastaki ¢ocuklarin nasil hissettiklerini anlayabiliyorum, onlarla bir sekilde empati
kurabiliyorum. Sonra, onlarin anlayacagi sekilde anlatmaya c¢alistyorum. Ciinkii ilkokuldayken
Ingilizcem ¢ok kétiiydii ve hep zayif alirdim ama neden aldigimi biliyordum. Onceleri dersi niye
anlayamadigimi ve daha sonralart nasi anlamaya basladigimi  biliyorum. O yiizden ogrenci
iliskilerimde, kelimelerin ve kurallarin ogretiminde ona gére 6gretebiliyorum. Mesela rastgele kurallart
anlatmryorum, ozellikle orta seviye siniflarda kegfettirmeye ¢alisiyorum. Biitiin kuralli ciimleleri tahtaya
yaziyorum, onemli noktalart kirmizi ayri bir kalemle yaziyorum ve ogrenciye sorarak kegfetmesine
calisiyorum. Cok etkili oluyor. Mesela ogrenciye direkt anlatinca ninni gibi geliyor, o sekilde dikkati
¢cok cabuk dagiliyor ama 6grencinin ilgisini ¢ekip soru sorunca daha etkili oluyor.

Verimsizliginizi neye baghyorsunuz?

Actkeasi, heniiz acemi olmama bagliyorum. Bir de okulun basindan beri ¢ok diizenli bir 6gretmen
olamadim. Onceden plan yapmakta o kadar iyi birisi degilim. Odev takibi konusunda da 6dev veriyorum
ve kontrol ediyorum ama bunu bir ¢izelge tutarak, belli bir kurallar ¢ercevesine uyarak degil kendime
gore, rahat bir sekilde yapiyorum. Bu nedenle, belli bir plan ve diizen oturtamadigim icin bazi konular
eksik kaliyor.

Hangi faktorler sizin 6@retim verimliliginiz etkiliyor?

Cevresel faktorlerden baslarsak, malum materyaller, dinleme ve ses sistemi gorsel materyaller en basta
gelen etkenlerden. Ondan sonra 6n yarg: geliyor. Hangi simifa girerseniz girin ben bu Ingilizceyi neden
ogrenmek zorundayim sorusuna maruz kaltyorsunuz. Bir sekilde anlatmaya ¢alisiyoruz ama ogrenmek
istemeyen 6grenci ¢ok. Siz bu 6grencilere dgretmeye calisacaksiniz ve bu bir engel. Ugiincii olarak da
egitim sistemimizdeki yaklasimlardaki eksiklikler. Bayagi ¢caba var, ¢calisma var, ingallah iyi olur ama
bunlar da bir sekilde etkiliyor. Ciinkii Ingilizce cok farkli goriiliiyor, dgrenciler matematik dersini
kendileri istiyor, Tiirkce dersini kendileri kabul ediyor ama Ingilizceyi kabullendirmek zor oluyor,
ozellikle koy okullarinda. Gelismis ilcelerde égrenciler Ingilizceye neden ihtiyact olduklarim
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algilayabiliyorlar ama koy yerinde Ingilizce 6Srenmeyi ihtiyag hissetmiyorlar ve dersin gereksinimini
ogrencilere kabul ettirmek zor oluyor.

Okulunuzda verimliginize katki sunan seyler nelerdir?

Okulumda miidiiriim bizleri destekliyor ve iyi bir ortam var. Aileler ¢ocuklariny iyi yetistirmisler ve iyi
aileler. Cocuklarla bir sorun oldugunda ailelerle konustugunuzda belli bir siire sonra o sorunlar
coziilebiliyor. Bu benim isimi ¢ok kolaylastirtyor. Ogrenciler artik kendi istekleri ile beni motive etmeye
bashyorlar. Ama bu okulu 6rnek alirsak, aileler ilgili degiller ve aileler ilgili olmazsa ne kadar
cabalasak da 6grenci gitmiyor. Aile katkist benim isimi kolaylastirmak agisindan en biiyiik etken. Daha
sonra Milli Egitimin sagladigi kolayliklar, ders kitaplar: vesaire.

Okulunuzda verimli bir 6gretmen olmaniza engel olan seyler nelerdir?

Ingilizceyi 6grenmek istemeyen ogrenciler. En ¢ok engelleyen, karsima ¢ikan sorun o. Ne kadar
anlatmaya ¢aligsam da 6grenci bir sekilde dersi boliiyor, dersin akisini bozmaya ¢alisiyor. Ben onla
ilgilenirken, o an kopuyor atmosferimiz. En ¢ok engelleyen o. Geri kalan kisunda ya da egitim sistemi
olarak pek engelleyen bir sey yok. Bazen kitaplar yetersiz kalabiliyor ve biz kendimiz ekliyoruz bir
sekilde bilgilerimizle. Ornegin dinleme metinlerini varsayarsak égrencinin anlayamayacag sekilde cok
hizli telaffuz ediliyor. Bu yiizden ben dgrencilerin anlayabilecegi sekilde yavas ve vurgulayarak kendim
okuyorum.

Sizce bir Ingilizce 6gretmeni mezuniyetten sonra kendi kalitesini ve verimliligini gelistirmek adina
neler yapmah?

Birincisi kendinden daha tecriibeli 6gretmenlerle tecriibe paylasimi yapmali. Tkincisi siireli yayinlar
takip etmeli, ozellikle egitim konusunda. Ciinkii Ingilizce ogretimi konusunda yaklasik 12-13 tane
yaklasim var. Belki bunun yenisi ortaya ¢ikacak, belki bunlar birlestirilip yeni bir sey ortaya ¢ikacak.
Bunlar takip etmesi gerekiyor. Ciinkii kiiltiir degisiyor ve kiiltiir degigince 6grencinin bakis agist da
degisiyor. Buna gére de yeni yaklasimlar ortaya ¢ikiyor. Ogretmen hala eski sisteme devam edebilir,
ama yeni sistemin de uygulanacagi ¢ok giizel firsatlar oluyor. Eger bunu takip ederse ve okursa, isini
daha ileriye gotiirebilir.

Kendisini gelistirmeye yonelik merak etmesi gerekir. Insan merak etmezse 6grenemez ve benim icin de
bugiine kadar hep boyle oldu. Matematigim ¢ok kétii olmasina ragmen fen bilgisinde ¢ok iyiydim ¢iinkii
cok merakliydim. Ya da Ingilizcem ¢ok kétiiydii ama 6gretmenimi sevdigim icin dersi merak ediyordum.
Mesela yurt disindaki insanlarla arkadaslik etmeye baslayinca kendimi daha fazla zorlamaya basladim
ogrenmek i¢in. Merak etmesi gerekir 6gretmenin. Ben akademik kariyer yapayim, gelirimi yiikselteyim
diye amaglar katmaz bir sey. Kendi icinden gelmesi gerekiyor, dis etkenler degil de i¢ etkenler daha
etkili.

Bir stajyerlik programi nasil verimli olur?

En basta stajyere rehberli edecek yetkin bir rehber Ingilizce égretmeni olmal kendi alaninda ve kendi
okulunda. Bir¢ok okulda rehber ogretmen olmayinca ogretmen bunu deneme yanilma yolu ile bulmaya
calisiyor. Bu da ¢ok zaman kaybettiriyor. Stajyerlik programi biraz da adaya stres yasatiyor, hala
adayiz, hala tam olarak yetkin degiliz, acaba yapabiliyor muyum yapamiyor muyum, bazi seyler nasil
olacak diye. Ozellikle ben ilk sinavimi yaptigimda ok siiphe duydum. Cok mu kolay oldu ¢cok mu zor
oldu, anlattigim yerlere agirlik veremedim mi gibi ¢ok sorular sordum kendime. Zamanla insan
ogreniyor. Ama dedigim gibi etkin yetkin bir rehber 6gretmenin olmasi hem zamandan hem de emekten
tasarruf ettirir.
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Bir sistem olarak diisiindiigiiniiz zaman stajyerlik programinin daha verimli olmasi icin neler
olmah?

