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Bu arasgtirma iiniversitelerin hazirhk okullarinda gérev yapan Ingilizce 6gretim
gorevlilerinin stirekli mesleki gelisim calismalarini, uygulamalarini, ihtiyaglarmi ve
yasadiklar1 sorunlar1 ¢oziimlemeyi amaglamaktadir. Arastirmanin verileri Tiirkiye’de iki
farkli sehirde bulunan iki 6zel ve iki devlet liniversitelerinde ¢alismakta olan toplam 69
Ingilizce 6gretim gorevlisi, sekiz dgretmen egiticisi ve dort okul miidiirii ile yapilan yari-
yapilandirilmig goriisme teknigi ve anketler aracilifiyla toplanmistir. Veriler 2018-2019
akademik yilinda elde edilmis ve degerlendirilmistir. Arastirmanin bulgular1 6zel
tiniversitelerde yiiriitiilen mesleki gelisim faaliyetlerinin 6gretim kadrosunun ihtiyaglariyla
daha ¢ok ortiisme gosterdigini, verimlili§in ve olumlu tutumun devlet iiniversitelerine gore
daha yiiksek oldugunu kanitlamistir. Ayrica 6zel {iniversitelerdeki 6gretim gorevlilerinin
mesleki gelisime verdikleri 6nemin, beklentilerinin ve motivasyon seviyelerinin mesleki
gelisim biriminin kurulmasindan bu yana artis gosterdigi goriilmiistiir. Buna bagh olarak,
Ogretim gorevlilerinin en belirgin ihtiyaci olarak ortaya cikan égrenci motivasyonunu
arttirabilme ‘nin 6zel iiniversitelerde daha basarili oldugu dikkat ¢ekmektedir. Bununla
birlikte, devlet iniversitelerindeki Ogretim gorevlilerinin ve Ogretmen egitimcilerinin
sirekli mesleki gelisim konusunda daha az deneyimli oldugu; ancak, akademik
geemislerinin 6zel tiniversitelerde ¢aliganlara gore daha nitelikli oldugu yiiksek lisans ve
doktora caligmalariyla netlik kazanmistir. Bu basarinin asil sebebinin okulda ytiriitiilen
mesleki gelisim faaliyetlerinden degil, kisisel calismalar sayesinde ortaya ¢iktig
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saptanmigtir. Okullarda belirgin bir degerlendirme sisteminin olmayis1 sadece gozlemler,
anketler, toplantilar ve 6grenci basar1 seviyesinin baz alinarak faaliyetlerin verimliliginin
degerlendirilmesi dikkat ¢eken bir bulgudur. Miidiirlerin akademik personelin motivasyon
seviyesini daima yliksek tutmaya calismasi ve 08retmen egitimcilerinin niteliklerini 6n
plana ¢ikarmalari, okullardaki mesleki gelisim etkinliklerine verilen dnemi agiklamaktadir.
Devlet tliniversitelerinde maliyet ve zaman biiyiik bir sorun teskil ettiginden yeterli sayida
faaliyet yapilamamaktadir. Ozel iiniversitelerde ise faaliyetlerin daha sik yapilma
imkaninin olusu, ancak is yiikii sorunun mevcudiyeti miidiirler tarafindan ifade edilmistir.
Ogretim gorevlilerinin dncelikle acil ihtiyaglarmin tespit edilmesi, personel profilinin iyi
taninmasi, mesleki gelisim etkinliklerinin  sinirlariin ~ genisletilmesi, hedeflerin
belirlenmesi, programme igeriginin personel beklentilerine uygunlugu gibi Oneriler ve
etkin bulunan uygulamalarin 1s181nda, ¢alismanin sonunda yeni bir mesleki gelisim modeli
Onerilmistir.

Anahtar Soézciikler : Siirekli Mesleki Gelisim, Ingilizce Ogretim Gorevlisi, Yabanci Diller
Yiiksek Okulu, Ogretmen Egitimi

Sayfa Adedi :315

Danigman : Profesor Doktor Gonca Yangin Eksi
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ABSTRACT

This study seeks to explore professional development needs, practices, and challenges of
English language instructors who work at School of Foreign Languages of universities in
Turkey. Data were gathered from 69 English language instructors, eight teacher trainers
and four directors of two state and two foundation universities through semi-structured
interviews, questionnaires in 2018-2019 academic year. The results demonstrated that
professional development activities at foundation universities were more productive, and
parallel to instructors’ needs, thus academic staff had more positive attitude to professional
development process than at state universities. In addition, it has been suggested that they
respected to continuing professional development unit since it was founded in accordance
with their regard, expectations and motivations. As a result, the most immediate needs
among instructors, increasing students’ motivation, was indicated to be better at foundation
universities. It was found out that English language instructors and teacher trainers at state
universities were less experienced; however, they had a more qualified educational
background with their M.A. and PhD degrees. Nevertheless, their success was due to their
personal attempts, and studies rather than professional development events in schools.
Furthermore, only questionnaires, observations, meetings, and students’ achievement rate
constituted the bases of assessing the productivity of the programme and events. The
directors in this study were conscientious to professional development activities in schools
when their attempts to increase motivation level among instructors, and improve the
qualities of teacher trainers were noticed. Funding and schedule were great challenges
encountered at state universities, whereas, despite the frequency of events, the workload
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seemed to be the biggest difficulty at foundation universities. By regarding the suggestions
and practices, such as learning the immediate needs of instructors, identifying their profiles
well, maintaining programmes with international credibility, specifying long and short
term goals, revealing the similarities between the content and the expectations of
instructors, a new professional development model was presented at the end of the study.

Key Words : Continuing Professional Development, English Language Instructors,
Schools of Foreign Languages, Language Teacher Education.
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CHAPTER1

INTRODUCTION

This chapter supplies background knowledge about the study. After the significance of the

study, the problem is defined and, aims and research questions are presented.

1.1. Background to the Study

Compared to the past, today in foreign language teaching, some of the most outstanding
and researched subjects are about English as a Foreign Language (EFL), Intercultural
Communicative Competence (ICC), Information and Communications Technology (ICT),
and second language teacher education (SLTE) based on constructivism. These new
interests are correlated with beliefs in language teacher education as well as teachers’
cognition. In short, they demand changing pedagogical priorities in English Language
Teaching (ELT). Thus, being knowledgeable about teachers’ feelings (beliefs, perceptions,
self-reflections, their expectations and expectancies from them), practices, experience or
length of service bears importance. In accordance with this aim, Continuing Professional
Development (CPD) events and in-service trainings at universities should be held regularly
for instructors to explore, evaluate, and enlighten themselves in their teaching professions

(Korkmazgil, 2015; Lalitha, 2005; Raza, 2010).

There is a criticism towards teachers due to low achievement levels of students, failing to
keep up with fast technologic evolution in learning and teaching, incompetency at
methodology and managing multicultural classes (Zoubi & Younes, 2015). Thus, the
global judgment of “traditional teacher” is to be reviewed. At that point, CPD, an umbrella
term, steps in and covers any kind of academic attempts of teachers. The real impetus
behind the advance of CPD is SLTE with its internal and instructional practices indeed.
Self-actualization and lifelong learning via critical thinking, language awareness,

reflectivity and the organizations can be exemplified for internal and instructional practices
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of SLTE. Furthermore, globalization (Canagarajah, 2006) or English as a Lingua Franca
(ELF), and international communication have external pressures on SLTE as is seen in The
Common European Framework (Richards, 2008). After the unity of those factors, teacher
identity, knowledge about language, critical pedagogy and co-teaching, and the field of

reflective teaching can easily be distinguished among other elements to arrive at CPD.

Similar to CPD activities, such as pre-service, in-service training (INSET), further
education, vocational training (Kog, 2016, p.455), and Special Interest Groups (SIG),
Trainers’ Professional Learning and Unlimited Sharing (T-Plus) is also an attempt to
welcome new trainees and teacher trainers every year to keep up with recent trends in ELT
in Turkey. Its founders define the mission as the development of teacher education and in-
service professional learning within university sector language programmes through
collaboration and open exchange of practice (Dikilitas & Giin, 2016). Parallel with this
aim, schools of foreign languages in Turkey are expected to follow and take part actively

in T-plus events.

Another motive behind the popularity of CPD is the desire of English language teachers’
being called as good teachers. Even though they try to do their best, they may sometimes
fail to reach success. When they search for their failures, their hesitance about what route
to follow, and the gap between the necessities of the course programme and their own
needs come out as the main issue (Arikan, 2006). Therefore, it is now commonplace for
teacher trainers to deal mostly with instructors’ goals, plans, teaching tools or materials
and their immediate needs (Borg, 2015). This is primarily because of the requirements of
sociocultural theories, and identity formation (Lantolf, 2001). It means teachers still keep
on learning during their teaching experience and improve their creativity in their lives or in
social contexts. Then, they can gain the confidence of how best to teach even in different

cultural classes (Korkmazgil & Seferoglu, 2013).

Another sense of labelling immediate needs in the centre of CPD demands to review the
early days of professional development (PD) practices. As Yilmaz (2015) states clearly, for
about 15 years there has been departments at universities and induction programmes, such
as organising workshops, projects under the name of continuous professional and
continuous personal development units to introduce the system to the novice instructors.
Yet, as will be handled in literature review chapter, having teacher training unit changed to
CPD, the real expectation would be to provide autonomous learning occasions to

instructors in line with their needs in a dynamic process. One possible way to see their
2



performances or changes would be probable via action research, reflective practices, such
as peer observations, interviews, journal keeping, questionnaires, videos or surveys (Giin,
2015). That is why; these hearten instructors to be critical reflectioners, and to be involved

in CPD practices.

Considering this, the current study particularly addresses exploring instructors’ perceived
and expressed needs, and accordingly, evaluating CPD units in terms of their functioning,
trainings at four universities’ foreign language schools in Turkey to see their functionality,

and offer a new model in accordance with the best practices in two contexts.

1.2. Significance of the Study

There is a strong relationship between pre-service teacher education and in-service
trainings (Aydm, 2016; Oztiirk, 2017). Nonetheless, regardless of the effort spent in pre-
service education, the incompetency of teachers has been criticized at times
(Biiyiikkantarcioglu, 2004). Likewise, Celik, Cepni and Ilyas (2013) remarked that though
instructors have the awareness of professional improvement, and appreciate the value of
CPD in their academic lives, they could not associate CPD activities with their teaching
methods, which verifies that the problem originates from undergraduate degree, and still
carries its adverse effects on instructors at work. Thus, teacher trainers and researchers are

supposed to pay close attention to in-service trainings to make up the deficiency.

Nearly all universities in Turkey have school of foreign languages to give basic English
language education to students who are enrolled in English as a Medium of Instruction
(EMI) programmes (Kiligkaya, 2006). Thus, the better the instructors are in their field, the
higher achievement the students will be. This can only be reached via teacher education
and continuing trainings for instructors; otherwise they cannot be aware of the last,
common trends in ELT, and do not adapt them to their own classes. Although teacher
trainers adapt or adopt current trends for their instructors and organize trainings, the results
of the studies do not seem to demonstrate a huge difference when pre and post
interventions are compared, which arouses suspicion to the impact of programmes. For
instance, Celik, Macianskiené¢ and Aytin (2013) set against the efficiency of Turkish and
Lithuanian instructors’ PD programmes, and find out the divergence among the Turkish
with regard to their experience, and workloads. In addition, according to the research by
the British Council and Economic Policy Research Foundation of Turkey (TEPAV) on 350

instructors who have differentiating year of experience at Higher Education Institutions
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(HEI), Parry (2015) points out that 20 per cent of Turkish universities conduct CPD with
no impact. Though 81.7 % of instructors attended CPD events at universities in 2014, these
programmes could not be proved to be matched with the instructors’ needs and

expectancies, hence they have either been neglected or regarded inconvenient.