Ashinda standardize edilmis bir program olmasi gerekir. Universitede gériiyoruz her hoca kendine gére
bir program hazirliyor. Bazilari bastan savma yapuyor, bazilart ise ¢ok titiz detayli hazirliyor. Bunun
standart hale getirilmesi gerekir. Milli Egitim tarafindan J&gretmenin atmasi gereken adimlar
belirlenebilir. Ciinkii egitimde kaliteyi artirmak igin herkese egit sekilde firsatlar sunmak gerekiyor. Ben
sansliydim ¢iinkii danisman ogretmenimiz tiniversitedeyken ¢ok kaliteliydi, okuldaki rehber ogretmen
de ¢ok kaliteliydi. Universitedeki staj programindan ¢ok sey 6grendim. Ama nasil 6grendim, iyi kosullar
altinda. Kétii kosullar altinda neler yapmam gerektigini 6grenemedim mesela. Diger bir degisle
madalyonun diger yoniinii géremedim.

Mezuniyetten sonraki stajyerlik sizce nasil planlanmah?

Milli Egitim ogretmenlere rehberlik olmast agisindan stajyer ogretmenlere kendi alaminda
karsilasabilecegi sorunlarla ilgili ve gergekgi seyleri kapsayan bir yayin yapabilir. Kitaplarda yazildig
gibi su sorun ¢ikarsa gormezden gel gibi seyler degil de daha once yasanmis ve nasil ¢oziildiiyse ornek
olay gibi, durum analizi gibi tecriibelerin paylasildigi bir yayin olabilir. Burada da 6gretmen béyle bir
sorunla karsilagmis ve boyle bir ¢coziim bulmus. Isim verilmesine gerek yok. Olay olarak verilse biz de
ogreniriz ve tecriibe ediniriz. Madem rehber ogretmenimiz yok en azindan o yayinlar bize rehberlik
edebilir.

Su an stajyerlik yilimiz devam ediyor. Ne kadar verimli gegiyor?

Actkeast tam olarak verimli degil. Az verimli ama okula gére ve dgrenci profiline gore degisiyor. Bazi
swiflarda ¢ok verimli gegiyorken bazi simiflarda ders ogrencileri susturmakla gegiyor. Kontrol
saglayamiyorum, bir frekans var ama onu yakalayamiyorum. Onu yakaladigim an biitiin ogrencilerin
ne diistindiiklerini hissediyormus gibi oluyorum. Onu yakalayamaymca karsida siirekli susturulmast
gereken giiriiltii yapan bir kalabalik varmug gibi geliyor.

Ne tiirlii gerginlikler yasiyorsunuz?

En basta siirekli dersi dinlemek istemeyen 6grencileri ikna edemiyorum. Ciinkii baska seyler konusmak
istiyorlar. Bir de su hatayr yaptim ve ilk derste 6grencileri ¢ok fazla serbest biraktim. A¢ik¢ast kontrol
kurallar saglayamadim. O sinifia yetkin bir 6gretmen imaj1 belki veremedim. Bu yiizden hala o sinifla
sorun yasiyorum. Ama belli bir amact olan suiflarda bir siire sonra kabulleniyorlar. Su an ¢ok iyi
gidiyoruz. Kiiciik yas grubu da ¢ok iyi. Ama dedigim gibi ilk bastan belli bir vizyon oturtamadigim i¢in
sorun yasadigim siniflar var.

Baska problemler oluyor mu?

Okul disinda iyi oldugum ogrencilerle derste sorun yasiyorum. Ama ders konusunda hala belli bir kural
oturtamadigim i¢in benim istediklerimle onlarin istekleri ¢cakistyor.

Idarecilerinizden ve meslektaslarimzdan ne kadar yardim aliyorsunuz?

Idarecilerden idari anlamda ¢ok fazla destek aliyorum. Mesela bir sey istersem ya da teknik bir destek
istersem ¢ok rahat ¢oziim alabiliyorum. Ingilizce ziimrelerinde de sinavlar konusunda konusuyoruz ya
da ders anlatim konusunda paylasimlar yapryoruz ama sadece bir giinle sinirlt oldugu icin ve bir giin
bu okulda gérevli oldugum igin ¢ok da etkin olmuyor.
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Mesela ‘Dyned’ toplantilart oldu, onlarla konustuk, ilce ¢capinda ziimre toplantilart oldu, sorunlari
konustuk ama her konustugumuz sorunu da agik¢ast ¢ozemiyoruz; ¢linkii ¢oziilmesi i¢in sorunun kokiine
gidilmesi gerekiyor, biiyiik degisiklikler olmasi gerekiyor. Sonugta insani bir sey, sorup 6greniyoruz
ama profesyonel bir uygulama yok.

Universitede aldigimz egitimin su an bir Ingilizce 6gretmeni olarak sizin yeterliliklerinize ve
verimliliginize etkisi nedir?

Kesinlikle ¢ok fazla olumlu etkisi var. Sunu soylemem gerekir ki lisede sahip oldugum bilgilerle
ortaokul, lisede ¢ok rahat ders verebilirim ama is sadece bilgi ile orada bitmiyor, mesele bunu nasil
aktarabilmek ve sorunlarla nasil basa ¢ikabilmek. Biz daha ¢ok bunu 6grendik. Sahip oldugum bilgiyi
artirmak ve bu bilgiyi sorgulamak konusunda ¢ok sey 6grendim. Cok zorlandim, isyan edecegim
durumlar oldu ama o durumlart agtigim zaman kendimi daha bir iist seviyede hissettim, bana bir seviye
atlatti diyebilirim. Mesela ogretmenler belli bir durumla karsi karsiya birakiyorlardi, kendiniz
yapacaksiniz, nasil yapacaginizi bilmiyorsunuz ama zorladik¢a bir sekilde ogreniyorsunuz. Simdi
anladim ki bu zorlamalar size karsilasacaginiz sorunlarla nasil basa ¢ikacagimizi 6gretiyor. Farkl
sorunlar olsa da yontem ayniydi ve bir sekilde 6greniyorduk. Universite bana akademik olarak bunu
ogretti yoksa okullarda kullanilan miifredat 6gretmenler icin ¢ok zorlayici degil ama lisedeki
bilmiyorum, ben ortaokullar icin konusuyorum. Universitede daha ¢ok akademik bilginin yaninda
‘survival skills’ dedigimiz becerileri edindik.

Bu programin sizce giiclii yanlar: ve zayif yanlari nelerdir?

Giiglii  yanlart  suydu, gergekten ogrenciyi arastrmaya itiyordu, ¢ok fazla yeni seylerle
karsulasabiliyorsunuz, ozellikle gen¢ arastirmact 6gretmenlerimiz bize daha ¢ok destek oldular. Cok
yeni teknolojiler 6grendik, kendi kendimize yeni iirtinler ortaya koyduk, Web 2.00 tools gibi egitim
teknolojilerini ogrendik. Onun disinda alan sinavt bile hazirladik, kendi sinavimizi kendimiz hazirladik.
Kendimizi sorgulama yetenegimiz epey gelisti. Bu sekilde sorular hazirlamamiz bana KPSS de ¢ok
yardimct oldu; ¢iinkii soruda ne sorulacagini, ne yakalayacagini, nasil sasirtabilecegini biliyorduk. Bu
bana akademik anlamda da Ingilizce égrenme konusunda ¢ok katki sagladi ve kelime hazinesi olarak
¢cok zenginlestim; ¢iinkii ok makaleler okuduk, arastirmalar yaptik, kendimiz makale yazdik, makalede
kullanilan dili 6grendik ve teknik dili 6grendik.

Zayif yonleri ise, iiniversitede bazi hocalar bazi konularda eski yontemler ile devam ediyordu. Iste
sorulart ver ¢ozsiin, ¢alisilacak sayfalart ver bunu ezberleyip gelsin gibi uygulamalar hala gecerli. Ama
bazi hocalar sinav yapmiyordu, bize bir iiriin hazwrlatip biitiin notunuz bu iiriinden veriyordu. Bize en
¢ok katkist olan seyler bunlar oldu, ama geleneksel olarak ezberle ge¢ uygulamalari programin
zayifliklart.

Eklemek istediginiz bir seyler var mi1?

Tesekkiir ederim! Ben de bundan sonraki stajyer arkadaslarim i¢in katki saglayabilirsem mutlu olurum,
¢tlinkii bizim yasadigimiz sorunlar:t yasamak vakit kaybindan baska bir sey degil. Diger bir degisle bir
sorunu ¢ézemeyip onu ikinci kez yasiyorsak bu daha biiyiik bir sorundur. Bir kere hata yapmak sorun
degil, sorun bir hatayt iki kere yapmak.
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Appendix F: A Sample Interview with a Teacher Educator

Ne zamandan beri 6gretmen yetistiriyorsunuz?
2003 yilindan beri, o zaman 12 yil oldu.
Bu kurumda ne kadar siiredir calistyorsunuz?

Bes aydir.
Bir ingilizce 6gretmenini verimli kilan seyler sizce nelerdir?

Verimli bir dil 6gretmeni olmasi icin cesitli boyutlar var diye diisiiniiyvorum. Bunlardan bir tanesi
ogretmen boyutudur, Ingilizceyi dgretebilme yani etkili 6gretebilme, bir yabanci dil nasil 6gretilir, nasil
ogrenilir, bir 6grenci bunu nasil ogrenir onu bilmesi gerekir ve bilmesinin otesinde yapabilmesi
derslerini, aktivitelerini ve materyallerini, kisacasi her seyi ona gore hazirlamas: gerekir. Ozellikle
yabanct dilin matematik veya herhangi baska bir brans gibi olmadigini bilerek, bir iletisim araci
oldugunun farkinda olarak, ona gére hazirlanip aktiviteleri yapmasi gerektigini diisiiniiyorum. Yabanct
dilin ne oldugunu ve ogrenmenin nasil gergeklestigini bilip pratik bir sekilde uygulayabilmesi bir
ogretmeni ekili kilar diye diisiintiyorum.

Basarih bir ingilizce 63retmeninin karakteristik dzellikleri sizce nelerdir?

Benim 12 yildan beri gozlemledigim ogretmen adaylarimi diisiindiigiim zaman ki onlari normal
ogretmenlerden daha ¢ok goriiyoruz ve bagarili Ingilizce 6gretmenleri ¢ok az sayida, bana gore onlart
basarili kilan sey bir biitiin olmak, yani 6gretmen ile ogrenci ile materyal ile birlikte bir biitiin
olusturmak. Mesela bir konu anlattigi zaman, érnegin bir resim gordiigii zaman sadece kitablariniz
¢tkarin, 8. sayfaya bir bakin, su resme bak degil de gercekten ders icerisinde bir iletisim ve bir etkilesim
kurabilecek égretmenler basarili oluyor. Ogretmen hem égrenci ile iyi iletisim, iletisimsel etkilesim
kurabilmeli, hem materyali ile bir iletisim kurabilmeli, hem de 6grettigi dile hakim olmali.  Kendini
ifade edebilen, materyali ile birlikte konu ile biitiinlesebilen bir 6gretmen daha basarili olur.

2010-2014 yillar1 arasinda mezun olan Ingilizce 63retmenleri sizce ne kadar yeterliler?

1998 de gelen program ile 2006 da yenilenen program oénemli ama metot derslerinin fazla olmast,
‘Cocuklara Yabanct Dil’ dersinin bir donemden iki doneme ¢ikmasi bence ¢cok faydali oldu, ciinkii
Ingilizce 6gretimi ders olarak artik ilk kademede ikinci simifa inmis. O yiizden cok etkili oldu diye
diisiiniiyorum. Dil becerilerinin 6gretimi ile ilgili eski programda sadece ‘Ozel Ogretim Yontemleri’
dersi vardi. Su an o ders ile beraber bir de ‘Dil Becerileri Ogretimi’ dersi var sanimim. Dolayistyla bu
yeni programla 6gretmen adaylarimin dilin nasil 6gretildigini daha ¢ok hakim olduklarim diistiniiyorum.
Tabi ki tiniversite bittikten sonra mezunlarimizi ¢ok fazla goremiyoruz. Maalesef bunun disinda olan
etkenler de var. Mesela bu ogretmenleri eskisi kadar etkili kilmayan programin disinda faktorler var.
Ornegin, 1997 programim géren ogrenciler en son 2009 mezunu olan ogrenciler ve Ingilizce hazirlik
swifini daha kiigiik yasta okudular. Benzer sekilde 1999 girisli olanlar belki ortaokulda hazirlik
gordiiler, ondan sonra liseden once hazirlik gormiisler. Yani onlarin Ingilizce diline hakimiyetleri daha
fazla, eski mezunlarda o daha etkili. Simdi yeni mezunlar da bu dersleri gériiyorlar ama tabi dil
hakimiyetleri ¢ok diistii. Bence bu ¢ok etkiliyor. Belki ¢ok giizel materyal hazirlayabiliyorlar, bunu
gortiyorum, ama dil hakimiyeti biraz zayif olunca bir paradoks olusturuyor. Ayni zamanda programin
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disinda olan seylerden bir tanesi 2010 yilindan sonra ¢ok biiyiik kontenjanlar gelmeye basladi. Bu da
bizim verebilecegimiz egitimin niteligini diistirdii. Ama bu programin disinda olan seyler. Mesela
program ¢ok giizel, ¢ocuklara yabanci dil 6gretimi igin ¢ok giizel materyal hazirlayabilecek
ogretmenlerimiz var. Kisacast bu programin daha etkili oldugunu diigiiniiyorum.

2010-2014 ingilizce Ogretmenligi mezunlar sizce mesleklerinde ne kadar verimliler?

Staj derslerini diistiniirsem i¢lerinde verimli olabilecek olanlar da var olmayacak olanlar da var. Etkili
olabilecek olan 6gretmenlerin sayist az bucuk aymi ama olamayacaklarin sayisi kontenjanla baglantil
olarak ¢ogaldi. O potansiyele sahip olanlar var fakat 4 yiulin sonunda meslege atildiktan sonra hemen
olmuyor tabi ki. Verimli olabileceklerini diisiiniiyorum, ¢ok olumsuz bir kanaatim yok.

Bir Ingilizce 6gretmeni verimliligini artirmak icin ve mesleki gelisiminde ilerlemek icin sizce neler
yapmali?

Alandaki gelismeleri takip etmek icin seminerlere ve konferanslara katilabilirler. Tabi bu atandigi yere
gore de degisir. Yani biiyiik sehirlerde veya bu sehirlere yakin olurlarsa konferanslari, yayinlart takip
edebilirler. Cok akademik olmayp daha fazla pratige yonelik yayinlar da var, onlara da bakabilirler.
Herkesin tabi ki yiiksek lisans yapacak hali yok, o ¢cok ug bir sey ama o da var. Akademik yonii kuvvetli
olanlar da lisansiistii egitimlerine devam edebilirler. Bu biraz da 6gretmen kimligi ile alakali bir sey.
Yani ben bir 6gretmensem bunun benim hayatimin bir par¢ast olmasi, bir yasam bicimi olmasi
gerekiyor. Hele dil ogretmenligi her zaman 9-5 mesai yaptigin bir sey degil de hayat tarzi olabilecek
bir sey diye diistiniiyorum.

Mesela Giineydogu bolgesinde mahrumiyetler icerisinde ogretmenlik yapan bir Ingilizce
o6gretmeni icin neler tavsiye edersiniz?

Ashinda dedigimiz sey ogretmenligin siirekli gelistirilme meselesi. Biz 4 yil burada ¢ok standart bir
egitim veriyoruz ama tabi ki atandigir zaman bélgesel farkliliklar hatta ayni sehirde bile mahalleler arast
cevresel, ekonomik ve kiiltiirel farkliliklar oryaya ¢ikiyor. Bir ogretmen aslinda biraz esnek olmali,
tamam ben bunlart 6grendim ama bu durumda ne yapmam gerekir diye diisiinmeli. Yani basaril bir
ogretmen bulundugu sartlar ne kadar kétii olsa bile en iyiyi ¢cikarabilmeli, sartlara kendini adapte edip
ogrencilere ne kadar faydali olabilecegini diisiinmeli. Tabi bu YIBO gibi yerlerde ogrencilerin 6z bakim
ihtiyaglarina kadar ince ayrintilar diistiniilmesi gerekebilir. Aslinda bu bir avantaja doniistiiriilebilir,
ogrencilerin 24 saatini bile Ingilizce planlayabilir, yani ¢ok basit seyler kullanilabilir. Bu bir bakus agist,
bir tehdit olarak zayif nokta olarak degil, tam aksine firsat olarak degerlendirilebilir. Hatta bazi
yerlerde égrenciler Tiirkge bile bilmiyor ve bu Ingilizceyi ortak dil olarak konusabilecegimiz uygun bir
durumdur.