Different than the reports above, there are some works which indicate the benefits of CPD,
and target to reveal the inoperative points as well. To start with, Yurtsever (2013) wants to
pinpoint instructors’ characteristics at Akdeniz University in addition to some other state
universities in Turkey, and their PD preferences. She finalizes that impact of CPD events
on instructors has decreased because of their compulsory, inflexible and non-autonomous
nature, which hinders instructors to choose an appropriate CPD event matching their needs
or experience. As a solution, similar to Arikan (2004) and Borg (2015), she highlights the
significance of group work among each stakeholder. While informing about the
noteworthiness of needs, the analysis by Eksi and Aydin (2013) about the correlation
between the length of service and instructors’ perceptions about CPD events to guess their
PD concerns will also aid to emphasize it. According to the results of a performance at a
state university in Istanbul, the greatest demands among instructors have been
technological applications and methodology in ELT. That is why; they could vividly give
the evidence of a linear connection with the length of service and predicting PD needs.
Identically, Sahin (2006) has completed her dissertation working not only on instructors
but teacher trainers, chairpersons, and students at Middle East Technical University via
Kirkpatrick’s (1998) evaluation programme. In the end, she summarizes the findings by
stating the incongruity of this evaluation type and CPD technique in spite of overlapping
expectancies of the instructors and the programme. Yet, she lists reasonable implications
by underlining the disregarded matters, such as running a detailed needs analysis of
instructors before the programme, lack of guidance by teacher trainers to instructors at
some steps of the programme, heavy burdens of instructors, the small number of
workshops for instructors to achieve their goals, and the need of regular staff meetings in
order to explain the musts of in-service trainings. Furthermore, Sentuna (2002) organizes a
wide range of reflections at 18 state universities in Turkey to learn the interests of
instructors, and to see whether in-service training programmes (INSET) address their
objectives or they have other hopes and expectations from this system. As opposed to
popular belief as Sentuna cites, instructors have been reported to be quite satisfied with

INSET courses, and waiting for the new sessions about motivation, language awareness,
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methodology or teaching skills despite the difference between the willingness of novice

instructors and the experienced ones.

About another state university-based CPD practice at Osmangazi University, School of
Foreign Languages, Arikan (2002) clarifies that as an alternative method of CPD, Teacher
Study Group (TSG) established to discover instructors’ interests and needs, instructional
problems and to offer solutions has been attested to be a form of collaborative professional
development opportunity for instructors. In other words, when CPD events could not be
handled at university, TSG can be life saver to keep development. Last of all, Alan’s
(2003) exploration about novice teachers’ perceptions of INSET signalizes positive
perceptions of participants especially about testing, and classroom management. Moreover,

he stresses this innovation to contextualize knowledge for future participations.

Having investigated CPD facilities presented to instructors at some Turkish state
universities, it is worth examining the case in (private) foundation universities in Turkey.
Giltekin (2007) expresses how crucial INSET is in terms of updating instructors’
knowledge, and releasing lack in PD like teaching to unique student groups in different
contexts or settings. But, unlike other views above, experienced teachers particularly
showed interest in the sessions of teaching skills, which documents the reality that they are
constantly empowered to refresh themselves dissimilar to the ones at state universities. In a
similar vein, by touching on the renewal issue, Er, Ulgii and Sar1 (2013) search for the
efficiency of in-service programmes and its contributions to instructors’ career progress in
Turkish Air Force Academy in the authority of the Ministry of Defence. Being opposed to
one-shot programmes to all institutes, they designed a stage-based training depending on
teachers’ professional maturity levels, and it covered a constructivist design, needs
analysis, teaming classroom and content teachers as well as top-down to bottom-up teacher
training strategies. To that end, they have produced a model by keeping teachers’ beliefs,
preferences, and specific needs of both school and instructors to be relevant to all teachers

in other authorities, too.

This paper contemplates to make contributions to research studies by regarding the

suggestions and practices about CPD, such as learning the immediate needs of instructors,

identifying their profiles, specifying long and short term goals, revealing the similarities

between the content and the expectations of instructors, and finally offering a new

professional development model to schools of foreign languages. This is because there are

few if any studies (Bakioglu & Hacifazlioglu, 2007) which directly analyse CPD training
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programmes offered to the instructors both at state and foundation universities, which is a

gap in literature.

1.3. Statement of the Problem

After their graduation, novice teachers and instructors ought to pursue educational
amendments which are replaced in view of recent trends at least in every ten years. In other
words, there cannot be any acceptance to the sense of: “I have graduated, and I am an
English teacher now. I do not need any further assistance to teach”. Hence, the
qualifications, academic values of teachers come into prominence. Though T-plus events
are frequently arranged by both foundation universities and state universities, the latter
may not manage attracting their instructors in order to better themselves or keep up with
the recent trends in ELT. As Coskuner (2001) mentions, this must be related with their
mismatching needs, lack of financial support or the number of training sessions. Another
reason could be about the fear of teachers who do not have enough courage to share their
knowledge with other colleagues or allow them to observe their lessons, which may result
in being “labelled”. Likewise, at foundation universities, it can even lead instructors to lose
their jobs or to be graded. The other likely ground is clearly the burden of these trainings
from their perspectives. Under that circumstance, a detailed analysis is needed to compare
English language instructors at state and foundation universities in the light of the length of
service (experience), level of education, their immediate needs and expectations with the

inquiry of their beliefs and perceptions.

One of the universities that research will be done, Atilim University (AU) is a foundation
university founded in 1996 in Ankara. The second one is izmir University of Economics
(IUE) which is the first foundation university in Aegean Region, izmir. IUE comes
forward with its outstanding labour in PD activities like hosting T-plus participants in
2012, being a permanent member of T-plus events and English Language Teacher
Education Research (ELTER) besides actively taking part in it, and arranging ICETR 2016
"Educational Theory and Research" conference. Similar to AU, IUE has teacher
development unit with workshops, in trainer-led, teacher-led, trainer/teacher jointly led or
presented by guest speakers’ forms, and seminars held annually in each academic year. It
also organizes Certificate in Teaching English to Speakers of Other Languages (CELTA),
Diploma in Teaching English to Speakers of Other Languages (DELTA) courses for



teacher trainers’ professional learning confirming the quality of foreign language education

in Europe.

Over and above, IUE is accredited by Evaluation and Accreditation of Quality Language
Services (EAQUALS). It was established in 1991 in order to consult Council of Europe
about language teaching policy, thus it has formed cooperation with a number of
international organisations pioneer in majoring the field of education. Furthermore,
relevant to its mission, it has regulated global education and maintained inquiries about
curriculum, teacher training, assessment and evaluation, school management (Uygun,
2013). Still, only at school of foreign languages of Izmir University of Economics, Isik
University and Ozyegin University, apart from some other K-12 private schools, students
and teachers could get benefit from EAQUALS in Turkey. Therefore, in this study, the
profit of EAQUALS at Izmir University of Economics on instructors and teacher trainers is

also handled to find out the level of its instrumentality.