Stajyerlik programini verimli kilan sizce seyler nelerdir?

Benim bu konuda, mezun olduktan sonraki stajyerlik yili ile ilgili cok asirt bilgim yok. Oyle bir siire¢
oldugunu duyuyoruz ama tam icerik nedir, bilmiyoruz. Samrim sikinti o. Biz burada é6gretmenlik
uygulamasimin nasil oldugunu biliyoruz; ¢iinkii kriterleri belli.

Belli ki bu konuda iiniversite ile cok baglanti kurulmuyor. Oncelikle, 6yle bir oryantasyon yili iki yil bile
olabilir; ¢iinkii, ¢ok c¢esitli farkliliklar var, mezun olup hemen atananlar var, 2-3 yil ugrasip bekleyip
ondan sonra atananlar var ama en az 1 yil éyle bir programin olmasini ¢ok énemsiyorum. Aday
ogretmenler stajda 10 dakika veya 1 saatlik bir ders uygulamasi yapmuis olabilir ama ¢ok kontrollii bir
ortamda, ¢iinkii genellikle gonderdigimiz okullart stkintilar yagsanmasin diye kontrol ediyoruz, ger¢ek
hayati bir dereceye kadar yansityyor ama yine de ¢ok kontrollii giivenli bir ortam var. Atandiklari zaman
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her yere atanabilirler. Bunun icin stajyerlik yiuliin ¢ok onemli oldugunu diisiiniiyorum. Nasil
yapilabilir? Resmi isler var, miifredat var, mevzuat var ve bunlarin bilinmesi gerekir. Ders gézlemi
olmali ve bunu takip edecek bir de mentor géreviendirilmeli. Bence en etkili unsur rehber ogretmenin
alandan olmasidir. Mesela Fen Bilgisi farkli, ayri alan hassasiyetleri var. Mutlaka tecriibeli
ogretmenlerle calisilmall, hatta bu ogretmenlerin bir sekilde bir egitimden ge¢cmesi gerektigini
diigtiniiyorum. Lisans diizeyinde rehber ogretmen egitimi lazim, ¢iinkii atandiktan sonra herkes bu isi
yapmayabilir ve bunun i¢in bir tesvik de olmast gerekir. Rehber 6gretmennin alandan biri olmast lazim
ve tecriibesinin olmasi lazim. Aday 6gretmen yepyeni bir okul ortaminda bulunacak, ona alisana kadar
bir ‘scaffolding’ gerektigini diisiiniiyorum. lyi takip edilmeleri gerekiyor. Bu amacla, katildiklar:
seminerler veya konferanslari takip niteliginde bir dosya olusturulabilir. Bu siire¢ sonunda bir iiriin
olabilir. Bazi seyler duydum ama ne kadar gercek oldugunu bilmiyorum. Aday ogretmen basarisiz
olursa meslekten atilmaya kadar gidebiliyormus. Bence dyle bir sey varsa, o dgretmeni ¢ok iyi
desteklemek lazim, yani basarili olabilmesi i¢in her seyin yapimast lazim. Gergekten o aday ogretmenin
gelismesi igin, iyi olmasi icin her seyin yapilmasi gerektigini diigiiniiyorum. Bunun suiistimal
edilebilecek bir konu oldugunu diisiintiyorum.

Tiirkiye’deki bu stajyerlik yilinin verimli oldugunu diisiiniiyor musunuz?

Cok zannetmiyorum, g¢iinkii her adimda sikintilar var. Bu siire¢ tamamen MEB’in kontroliinde,
tiniversite ile hi¢cbir etkilesim yok, hi¢chbir katkimiz olmuyor. Ondan dolayr verimli degil, tam oturdugunu
zannetmiyorum. Kriterlerin ¢ok iyi agiklandigim diisiinmiiyorum. Ogretmenlerimiz bir okula géreve
gittiklerinde sadece Ingilizce degil, Beden Egitime dersine, her tiirlii derse girebiliyor. Branst olmayan
ogretmenler Ingilizce dersine giriyor, yani ¢cok seyin oturmasi lazim.

Sizce iiniversiteler mezunlarim takip etmeli mi?

Hizmet i¢i egitim olarak bence formator ogretmenlerle bu siire¢ devam ettirilmelidir. Formator
ogretmen ¢ok onemli bir unsur. Bizim iiniversite hocalar: olarak oradaki ilin, ilgenin, mahalledeki
okulun durumunu bilmemiz miimkiin degil. Bildigimiz bazi seyler var ama ¢ok kuramsal ve standart
kalryor. Bunun icin formator o6gretmenlerin gérevi ¢ok onemli. Mezun ettigimiz 6gretmenler ile
mezuniyet sonrast ilgilenen akademisyenlerimiz de var. Bir isbirliginin olabilecegini diigiiniiyorum,
katkust olabilir, tamamiyla iiniversitenin kontroliinde degil de birlikte yiiriitiilebilecegini diisiiniiyorum.
Bunun icin akademisyenlerden faydalanmilabilir ama yine de formator ogretmenlerin ¢ok onemli
oldugunu diigiiniiyorum. O standartlar ¢ok énemli, her yerde uygulanmasi lazim ve tarafsiz nesnel bir
sekilde uygulanmasi lazim.

Bu programin son bes yildaki mezunlarin verimliliklerine ve yeterliliklerine etkisi nedir? Sizce bu
program ile iyi 6gretmenler, verimli 6gretmenler yetisiyor mu?

Yani yetisebilir, bence yetisebiliyor, tek faktor degil; ¢iinkii eger 6gretmen basarili degilse, bunun sebebi
okudugu programdan olmayabilir, ¢ok farkl faktorler var. Bence etkili ogretmen yetistiriliyor. Bu
program, onceki programa gére daha etkili ve daha odakli. Mesela bizim ogretmenin neye ihtiyaci var,
¢ocuklara yabanct dil ogretimi becerilerine ve bu becerilerin kazanumi bu programin odak
noktalarindan.

Bu programin éncekine kiyasla giiclii ve zayif yanlari nelerdir?

Ozellikle ‘Cocuklara Yabanci Dil Ogretimi’ dersinin iki doneme ¢ikarilmasi, ‘Dil Becerileri Ogretimi’
dersinin olmasi, ‘Dil Ogretimine Yaklasimlar’ dersinin iki donemde verilmesi, kisacast mesleki derslerin
artmast bu programun giiclii taraflarindan. Eski programda edebiyat dersleri ¢ok fazla idi, drama vardi,
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siir vard, vesaire. Simdi bu dersler daha ekonomik oldu. Iki donem Dil ve Edebiyat dersleri bence
uygundur. Onceki programda birinci simifta ‘Okul Deneyimi2 diye bir ders vardi. Bu dersin birinci
swifta olmasi iyiydi; ciinkii 6gretmen adaylarvmn alana birazcik daha erken girmesi gerektigini
diigtiniiyorum, tabi ideal bir program varsa. Stajin daha ¢ok olmasi, okula gitmenin daha erken ve daha
¢ok olmasi gerektigini diisiiniiyorum. Tabi bunun bir de pratik yonii var, zaten staj uygulamalari zor
oluyor; ¢iinkii onunla birlikte bence rehber 6gretmen egitimi lazim. MEB deki 6gretmenlere bir biling
kazandirmak gerekir. Niye boyle? Ciinkii bir¢ok ogretmen biz dyle yapmadik ki, ne gerek var diyebiliyor.
Bir ogretmenin bir gercek bir okul ortaminda ogretmenlik uygulamast adina belli tecriibeler
kazanabilmesi pratik yonden ¢ok daha faydali. Derslerde mikro égretim yapiyoruz ama tam anlamiyla
amacina ulasmayabiliyor, bir yere kadar faydali olabiliyor. Programin zayif yani pratik derslerin az ve
sadece son smifta olmasi. Simdiki ogrenciler kuvvetli bir hazirlik programinda gelmiyorlar. Daha
onceden ortaokulda veya lisede hazirlik goriip geliyorlardi. Daha sonra lise ve ortaokul hazirlik siniflart
kaldirildi. Bu yiizden dil becerilerinin birazcik zayif oldugunu diisiiniiyorum. Ingilizce ana dil olmadig
icin, yeterlilik eskisi kadar ¢ok yiiksek degil. Bu programda birinci sinifta tabi ki Ingilizce dilinin gelisimi
adina dersler var ‘lleri Okuma’ ve ‘Ileri Yazma’ derslerinin birlestirilmesi bazi sukintilar dogurmus.
Dinleme ve konusma becerileri ayrildi ama okuma yazma tek ders haline geldi ve bu uygulamada
stkantilar doguruyor. Dersi veren 6gretmenler yazma becerilerini ogretememekten yakiniyorlar. Zira
yeni gelen oOgrenciler hep test ogrencisi oldugu icin yazamiyorlar. Dinleme ve konusma birlikte
yiiriitiilebilir; ¢tinkii dinlemeden konusma olmuyor, bunlar birbirlerine ¢ok yapisik olan seyler. Eski
program daha iyiydi ve ikinci sinifia Ileri Okuma ve Ileri Yazma dersleri vardi. Bu bir avantajd; ¢iinkii
ogrencilerimiz test kiiltiiriinden geliyor. Program birazcik da o ana bilim dalimin kiiltiiriine bagh.