1.4. Setting of the Study

Two state universities, Gazi University and Ankara University, which are both old and
well-known academies in Ankara-Turkey, have also in-service training units for their
instructors. Nevertheless, so as to compare the opportunities of instructors working at state
and foundation universities in different parts of Turkey, to examine the practicality of their
trainings, to reveal the impact of their in-service practices on their instructors, and to gain
insight into their problems about this training, it would be sensible to sort universities out

in a well-planned analysis.

As it is to illuminate the programmes from several aspects, in the end, the research will
also assist to update former programmes, and present invaluable suggestions after four
universities are compared regarding the differences in functionality or process, and offer

more relevant programmes to the instructors.

1.5. Scope and Limitations

In this study, the researcher aims to emphasize the attributions of CPD in both contexts,
check functionality of trainings, and their evaluation, then reveal problems, offer best
practises, and suggest a new model. However, it does not deal with CPD efficiency by

comparing any programmes’ before and after procedures.
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The limitation is conducting this search solely in four universities (two state and two
foundation), and generalizing the results to all universities in Turkey. Additionally, the

participants are assumed to answer all the questions sincerely.

1.6. Aim and Research Questions

The fundamental point in the design of this study is to resolve the practicality of CPD
practices on English language instructors at universities considering their experience,
educational background, beliefs, and immediate needs. It also aims to identify and
diagnose whether in-service programmes at school of foreign languages are good markers
to check the progress of instructors. From this point of view, that paper will shed light on
the answers of these questions:

1. What are the immediate needs of instructors working both at foundation and state
universities?

Do CPD needs at foundation and state universities differ?

What kind of CPD events are instructors usually involved in in their institutions?

What are the instructors’ opinions about CPD events?

Sl A

How well could novice and experienced instructors’ beliefs reflect the benefit of CPD
into their lessons?

5. How are the instructors evaluated at the end of the trainings?
6. What are the best practices in both contexts? What are their problems and what kind

of suggestions can be offered?
7. What are the standpoints of the teacher trainers and the directors about the needs,

expectations and opinions of the instructors with regard to CPD events at schools?

The research will discover CPD activities, the immediate needs, perceptions, beliefs of
academic staff and their evaluation at foundation and state universities. As a result, the
instructors, teacher trainers and directors could reflect their best practices and suggestions
about CPD quality in the end. Then will it be probable to suggest a new CPD model for

school of foreign languages to adapt.



CHAPTER II

REVIEW OF LITERATURE

This chapter, which has five segments, examines the review of literature relevant to that
study. At first, in ‘professionalism in teaching’, basic terms are described in order to
understand the scope of the research much better. Then, ‘language teacher PD and teacher
learning’ is introduced including the concepts of teacher education, teacher development,
teacher training, CPD and its delivery methods, practices in association with teacher
learning. In the second section, reflection and its importance in English language teacher
education have been referred. It has also involved ‘teacher needs and teacher development’
with the criteria of organizing and applying CPD events at universities. In addition,
teachers’ self-efficacy, beliefs, opinions, expectations, and perceptions have been
mentioned. It has been followed by PD models in ELT. In the fourth one, ELT at schools
of foreign languages in Turkey has been searched in the light of CPD activities as well as
in-service training opportunities at state and foundation universities. Finally, the evaluation
of in-service teacher training programmes at school of foreign languages with different

instrument types has been introduced.

2.1. Professionalism in Teaching

The term ‘professional’ is often uttered to portray someone who is assiduous, determined,
qualified and competent in his own field, and he can also profess well. However, to reach
this final state and to be called as professional, initially the person needs to question
oneself, reveal needs, resolve his incompetence, and step into professionalization process
(Leung, 2012). Although professionalization is worthwhile and it has been required in each
occupation, it may not go further than reaching the standards of an organization or
enhancing one’s professional status. That is an identity formation procedure for a person to
learn the ethics and values, gain confidence and to be socialized within the academic area

9



as a lifelong learning phase. Yet, when it comes to professionalism, it correlates with
devotion to the career, gaining objectivity towards work, arming oneself with skills and
knowledge to arrive at appropriate decisions, and advancing competency in a linear way
(Eitel, Kanz, & Tesche, 2000). In a similar vein, Crandall (1993) warns readers against the
confusion between these two terms, and defines professionalism as a professional practice,
on-going learning and development or being totally involved in a programme self-
motivated, whereas professionalization is just about increasing the status via certificates
and contracts. Upon analysing their differences, it can be claimed that the latter is more
comprehensive and like a buffer for the former one. Moreover, it helps ones to carry out

professional practices or gain professionalism.

‘Professionalism’ is of significance in lots of workforce, such as medicine, business, law,
economy or even in daily life. It is also a controversial issue due to the rapid changes in
politics and social area, thus it might be entitled as a hot debated topic among scholars. The
basic reason behind this notion is its interpretations which vary from one discipline to
another. It can refer to respectability, success, control or a branch of an occupation
(Demirkasimoglu, 2000). In teaching context, professionalism represents the standards to
be set and reached by teachers. When teachers are equipped with qualifications,
credentials, call themselves as one of the best at the department, and bear responsibilities in
congruence with the school, teacher professionalism comes to minds. Still, they might miss
a vital point: to what extent can they overcome difficulties, apply to their competence,

abilities and experience?

This perspective is behind the times, and it is regarded as old-fashioned by Sachs (2003).
Being a researcher who has opposed traditional judgment towards teacher professionalism,
and thus created a modern and distinguished way of thinking, Sachs clarifies two sorts of
professionalism: old professionalism and new professionalism. While the former does not
deal with the teachers’ performance thoroughly, yet it mostly focuses on self-development
by excluding themselves from the others, the latter necessitates cooperation, participation,
being open to changes, and being on the move in order to keep up with the regulations. It is
known as transformative professionalism as well, this is owing to its wide ranging

opportunity for teachers to have responsibility and reflect it to practice.