Programin tekrar yeniden yapilandirilmaya ihtiyaci var mi?

Cok biiyiik bir sekilde gerektigini diisiinmiiyorum, devrim niteliginde bir seye gerek yok. 1998 de bence
¢cok onemli bir adim atildi ve bunun iizerine bazi eksiklikler tamamlandi. Sorunsuz degil ama ufak tefek
degisiklikler yapilabilir. Mesela Ozel Ogretim Yéontemleri dersi ikinci simifta bashyor ama ikinci simif
ogrencileri tam oturmus degil ve bu ders iigiincii sinifta olursa daha verimli olur. Ikinci sinif bir gegis
donemi gibi ve birinci sinif hazirlik sinifi gibi lisenin devami niteliginde, konusma becerileri gramer su
bu. Staj birazcik daha fazla olsayd: diye diisiiniiyorum. Devrim niteliginde ¢ok biiyiik degisikliklere
gerek yok. Bu tarafa bakiyyorum bizim bir programimiz var, ¢ok miikemmel degil ama diger tarafta da
¢ok fazla formasyon programi var. Tiim eksikliklerine ragmen bence yine de bu sekilde 6gretmen
yetistirmek o bakimindan daha iyi. Bizim 6grencilerin dil yeterlilikleri ¢cok siiper degil, kendilerini ¢ok
giivenli hissetmiyorlar. Mesela ¢ok konusulan konulardan biri Ingiliz Dili ve Edebiyati Boliimii
ogrencileri biz Ingilizceyi daha iyi biliyoruz, biz sizden daha iyiyiz diyorlar. Bizim 6grencilerimiz ezilip
biraz ozgiiven kaybi yastyor ama yine de aslinda bu konunun lisede halledilmis olmasi lazim.

Sizce Ingilizce 6gretmenleri daha iyi bir nitelik ve donanim icin iiniversitede nasil egitilmeliler?

Ben bunu diistiniirken aklima baska bir sey geldi onceki soru ile ilgili bence yabanci dil soz konusu
olunca mutlaka en az bir donem yurt disinda bulunulmasi gerektigini diisiiniiyorum. Mutlaka bu ¢ok
onemli bir sey bu 6grencilerin ogretmen adaylarmmin dil yeterliliklerini olusturmak igin burada ¢ok
okuyup yazip ¢ok da olmuyor bir yere kadar oluyor. En az bir donem bir yere gidebilirse kendi dilini
gelistirige kendine 6z giiveni gelir. Oyle olursa bence ok siiper olur. Mutlaka béyle bir programin icinde
bulunmasi gerektigini diisiiniiyorum. Bazi yerlerde bu program var mesela ODTU de ve Eskisehir de
var bunu standart hale getirip herkesi géndermeli tabi ki ¢ok fazla da iiniversitelere kontenjan almamak
lazim ve aldigin kisileri iyice nitelikli yetistirmek lazim.
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Program orada yazilyyor ve hangi derslerin olacag belirleniyor. Bence énemli olan sey dgretim tiyeleri
ve elemanlarimin 6grencilere dersi aktarmasidir. Universite hocalarimin derse yaklasimi, 6grencilere
rol model olmalart alinan dersten ¢ok daha énemli. Ogretmen yetistirmede rol model olmamn ¢ok
onemli oldugunu gordiim. Bunun igin 6zellikle Egitim Fakiiltesinde gérev yapan bir égretim elemant
kendi rol modelini sinif icerisinde olusturmall ve kendi davranislarimin égrenciler iizerinde etkisi rol
oldugunu bilmeli. Bir Edebiyat ogretmeni veya bir Fizik ders anlatsin, ¢ok onemli degil. Bu biraz
ciraklik gibidir. Mesela hepimiz, 6gretmen olan herkes, kendinde daha énceki bir dgretmenden bir sey
buluyor, degil mi? Bu égretmenlerin iizerimizde kem olumlu hem de olumsuz izleri vardir. Ogretim
elemanlart olarak ders derme ve kuramsal bilgiyi aktarma gibi temel yiikiimliiliiklerimiz var ama aym
zamanda davranmslarimizia, yaklasimimizla ogrencilere 6rnek olmamiz gerektigini diisiiniiyorum.

Bir donemlik bir program olusturuyoruz ve bu programin mantigini anlatmak, niye boyle yapryoruz,
niye boyle gidiyor gibi degerlendirme yapmak durumundayiz. Ingilizce bir deyim var, ‘You should
practice what you preach’. Aslinda yaptigimiz sinavlarin ogrettiklerimizle ortismesi lazim. Farkl
materyaller hazirlamamiz gerekmekte, kuru kuru gidip dersi kitaptan anlatmak idealden uzaklasmak
anlamina gelir. Bizim ogrencilerden pratik olarak bazi seyler bekledigimiz gibi, 6gretim elemani olarak
derslerimizi uygulamali olarak yapmamiz gerekiyor. Iste o zaman éSrenciler bizden ve dersten bir seyler
kapabilirler. Portfolio assessment yaparsak ogrenciler de bunun farkina varip kendileri mezun olduktan
sonra ileride kendi sumflarinda uygulayabilirler. Sanirim bizim dersi anlatma prensiplerini bizzat
uygulamamiz lazim. Mesela ufak bir mesele tahta silme ama benim ¢ok taktigim bir sey. Ogretmenligin
bir disiplini var. Bir fizik¢i gibi olmaz, o karalar gider. Sen dersten sonra tahtay: silmen lazim, ondan
sonraki meslektas icin bos birakman lazim. O tarz kiiciik davraniglar bence onemli. Dersi anlatiyoruz,
iste Jeremy Harmer soyle diyor, boyle diyor ama kendi dersimizde bu séylenen ogretileri sinifta kendi
davramslarimizda yansitmamiz gerekiyor. Bu ogretmen davranislarim daha o6n plana ¢ikariyor. Mesela
teknoloji kullanmiminda, powerpoint mesela en basit olani veya baska bir uygulama olabilir, 6gretmen
kullandigi zaman 6gretmen adaylart bu uygulamayr modelleyebiliyor. Bunlar programin disinda
ogretmen elemanlarinin kendi davranislariyla programa sunabilecekleri ¢ok onemli katkilar. Bir soz
daha var, “Bir dgretmen soylediklerinde degil de yaptiklarinda hatirlanir”. Iki yil sonra yaklasimlar:
hatirlanmayabilir ama bir ogretmenin nasil yaklastigini, ne yaptigum, o6grenci ile nasil iletisim
kurdugunu aday ogretmenler mezuniyetten sonra rahatlikla hatirlarlar.

Eklemek istediginiz diisiinceleriniz var mi?

Ogretmen yetistirmek ¢ok karmasik bir sey ve program da bunun bir boyutudur. Programa gelen
ogretmen adaylart da ayri bir boyut, nasul se¢ilip nasil yerlestirildikleri birbirine bagl konular. Bir ana
bilim dalimin bir defa kiiltiirii ¢ok etkileyici bir faktor. Program igin yapacak bir seyimiz yok ama
gercekten ¢ok kotii bir program oldugunu diigiinmiiyorum. Tabi ogretmenler olarak bizim nasil
yansuttigimiz onemli. Belki eski ogrenciler gibi 6grenciler gelmiyor diye yakintyoruz ama sonunda bir

seyler yapiliyor.
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Appendix G: A Sample Interview with an Employer (A School Principal)

Kag¢ yildir idarecisiniz?

10 y1l.

Meslekte kaciner yihmz?

Meslekte 17. yil bitiyor.

Bransimiz nedir?

Tiirkce.

Sizce bir Ingilizce 6gretmenini verimli kilan seyler nelerdir?

Oncelikle kendi gayreti, heyecani, ondan sonra meslege yonelik ilgisi ve sevgisi olmali. Bir kere basta
bunlarmn olmasi gerekir. Bunun haricinde planli ¢alismasi, okuluna ve derse hazir gelmesi bir 6gretmeni
verimli kilar. Ozellikle Ingilizce zaman zaman iletisim araclart ve materyal destegi ile hazirlik
gerektiren bir ders. Bu yoniin aktif kullanilirsa daha faydali olacagina inaniwyorum. Ders hazir
gelindiginde, 6grencilerin de Ingilizceye kars ilgilerinin artacagim diisiiniiyorum 8. Siniflarin digindaki
siniflarda égrencilerin Ingilizceye yénelik ilgilerini ve Ingilizce 6gretmenlerine karsi tutumlarinin daha
olumlu oldugunu gériiyorum. Mesela simdi ilkokullar ¢ikt, ilkokullar da ilgili. Ogretmen bu anlamda
hazir olmali, yeterli olmali, ¢cocuklarin seviyesine inebilmeli, Ingilizceyi sevdirebilecek etkinlikler
diizenlemeli, cocuklarin hogsuna gidecek, dersi daha aktif hale getirebilecek bir takim hazirliklar icinde
olmali diye diigiiniiyorum.

Basarih bir ingilizce 63retmeninin karakteristik ozellikleri sizce nelerdir?

Osrencilerden gelen olumlu tepkiler ve dgrencilerin égretmene olan ilgileri bir Ingilizce Ggretmenin
basarili olduguna dair ipuclanidir. Ogretmen iyi bir izlenim biraktiysa, ¢ocuklar teneffiiste bile
ogretmenleri ile Ingilizce konusmaya calisir, selamlasmaya ¢alisir. Onun haricinde simfa girdigimizde
ogretmenin panolarda paylastigi etkinlikler ve kullandigi materyaller ogretmenle ilgili ilk etapta bizim
bakis agimizi etkileyen seyler. Belki artik cep telefonunu bile diyaloglarda kullanan 6gretmenleri zaman
zaman gorebiliyoruz. Her simifta artik projeksiyon var. Iletisim araclarini kullanan, interneti kullanan
Ingilizce 6gretmenleri bizim dikkatimizi daha ¢ok cekiyor.

Okulunuzdaki yeni mezun Ingilizce 6gretmenlerini yeterli buluyor musunuz?

Buradakiler geng ogretmenler, daha meslege yeni baslamis olanlar. Calistigim 6gretmenler bolge
itibariyle genelde geng ve stajyerler. Yeterlilik anlaminda ben kendilerini yeterli buluyorum,
liniversiteden hazir ve donanimli olarak geliyorlar. Mesela iki Ingilizce 6gretmenimiz de geng olmalar:
hasebi ile daha heyecanlilar. Ben olumlu buluyorum ve Ingilizce 6gretmenlerini her noktada yeterli
gortiyorum.

Ben sunu da paylasayim, bir Ingilizce 6gretmenim vardi, ODTU mezunuydu, Fizik Béliimii mezunuydu
ama Ingilizce 6gretmeni olarak atanmisti. O zaman ben kdyde ¢alistyordum ve bu ogretmen koyde
calismasim kéy icin bir lituf olarak goriiyordu. Onun i¢in ¢ok da gerek yoktu; ciinkii bu paraya
calisiimazdi. Ama potansiyeline baktigimiz zaman ¢ok kapasiteli, iiniversite sinavinda belki de derece
yapnustt ama 6grencilere aktardiklart yetersizdi. O yiizden bir ogretmenin ¢ok donamimli olmast
yetmiyor. Onemli olan ogretmenin dersi iyi aktarabilmesi ve dersi simifta iyi pazarlayabilmesidir.
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Okulunuzdaki yeni mezun Ingilizce 6gretmenlerini verimli buluyor musunuz?
Cok net ve kesin ¢izgilerle bir sey diyemeyecegim ama olumsuz ¢ok bir sey gormedim ben.
Bu 6gretmenlerin daha ¢ok verimli oldugu alanlar ve daha az verimli olduklar1 alanlar nelerdir?

Bir kere bizim Ogretmenlerimiz daha yeni basladilar, %100 tecriibe ¢ok énemli. Ozellikle iletisim
noktalarinda zamanla bir seyler oturacak dive diisiiniivorum. Ogrencilerle iletisimi ve derse hakimiyeti
gelisecek husular arasinda. Mesela, ilkokulda Ingilizce derslerine giren arkadasimiz daha yeni 2-3 ay
once meslege bagsladi, otorite kurmada zorlandigini gozlemliyorum. Bu zamanla kazamilacak bir
yetenek. Swifin kendi sinif 6gretmeni derse girdigi zaman siniftan herhangi bir ses gelmiyor ama o
ogretmenimiz girdigi zaman ogrencilerin hepsi ayakta oluyorlar. Bu égretmenimizin u tip otorite kurma
konusunda zorluk c¢ektigini gozlemliyorum. Ders anlatimi ile ilgili zamanla gelistirecegi noktalar
olacak. Mesela daha énce atanan ve ortaokullarda Ingilizce derslerine giren 6gretmenimin giinbegiin
kendisini gelistirdigini gozlemliyorum, c¢iinkii o da denemeler yapiyor, bazen denemelerin neticesini
olumlu gériiyor, olumsuz oldugunda da kendini yenilemek durumunda kaliyor. Yeni olmalart hasebi ile
ben de eksikliklerini goériiyorum. Ama bunlart gayretleri, samimiyetleri ve sonra meslege olan
baghiliklart ile asacaklarin diigiiniiyorum.

Yeni mezun Ingilizce 6gretmenlerinin siniflarini gézlemliyor musunuz?

Iki ya da ii¢ defa oldu mu bilmiyorum. Ben derse girecegim zamanlari séyledim. Bu nedenle ¢ok objektif
bir degerlendirme oldu diyemem; ¢iinkii ben dersi gozlemledigimde ¢ok daha aktif ders islediler. Gozlem
derslerinde ogretmenlerimiz materyaller getirmislerdi. Mesela birinde kuklalar vardi ve kuklalar:
konugsturuyorlardi. Bu anlamda giizeldi.

Bir Ingilizce 63retmeni mezuniyetten sonra verimliligini arttirmak ve kendi mesleki gelisimini
siirdiirmek icin sizce neler yapmah?

Yeni gelismeleri takip etmeli diyecegim ama artik iletisim caginda artik herkes bunlari yapiyor.
Osrencilerin iizerinde farkindalik olusturabilecek bir 6gretmen modeli cizmeye gayret gostermeli.
Bununlar beraber ders anlatimlariyla ilgili bazi tutumlar gelistirebilmeliler, siirekli arayis icinde
olmalilar, kendilerini yenilemeliler, kendi ziimreleri ile iyi iletisim icerisinde olmalilar, birbirlerini
olumlu anlamda desteklemeliler,; ¢iinkii bu okulda iki kisi olmalari arti bir ozellik, belki ayni ders
gruplarina girseler rekabeti de %100 arttirirlar. En énemlisi de ogrenciye Ingilizceyi sevdirebilecek,
ogrenciyi etkileyebilecek ¢alismalar icinde olmalilar. Ozellikle Ingilizce ¢ocuklara farkl gelen bir
derstir. Dolayisiyla dersi sevdirebilmenin ve daha farkli ders anlatabilmenin yolu olmali diye
diistiniiyorum. Maalesef meslekte sadece Ingilizce dersine giren 6gretmenler icin degil tiim diger brans
ogretmenleri icin de gegerli olan sey mesleki ¢ok kisa siire icinde tiikeniyor sevgili hocam. Maalesef
stajyerlik kalktigi zaman artik her sey oldu deniliyor, ondan sonra meslekte rutinlesme basliyor, isin
maddi yoniinii biraz daha fazla diigiiniiliiyor, dersin bos giinleri hesaplaniyor, ek ders meseleleri biraz
daha fazla onemsemeye bashyor. Bunlar genel sikintilar, sadece Ingilizceye ait sikintilar degil.
Verimliligi artirmak icin 6gretmen evde ¢alismali, en onemlisi de o heyecamimi yitirmemeli, vicdani
sorumlulugu olan bir meslegi yaptigimizi hi¢bir zaman unutmamali. Aman miidiir ne der, aman birileri
ne der gibi diisiincelerden ziyade bizim isimiz bu, olmasi gerekenler nelerdir, neler yapmalyyim gibi
sorular sormali kendine. Belirli araliklarla ben neredeyim diye kendini sorgulamali. Sunu da belirtmem
gerekir ki bizim de bir diinya goriistimiiz var, 6gretmenlerin de bize yansittiklart diigiinceleri var.
Maalesef, okullarda hi¢cbir ideolojik saplantiya girmeden, kendi on yargilarini hi¢ hesaba katmadan,
bunlarin hi¢hbirini 6nemsemeden, icten ¢alisan, samimi olan, o heyecanint yitirmeyen ogretmenler ¢ok
az ve bu insanlar fark etmek ¢ok kolay. Biz de bunu hissediyoruz, 6gretmenlerin rengine bakmadan,
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diisiinsel ya da fikirsel rengine bakmadan ¢ok rahat o samimiyetini gordiigiimiiz zaman bizim de ¢ok
hosumuza gidiyor ve okulumuz adina, ¢cocuklarimiz adina mutlu oluyoruz.