Having reviewed the fundamental basis of professionalism, and come to the point that
professionalization is one step to arrive at professionalism, it would be remarkable to touch

upon why and how a teacher could feel its necessity in his career. It also reminds different
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professionalisms among teachers. That is because some prefer holding their M.A., Ph.D.
degrees; another group solely attend seminars, conferences, certificate programmes,
whereas the others readily take part in informal activities without having their credibility.
To this end, offering them some alternatives to be proficient on the way to professionalism
will be the main point. However, if this nuance among teachers’ choices were disregarded,
they could have been forced to accomplish specific courses, special trainings, write a
dissertation or an article to be published, and to fulfil any academic work (Ginns, Kitay, &
Prosser, 2008). This might lead them to attend such kind of organizations merely to get
certificates rather than credentialing (Crandall, 1993). At that point, Crandall attaches
importance to the significance of experience, and stresses the fact that professionalism can
be best achieved through having formal education, being involved in teacher development
events, and performing it in classroom teaching practice. Similarly, Sambell, Brown,
Graham (2017) appoint how great influence the experience has on teachers on the way to
gain the conscious of self-discipline about on-going PD. This evokes an anonymous
saying: “Give a man a fish, and you feed him a day. Teach a man to fish, and you feed him

for a lifetime”.

Another subject to be dealt with professionalism in teaching is the expectations from
teachers. Majority of these programmes cover that sentence: “At the end of the course, the
participants will be competent enough to ... and proficient at...”, which gets scholars to
inquire either about the assessment, how competent they are in the end, as will be referred
in the further phases of this study or whether they overlap with the teachers’ needs. The
reason lying behind these questions is to reveal the expectations of teachers about the

programme.

Some of the matters in English Language Teaching (ELT) might primarily stem from the
deficit knowledge about professionalism in language education. The directors, policy
makers, and sometimes teachers may not be aware of the expectancies. Then, the essential
point herein seems to make them think about the changes in professionalism over years
besides the reflections of this reform into language teaching. This will also explain current
trends in teaching, such as teacher beliefs, opinions, attitudes and the values about teaching
profession (Bartels, 2005; Borg, 2012; Burns & Richards, 2009; Canagarajah, 2006;
Cummins & Davison, 2007; Freeman & Johnson, 1998; Townsend & Bates, 2007). These
trends present reflective boards (Kolb, 1984; Schon, 1994) and self-report for teachers to

understand the concept of on-going self-development, to adopt it into their performance,
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and to conduct transformative experience (Dewey, 1938; Mezirow, 1991). Therefore, it
will pave the way for revealing their failures and setting goals to be attained in parallel

with enhanced professionalism.

Performing a careful examination of professionalism in broad domain makes researchers
consider the theory behind it. According to Evans (2011), agreeing with the above listed
second language teacher educators, professionalism affects teaching and learning in every
respect; it not only modifies knowledge and feelings, but also straightens up teachers’ ways
of thinking and actions. She develops taxonomy whose elements have interconnections.
The first one, behavioural component, concerns the things that practitioners do while
working in all aspects. It concentrates on every procedure at work, and finally its
productivity to resolve achievement. The attitudinal component is about their opinions,
perceptions, beliefs, motivations, identity and values; thus this is unlike to the last element:
intellectual component. It addresses their awareness, insights and judgments. In other
words, this investigates how analytic thinkers they are, and to what extent they can use
their reasoning skills. Even though she introduces three main factors of professionalism,
some other sub-components will be remarked. She intends to signify the importance of
proceeding on a “better way” with combinations of units. Nonetheless, it could not be
covered all in one PD model. Hence, the change in behaviour through professionalism can
only be designed by multi-dimensional structures. Evans demonstrates and summarizes

that cognitive process with the figure below:
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Figure 1. The Structure of Professionalism Evans, L. (2014). Leadership for professional
development and learning: Enhancing our understanding of how teachers develop.
Cambridge Journal of Education, 44(2), 179-198.

Unlike Evans (2011, 2014), Hoyle (1980) handles deprofessionalism, and explains possible
impacts of professionalism that it may lead to. He mostly dwells on adverse effects of
professionalism and deprofessionalism, and points out the reason of deprofessionalization
as being seized with fear of losing one’s status or career, which causes the failure of
teaching service. Still, the most heated point against deprofessionalization in his debate is
the theoretical knowledge, which is keystone in professionalism and autonomy of the
practitioners. Separating academic learning from the profession means excluding teachers
from education system and involving only students to be responsible of their learning in
social environment. At that point, Hoyle denotes that there do exist a close knit between
research and theory for teachers to recall the past, and get their reflections. He underlines
his point of view with extended professionalism which makes teachers broaden their

horizon neither to feel suffocated nor restrict them solely to experience.

In short, professionalism is quite probable to be ranked as the first crucial element in the
list of Teacher Education (TE) due to the fact that it is like a pendulum which goes back
and forth between teachers and the requirements in TE. Therefore, it opens the doors for

the benefit of students who are the most important members in education system.
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2.2. CPD and Practices about Teacher Learning

2.2.1. Teacher Education, Teacher Development vs. Teacher Training

In EFL, unlike in English as a Second Language (ESL), non-native English teachers
endeavour to be proficient in language skills, and try to make up the deficiency of not
being the native speaker of target language. As well as four macro skills of language
learning, three other skills effective in English communication, such as grammar,
pronunciation and vocabulary are required from teachers to investigate, contextualize in
language and gain communicative competence. In other words, nowadays teachers are
expected to be near native English speakers or teachers than solely non-native. Although
this seems to be the only expectation from current EFL teachers: being competent in the
language they teach, in fact considerable distinctive features subsist and foster today’s EFL

teacher notion.

Among all, the first thing to address is the changing trends about teaching over years, and
the criteria teachers are labelled accordingly as successful. To correlate modern,
contemporary approaches with the teachers of today, hence a brief historical account of

language teaching education is in need.

The history of SLTE dates back to 1960s when the attempts with the fall of
Audiolingualism and Situational Language Teaching both in America and the United
Kingdom lead to Teaching English to Speakers of Other Languages (TESOL), ESL, and
EFL. EFL stems from the discussions among linguists about Second Language Teaching
(SLT), and then ends up with the initiative of Communicative Language Teaching (CLT)
(Prabhu, 1990; Richards & Rodgers, 2014). During the on-going development in TE,
Andrews and McNeill (cited in Bartels, 2005) make clear the increasing requirement of
receiving certificates in the field of teaching owing to several theories and practices for
teachers, which started debates on ‘teacher development’ versus ‘teacher training’. Head
and Taylor (1997) address that Teacher Development (TD) has the teacher ask questions of
improving himself on the way to be a better teacher, getting the pleasure of teaching at
utmost level, and helping students learn sincerely. On the contrary side, Teacher Training
(TT) is compulsory, short-term, at once and mostly conducted with supervisors. Similarly,
Freeman (1989) outlines that TE is of major importance than the other two due to its
superior position. It requires two people, the teacher himself and a teacher educator so that

the teacher could monitor the changes in his decision making process via gaining
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awareness. However, training is “a strategy for direct intervention by the collaborator, to
work on specific aspects of the teacher’s teaching” (ibid, p.39). It means being an expert in
English language by obtaining the skills for the leadership of teacher trainer and fulfilment
of the teacher.

When some facets of teaching fail to be sorted in more components, development strategy,
with integrated and holistic features, comes forward. It entails collaborators to create
awareness among teachers via reflections, practicums or critical thinking strategies. Unlike
training, mentor does not interfere, yet s/he only brings about changes even beyond the
implementation, heartens teachers to be conscientious about teaching and to find their
individual strategies. In other words, though in language teaching they both come together
and provide each one’s missing points to give the best TE, TD is concerned with teachers’
awareness, needs, interests or collaborative studies within holistic and voluntary-based

system. On the contrary, TT merely comprises practical and temporary practices, such

CELTA, DELTA courses.

Ur (1996, 1997) shows the distinction between TT and TD, and then she explains the
reasons why development is regarded as an ordinary TT technique than TD by using the

table below.

Table 1
Teacher Training versus Teacher Development

TRAINING DEVELOPMENT

Imposed from "above" Initiated by "self"

Pre-determined course structure  Structure determined through process
Not based on personal experience Based on personal experience
Externally determined syllabus ~ Syllabus determined by participants
External evaluation Self-evaluation

Input from "experts" Input from participants

Unthinking acceptance of Personal construction of knowledge

information

Cognitive, cerebral Cognitive and affective, "whole person"
Isolated Collaborative

Stresses professional skills Stresses personal development

Disempowers individual teacher Empowers individual teacher
Ur, P. (1997). Teacher training and teacher development: A dseful Dichotomy? Retrieved from: http://jalt-

publications.org/old_tlt/files/97/oct/ur.html
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Primarily, the table seems to indicate the superiority of training over development in TE.
However, after post-method era, the synergistic relationship among each agency in TE
besides Aristotle philosophy and failure of classification have influenced PD. It means
forming a relationship in which the whole is greater than the sums of its parts. On that
account, conforming to what post-method era brings, PD involves both training and

development to give a sound TE programme.

2.2.2. Language Teacher Professional Development, CPD and Its Delivery
Methods

All different terms and approaches about development stem from “change” in TE indeed.
As a result of change, TT, TD can address the need of on-going learning among educators.
Similarly, Webster-Wright (2009) deals with PD essentially in terms of how it has
progressed over years, what it has been confused with, why it is conceptualized vaguely,
and what kind of meanings it has been attached along with its update in today’s education
system. She firstly criticizes philosophical schools of thought which have been established
sophistically within specific contexts, and they have been restricted to minimum changes.
Objective epistemology and ontology which solely come back and forth between
professionals and their practices without harmonization have created vicious cycle in
development due to misconceptions. This also proves that PD, once committed to
memories as ill-defined conceptualized version, has opened a new door to incorporate
globalization through an implicit, product-oriented, standardized, compulsory framework.
Finally, Mann (2005) differentiates PD and CPD by illustrating the former as obligatory,
career focused and more restrictive than the latter which refers to gaining conscious of

teacher autonomy to be self-sufficient throughout their life-long learning.

To Filipe, Silva, Stulting, & Golnik (2014), CPD is gathered around a few questions: what
to learn, how to learn and how well one has learned. When they have been put into CPD
loop, additional four elements are to be comprised: identification of what to learn, planning
how to learn, learning and follow-ups. They all serve to initiate and advance professional

behaviours of teachers during CPD activities.
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Figure 2. CPD and its items Filipe, H. P., Silva, E. D., Stulting, A. A., & Golnik, K. C.
(2014). Continuing professional development: Best practices. Middle East African Journal
of Ophthalmology, 21(2), 134-141.

Though researchers are almost at the same point about what CPD is, they might not
negotiate on its exact definition (Crawford, 2009), and there are various comments due to
replacing needs over the years (Evans, 2002; Raza, 2010). Once, in a traditional way, as
Lalitha (2005) has categorized the changes for each decade, PD used to be referred merely
by three items: skills, knowledge and opinions until 1980s. Thus far the only aim of TE
was the success rate of children by looking at teacher proficiency, yet it completely
neglected teachers and their personal needs. It reminds us the saying of Shulman (1987)
who has criticized researchers for the definitions of TD and wrong judgements about
teachers’ knowledge base. Accordingly; expectations from teachers in terms of their
knowledge, activities, perceptions and professions are not covered in this thought. Hence,
he draws great attention to teaching as a profession instead of regarding it any one of the

developments so that he can contemplate a general view for teaching.

In 1990s when the effect of every one of the students’ skill, knowledge and opinions on
teacher performance and consequently on their success was observed via knowledge
operationalization in teaching, hence the idea of isolating teachers and all other
stakeholders from students began to weaken. Furthermore, teachers, students and schools
turned out to be a trilogy all together. Nonetheless, in spite of respecting social aspects in

teaching-learning environment, and developing a comprehensive vision, Opfer and Pedder
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(2011) state the dominancy of school accountability at that point. Due to mechanical, linear
models, the complexity of teaching learning practice has again broken out as in former

period (Phillips, 1991).

Even though PD is a multifaceted phrase covering all system constituents as a whole, it
might pave the way for a misunderstanding that teaching and learning are both intricate
scopes required to be dealt with individually. That sheds light on the divergence between
so-called complexity theory favouring investigation of each factor in isolation and complex
practices (Leinhardt, Young & Merriman, 1995) which need an in-depth and empirical
study. In the following decade, with the increase in severity of social environment and
contextual situations, teachers’ change, reorganized and process-based learning, interactive
activities between teachers and students to advance analytical thinking have come into
prominence. In a similar vein, Day (1999, p.4) presents one of the most extensive

characterizations of these days as:

It is the process by which, alone and with others, teachers review, renew and extend their
commitment as change agents to the moral purposes of teaching; and by which they
acquire and develop critically the knowledge, skills, planning and practice with children,

young people and colleagues through each phase of their teaching lives.