Sizce stajyerlik siireci nasil verimli hale getirilebilir?

Bunda sanirim okul idaresine daha biiyiik bir yiik diisiiyor. Ben ki her hafta 1-2 saat gelin idarede
birlikte calisalim, fikirlerimizi paylagsalim desem, emin olun bu uygulama stajyer ogretmenlerimizin hi¢
hosuna gitmeyecek. Biz yapsak, diger okulda boyle bir sey yok hocam, siz niye boyle farkl seyler
ctkaryorsunuz diyecekler. Kurallar konulmadan bir seyler yapmak bazen antipatik de olabiliyor. O
yiizden genelde ¢ok ihtiya¢ duyuldugunda bir seyleri anlatmak yoluna gidiyoruz. Okullarda seminer
zamani, konu paylasimlar: ve yapilmas: gereken sunumlar ogretmenlerin pek hosuna gitmiyor. Okul
bitmis, bu vakitten sonra sunum da olmaz deniliyor.

Problem sizce sistemde mi 6@retmenlerde mi?

Ogretmenlerin bakis agisinda bir problem var, bu tiir uygulamalar ¢cok hoslarina gitmiyor, o anlamda
ihtiva¢ hissetmiyorlar. Ben idareci olarak o ortamda bulundugum zaman biraz zoraki de olsa
seminerleri dinliyorlar ama siirekli orada bulunamadigimdan dolayt heyecan kayboluyor diye
diigtiniiyorum.

Stajyerlerle ilgili daha fazla neler yapilabilir? Stajyer 6gretmen okul idaresi ve danigman ogretmeni ile
daha fazla zaman gegirmeli. Stajyer ogretmenin daha fazla 6grenmeye ihtiyaci var. Bu yiizden kendini
gelistirmeye agik olmali, sormali ve sorgulamali diye diigiiniiyorum. Stajyer ogretmenim bana gelse ve
bir sey sorsa, ben saatlerce anlatirim ve kesinlikle hocam sen de ¢ok soruyorsun diye diisiinmem. Zaten
artik internet, iletisim cagindayiz ve cep telefonlarina bile yonetmeligi indirebiliyoruz, kendini bu
konuda zamanla gelistirebilir. Stajyerlerimiz mesleki anlamda biraz daha heyecanli olsalar belki diger
ogretmenlerimize de gerek materyal kullanimiyla, gerek ders anlatim yontemleriyle 1sik tutarlar. Yeni
mezun olduklarindan dolay: belki farkli seyleri ve farkli paylasimlar: olacaktir.

Stajyerlerle ilgili bugiinkii olani da ben ¢ok saglikli bulmuyorum. Sinavdan ziyade performans kriterleri
benimsense, biz de aday 6gretmenleri siniflandirsak, ayda bir veya iki ayda bir kontrol etsek, kendilerine
onerilerde bulunsak daha faydali olabilir, ama bunu bir mecburiyet olarak éniimiize koysalar daha iyi
olur. Ogretmen adayina sinavi gecemezsen seklinde degil oneriler seklinde yaklagimlar daha fazla
gelistirmeyi netice verebilir. Aylik denetimlerin igine kitap takibi de konabilir. Kontrol anlaminda
okunulanlarin paylasilmasi bence daha mantikly olabilir. Su miilakattan en az su puant alirsan su sinava
katilma hakkin var ve miilakata katilamazsan soyle olur gibi sinav odakli uygulamalardan bence
vazgecilmeli; ¢iinkii KPSS sinavini kazanip atanmak da kolay degil. Bu sinavi kazanmis ogretmenin
oniine tekrar sinav koymak, sinavdan su puani alman gerekiyor demek bence yanls. Ustelik Tiirkiye’de
egitim fakiiltelerinden mezun olup, KPSS sinavini gegerek ¢ok zor sartlar altinda atanmis bir 6gretmene
hala bu tiir sinav baskist uygulamak bana biraz yanhg gibi geliyor. Bunun yerine performans kriterleri
konulmali, danisman 6gretmenin takip edecegi sekilde aylik takip sistemi bence daha mantikli olabilir.

Okulunuzda uygulanan stajyerlik programindan memnun musunuz?

Bizim damigman ogretmenlerimiz var ama ¢ogu sadece prosediirii yerine getiriyor, ¢ok da saglikl
olmuyor. Performans kriterlerinin ¢ok saglikli oldugunu diisiinmiiyorum. Daha az dnce 6gretmen
adaylart ile ilgili degerlendirme sonuglarimi gonderdik. Carsamba giinii miifettis bey denetim igin
gelecek. Carsamba giinii 6gretmeni nasil teftis edecek? Ogrenci gelmez ki. Hangi simifa gireceksin, nasil
gozlemleyeceksin? Her seyin uygulamasi olmali ki onun iizerine gelistirilebilsin. Bugiin boyle bir
yontem deniyorlar, ama bunun ne kadar siirecegini bilemem. Onceki sistem nasildi? O da ¢ok faydali
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degildi. Bence 6gretmen bir sene boyunca kendini yetistirsin, acemiligini atsin, onu gézlemledikten
sonra da gerisine ¢ok gerek yok.

Stajyer Ingilizce 6gretmenleri ilk yillarinda ne tiir zorluklar, problemler yasiyorlar?

Bizim okulda olanlar icin, suiflardaki zorluklar: genel zorluklar. Bizim stajyer ogretmenler adina
soylilyorum bu okulda daha rahat bir ortamda kariyerlerine bagsladilar; ¢iinkii siiflarda onlar
zorlayacak, yoracak ¢ok fazla ogrenci yoktu ve ogretmenlerin ve idarenin onlara karsi yaklagimlari
olumluydu. O yiizden bizim 6gretmenlerimiz biraz daha sanslilar. Mesela ilk geldiklerinde ev problemi
yasadilar, yardimct olduk ve bulundu. Simdi stajyerlerimiz yine ev degistirme telasinda, ikisi de ayni
eve ¢tkma gayreti icindeler, okula daha yakin bir yerden ev bulmak istiyorlar. Caliyma hayatinin
icerisine girmek apayrt bir sey, sevgili hocam, dgrencilikten bir diizenin igine girmek, sabah kalkmak,
sorumluluklarimin olmasi, onlara alismak da onlar acisindan kesinlikle zordur. Ben kendi adima bunu
onemserim ve ozellikle meslege yeni baslamis bir ogretmene olumlu yaklagirim, onun heyecanini ve
bakis agisint ytkmamaya ¢alistrim. Bu okula gelirken kendilerini mutlu hissetmelerini isterim ve ben
kendi adima destek oldugumu diisiiniiyorum. Hosuna gitsin okul, beni goriince ¢ekinmesin, biz de
yardimct olalim. Yiizde yiiz zorluklar yasiyorlar, ozel hayatlart isin igine girebiliyor, ¢calisma hayatinin
zorluklart en basta zor geliyor. Mesela ornek vereyim, ben tiniversitedeyken yazlar: firsat bulduk¢a
soguk demirde ¢alisirdim, demirciydik yani. Oysa demir viicutla ve bedeni yapilan zor bir istir. Cok zor
bir is oldugunu diigiiniirdiim. Ogretmenlige basladim zaman aksam eve geldigimde kendimi bitik
hissederdim. Bu birilerine komik gelebilir ama ozellikle ilk zamanlarda kendimi ¢ok yorgun
hissediyordum. Ben diger isi zor saniyordum, ama bu taraf daha farklymis. Bunu bizden biri anlar,
disardan birine anlatsan aksama kadar okulda oturuyorsun, bu iste ne zorluk var diyebilir.