Day’s quotation remarks the significance of finding a common ground serving for the same
aim among all stakeholders. That is why, teachers themselves, their contentment, changes
in the performances and thoughts, not merely the students and their achievement rates have
appeared in this hybrid scheme in the new century. It correlates with Berliner’s (2001)
conclusion that as no teaching can be without learning, students’ achievements cannot be

solely grounded to visible outcomes.

2.2.3. Practices in Association with Teacher Learning

Despite elucidations, Teacher Learning (TL) in SLTE literature remains mystery to some
extent. Nevertheless, its contributions to TE in general still maintain its vitality, which
necessitates reviewing its basis. Originally, TL stems from the natural relationship between
learning and teaching. By taking it into consideration, Shulman (1987) refers teaching as a
complicated, difficult and exhausting activity that has ever invented by humankind in that
teachers are to lecture learners with different learning needs and objectives in various

contexts. In spite of its complexity, teaching is interconnected to learning in a dynamic
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way. Thus, teacher learning as a new term ought to be mentioned in order to understand

SLTE in-depth, and correlate it with CPD.

Putnam and Borko (2000) stress early stage of TL with cognitive theory which outlines the
fact that recognition is the control of items in mind. It is in contrast to situative theorists
who focus on all elements within a system at an equal rate. In other words, whereas
cognitivists emphasize individuals and personal development, situativists search for the
ways of being independent from context, which leads the way to regard learning as a social
activity. At that point, some theories come to mind. First one belongs to Dewey (1927)
who advocates the importance of social inquiry, experience and practice for knowledge to
be constructed. Another theory is from Vygotsky (1978) who has worked on socio-cultural
perspectives and practices on behalf of promoting language learning. Furthermore, Schon
(1986) has also introduced how related teachers and students or teaching and learning are
through his social process theory. To him, teachers’ knowledge or exercises prompt but do
not bring about students’ learning. In a sense, as Guskey and Yoon (2009) approach, both
teachers and students set up teaching and learning environment, which frames teachers’
thinking according to each class as well as giving chance for students to comprehend the
language. In short, teachers’ own perceptions, feelings about language teaching reverberate

into learning process.

Teaching concept majorly aims at making students think analytically though it is
interconnected to learning rules or standards as the vehicles. Nonetheless, the critical
question will be how teachers make a decision while teaching the subject. This would
demand the interests of teachers and students for their success (Woods, 1996). By
considering this, similar to Wood, Freeman and Johnson (1998) have focused on teaching
than learning with the thought that teachers can be regarded as students, and they may
undervalue how students learn. By opposing behaviourism, which solely searches how to
teach a language with product-oriented approach and a pure cognitive perspective, they ask
how they learn to teach, and so invest in future, social constructivist framework. In this
respect, Lave and Wenger (1991) emphasize learning with community of practice (CoP)
which is a socio-cultural cooperation. They have a high opinion of social learning
mechanism due to its social entity and the contributions from anthropology department.
Thus, Wenger (2010) concludes that CoP is the very beginning of analysing learning with
its mutual interaction to teaching, and it leads us to new thinking strategies. He furthers his

statement and correlates CoP needs to PD with a description that CoP creates environment
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within a social context to negotiate meaning among teachers, and helps teachers question
themselves about how they have learned to teach or advance it throughout their career.
Likewise, Opfer and Pedder (2011) define the failing point of PD as isolation of

programmes or activities from learning environment or contextually situated learning.

Based on all of the above mentioned reforms and Kolb’s (1984) theory which will be
discussed in detail in the following section, Ur (1997) creates a new diagram about optimal
TL. By considering to the extent teacher training has isolated itself from teacher reflections
within a social constructivist point of view, and cooperation has been ignored in TD, she
renews the model.

Expert Practice
Anecd ote, etc.

Concrete

Experience
Critical
Observaticn
A tive Reflective /
Expe:nrrentatm:n Obserwvation

R.esean: h.
Ex perirnent
Sbstract

Conceptualizaticon
—__ Theories,

Abstract Concepts

Figure 3. An ideal teacher learning model Ur, P. (1997). Teacher training and teacher
development: A dseful Dichotomy? Retrieved from: http://jalt-
publications.org/old _tlt/files/97/oct/ur.html

She deduces the fact that TL in reflective mode is due for profound impression after
putting previous and present experience within social environment together. Additionally,
teachers could interpret their own experience and thoughts by searching for the relation
between theory and practice, which is mostly ignored in TE (Wallace, 1995). Thus, after
raising consciousness about what they really know about their line of work and experience,
the setting will promote its holistic frame (Arikan, 2004). This can also be summarized

with a chart by Leu (2004, p.6):
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Table 2

The Comparison of Different Approaches to TL

Previous Approaches

Present Approaches

Goal is teachers who are competent in
following rigid and prescribed classroom
routines

Teachers are “trained™ to follow patterns

Passive learning model

Cascade model — large centralized workshops
or programs

“expert” driven

Goal is teachers who are reflective
practitioners who can make informed
professional choices

Teachers are prepared to be empowered
professionals

Active and participatory learning model

School-based model in which all
participants participate

Teacher facilitated (with support

materials)

Central importance of “teacher
knowledge™ and realities of classrooms

Little inclusion of “teacher knowledge™ and
realities of classrooms

Positivist base Constructivist base

Leu, E. (2004). The patterns and purposes of school-based and cluster teacher professional development
programs (EQUIP1 Working Paper No. 2). Retrieved from: www.equip123.net.docs/working p2.pdf

After stating the prominence of learning in language teaching, it is also fundamental to
examine TL practices at the core of CPD. TL in professional ground depends on language
teaching practices, time management and organizing social activities to carry out learning
in order to teach. That is why, it is pivotal to enhance not only student learning but
instruction and class exercises as well (Freeman, 2006). In the same manner, Shulman
(1987) defines teaching as the learned profession. It reveals that subject cannot be the only
thing teachers need to explain, they are also to consider inquiry-based learning to broaden
student’s horizon. Burns and Richards (2009, p.4) agree with these two scholars and

illuminate:

Teacher learning is not viewed as translating knowledge and theories into practice but
rather as constructing new knowledge and theory through participating in specific social
contexts and engaging in particular types of activities and processes. This latter type of
knowledge, sometimes called “practitioner knowledge,” is the source of teachers’ practices

and understandings.
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This citation implies that TL is in cooperation with social context. In a sense, it clarifies
that professional learning requires analytical and critical thinking with top-down and

bottom-up processes (Cumming, 2011).