Universitedeki programin yeni yetisen Ingilizce o6gretmenlerinin yeterliliklerine ve
verimliliklerine sizce etkisi nedir?

Mukayese yaptigimizda diger egitim fakiiltelerinin boliimleri ile benzerlikler var. Uygulamalar, stajlar
ve gozlemler biraz soyut kalmiyor mu? Ben kendi hayatimdan ornek vereyim, staja giderdik, ogretmenlik
bize ¢ok soyut gelirdi, algilayamiyorduk. Okula geldigimizde yasanilan hayat ¢ok daha farklidir. Biitiin
branglart  diigiindiigiim zaman simdilik ¢ok fazla sikinti  gozlemlemiyorum, gelen Ingilizce
ogretmenlerinde de bu anlamda bir eksiklik gérmiiyorum. Ogretmenlik herhalde meslegin ve hayatin
icine girince d6grenilecek bir sey, ve ilk ii¢ yildan sonra her sey yerli yerine oturacaktir. Ben programin
cok fazla eksikligi oldugunu diisiinmiiyorum. Belki biraz daha bazi seyler soyut gegiliyor, ama bu herkes
icin gecerli, sadece Ingilizce bransina ait degil. Peki, okullara gitme, yani staj uygulamasi arttirilsa bir
seyler degisir mi? Olabilir.

Ingilizce 6gretmenleri daha iyi bir nitelik icin sizce nasil bir egitime tabi tutulmalari gerekir?

Siz de duymussunuzdur bir veya iki sene énce Doguda bir ildi, bir misafir gelmis, Ingilizce
ogretmenlerini ¢agirmiglar, hichiri ¢eviri yapamamis, Kaymakam veryansin etmis, biraz da
ogretmenleri kiigiimsemis. Siz duydunuz mu bilmiyorum? Bu olay gazetelere ve internete diisti, iyi
hatirlyyorum. Okullarda neler yapilabilir bilmiyorum. Okullarda verilen egitimin biraz kagit iizerinde,
teorik kaldigini diisiiniiyorum. Bu teorilerin uygulanabilir alanlarim da tam bilmiyorum. Universite
hocalart da dahil olmak iizere biraz daha béyle tepeden bakiyorlar, ¢ok hayatin iginde, okullarin icinde,
swiflarda degiller. Sahanin iginde olup oradan bir seyler paylasmalilar. Belki biraz akademik dil,
pedagojik dil siislii gibi geliyor ama is bununla bitmiyor. O yiizden biraz daha sahamn igerisinde
olmalilar. Ben kendi zamanimdan da hatirliyyorum, hayatin i¢inde olan iiniversite hocalari da vardi,
onlarin anlattiklar bize ¢ok daha farkl gelirdi.
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Eklemek istediginiz seyler var mi1?

Biitiin mesele kiginin meslege olan sevgi, isine olan baglhiligi ve meslegine olan bakis acisi. Kisi ne
yaparsa yapsin, hangi iiniversiteden mezun olursa olsun hicbir sekilde verimli olamayabilir. Ustelik
ogrenciye bir seyler vermek aktarabilmek icin de profesér olmana gerek yok. Biraz anlatmay:
becerebildigin zaman, biraz pazarlamayr becerebildigin zaman 6gretmen olarak aslinda ¢ok seyleri
degistirebilirsin. Elbette hayatin zorluklari, kurallar, haklar, belirli bir zaman igerisinde insanlar
duraganlastirtyor, o samimiyet ve o idealin oniine gegiyor. Okullarda en ¢ok gozlemledigim sey ki bu
Ingilizce ogretmenleri icin de gegerli, 6gretmen iyi olunca ve biraz da gayretli olunca hemen
yaftalaniyor, basimiza is mi ¢ikaryorsun, dur durdugun yerde, icat ¢ikarma gibi reaksiyonlarla
karsilasiyor. Belli bir zaman sonra égretmen odalarinda konusulan olumsuzluklar, uygulamalardaki
eksiklikler ve yanhighiklar herkese yansiyor. Ondan sonra ister istemez ben yapiyorum digeri yapmiyor
ama o da ben de ayni parayr aliyorum gibi kiyaslamalar yapilyyor. Maalesef o idealizm bitiyor, ama
bitmemeli, insanin polisi kendisi olmali, vicdani olmali. O vicdan varsa ¢ok sey degisiyor, 6gretmenlere
de imreniyorsunuz, ¢ok hosunuza gidiyor ve mutlu oluyorsunuz. Onlarin olumsuzluklar: hi¢ goziiniize
batmiyor. Mesela bir 6gretmen rapor aldigi zaman sorguluyorsunuz ama o aldigi zaman, o rapor
aliyorsa mutlaka bir isi vardir, sebebi vardir diye diistintiyorsunuz, ¢iinkii ona giiveniyorsunuz. Bizim
meslek biraz vicdanla yapilacak bir meslek, diger meslekler gibi degil. Hem ogrenciyi sevmelisin, hem
velileri onemsemelisin. Veli geldigi zaman kendini burada, okulda iyi hissetmeli. Bu ilgi ve alakay:
gordiigii zaman okula ¢ok daha rahat gelir ve cocuguna daha ¢ok ilgi gostermesi gerektigini hisseder.
Ben ogretmenlere veli gelip ¢cocugunun durumunu sordugunda iyi ya da kétii gibi kisa ve keskin
ifadelerle cevap vermemeleri gerektigini tavsive ediyorum. Iyinin veya kétiiniin 6lciisii nedir? Veli
geldigi zaman ¢ocugunun iyi taraflarint da soylemeli, olumsuzluklarini da soylemeli, sana inanmali ve
giivenmeli. Belki koyliidiir, senin gibi degildir, belki kendini iyi ifade edemiyor olabilir. Bu nedenle
kendini iyi hissetmeli, ogretmen velilerin gonliinii kazanmali. Bizim meslegimiz sevgi meslegi, ama
giiniimiiziin kurallar: da maddeci maalesef. Insallah iyi olur.
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Appendix H: Written Permission Obtained from the Ministry of Education

L.
MILLI EGITIM BAKANLIGI
Yenilik ve Egitim Teknolojileri Genel Miidiirliigi

Sayr : R1576613/605/978241 28/01/2015
Konu:Anket uygulama izni

CANAKKALE ONSEKIZ MART UNIVERSITESI REKTORLUGU
(Ogrenci Isleri Daire Bagkanligima )

Tgi: 23/01/2015 tarih ve 93130991-044-107 sayili yazimz

Universiteniz Egitim Bilimleri Enstitiisti Yabanci Diller Egitimi Anabilim Dal Ingiliz
Dili Egitimi Bilim Dah doktora 6grencisi olan Recep BILICAN'In "Turkiye'deki Ingilizce
Ogretmenlerinin Ilk Bes Yildaki Verimlilikleri ve Mesleki Yeterlilikleri " konulu doktora tezi
kapsaminda hazirladigi veri toplama araglarimm uygulanmasina yonelik izin talebi  Genel
Miudiirligiimiizee incelenmigtir.

Bir 6rnegi Bakanhigimizda muhafaza edilen ve uygulama esnasinda miihiirlii ve imzaly
omekten ¢ogaltilan veri toplama araglanimin, fakiiltelerin Ingiliz Dili ve Egitimi boliimiinden
mezun olup: Ankara, Izmir, Canakkale , Manisa ve Burdur illerinde gbrev yapan
ogretmenlere  goniilliilik esas olmak kaydiyla ve egitim 6gretim faaliyetlerini aksatmadan
uygulanmasina izin verilmigtir.

Bilgilerinizi ve geregini rica ederim.

Mustafa Hakan BUCUK

Bakan a.
Daire Bagkani

Ek: Veri toplama araci (dort sayfa)
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