Regarding PD, in the past, as Webster-Wright (2009) explains, instead of learning,
development used to be accepted as the keyword bringing people to success. The critical
role of learning in a settled mode could not appear to be resolved in research paradigm
then. Later, researchers have realized the differences among professional learning,
development, continuing education, continuous professional learning, continuing
professional learning, and development. Thus, it could have been possible to explore the
modifications of PD over years. Having gathered basic information concerning community
education, workplace learning, professional education, and PD in literature, it is possible to
arrive at the conclusion that current (continuing) professional development terminology
culminates in the prerequisites of professional learning to get efficiency of development
activities. As an example, the theory of andragogy by Knowles (1980) cannot be restricted
to adults but for all humankind. It affects workplace learning, several socio-cultural
activities to promote employees’ competence and then, it draws attention to the
communicative ways of acquisition, learning new profession. Moreover, in undergraduate
level, knowledge transfer is the route to comprehend information without making sense of
instruction together with students. Hence, development to learning, learning to professional

learning ought to be accepted as the order in reframing CPD concept.

Last of all, to emphasize learning in development process, Vermunt (2010) associates
teacher practices and TL with PD and TE theories even at the stage of developing new
teaching methods. In other words, when a new model is to be created, initially school
needs, the differences between novice and experienced teachers’ learning and PD besides
how teachers learn, and what they want to learn must be correlated with all components of
the system (Louwsa, Veenb, Meirinka, & Driel, 2017). Putnam and Borko (2000) likewise
claim that experience of teachers in particular settings increase types of knowledge in TL.

As aresult, TL is to be based on experience and teaching practice in situative aspect.

In sum, as Knight (2006) introduces, professional awareness might not be
straightforwardly clarified as the image of an iceberg. Implicit or indirect, related and pre-
determined recognition might exist under it. Then, explicit knowledge is constructed as the

only thing appearing on the surface. Owing to its multiple layers, it can be misleading for
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people to decide without considering students’ success and goals. Still, its multifaceted
interplay among agents may not always show itself on the way that is planned even though
the theory behind professionalism supports a holistic manner by regarding all factors in the
name of teacher development. Then, this necessitates other variables to be comprised in

CPD concept as is to be discussed in the rest of the study.

2.3. Reflection in English Language Teacher Education

After confirming the role of TL in TE and CPD, it is essential to touch on one of its
integral parts which is reflection. The impact of TL on CPD also appears as taking ones’
responsibility of learning knowledge to gain autonomy. Naturally, it derives from some
important theories, such as Wallace’s (1991) teacher learning model, and Kolb’s (1984)
experiential learning model. Wallace focuses on applied science, craft, and reflective
models. While the first stands for universal, non-specifically stated theories for profession,
the second one is totally correlated with imitating what head teachers do. Because of that,
it signifies how dependent he is to the teacher trainer. Only his third model, reflectivity,
can be correlated with teacher development due to teachers’ reflections and experience in

their career development steps.

Trainee’s Received
existing knowledge ] /\
conceptual A
Ghemataer [P | Practice Reflection PROFESSIONAL
mental —» comPETENCE [
constructs Y v
Experiential
knowledge B “Reflective Cycle”
Stage 1 Stage 2 GOAL
(Pre-training) (Professional education/development)

Figure 4. The reflective model of professional development Wallace, M. J. (1991).
Training foreign language teachers: A reflective approach. Cambridge: Cambridge
University.
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Figure 5. Kolb's (1984) experiential learning theory Kolb, D. (1984). Experiential
learning: Experience as the source of learning and development. Englewood Cliffs, NJ:
Prentice-Hall.

The fifth figure explains the fact that Kolb’s theory is mostly created with reflections,
conceptualizations, experiments, experience, and it has a student-driven focus. It displays
where observation and reflection are, and how assistive they are in the representation of

teachers’ learning cycle.

Basing on Kolb’s loop, Kelly (2013) illustrates a cycle of CPD programme for instructors

and teacher trainers as can be seen below.
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Figure 6. Kolb's model in CPD frame Kolb, D. (1984). Experiential learning: Experience
as the source of learning and development. Englewood Cliffs, NJ: Prentice-Hall.

The written statements in the figure are intended to highlight the significance of learning

and professional learning in that circle.
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their results show?

v
Step 3

In the light of this, what expertise, knowledge
and skills do | want to gain?

7Y 2
Step 5 Step 4
What kind of approaches would be best to How and when will | measure whether | have
gain this new professional learning been successful in gaining expertise,
{i.e. online leamning and research, peer knowledge and skills that make a difference
mentoring or observation, collaborative to my learmers?
action research, eto)?

o

1

Figure 7. Kolb's sample Kolb, D. (1984). Experiential learning: Experience as the source

of learning and development. Englewood Cliffs, NJ: Prentice-Hall.

master teacher’s expert practice

Y

academic — >  trineeleaming «———— ftrainee teacher

research A

theories and abstract concepts

observed experiment
and criticized

Figure 8. The definition of teacher training Ur, P. (1997). Teacher training and teacher
development: A dseful Dichotomy? Retrieved from: http://jalt-
publications.org/old _tlt/files/97/oct/ur.html
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Respecting to theories of Kolb and Wallace as well as the way instructor learns as shown
above, Ur (1997) recreates a new model. Her reflection model can be resembled to Palmer
(1993) who interprets (in-service) trainings in three phases. The first one, transmission, is
typical transfer of knowledge from teacher trainers to instructors. The next one, problem-
solving, is in mediator role between transmission and exploratory. The participants are the
focal point in resolving the problem, and they have been encouraged by the teacher trainers
by means of their knowledge and experience especially when contextual help is in need.
Final one is exploratory model where teacher trainers give responsibilities to the
participants. They have been quite passive only by observing the instructors, their decision
making procedure, facilitating trainings with materials, broadening their minds and raising
awareness. Herein, both Palmer (1993) and Ur (1997) share a common ground in terms of

expecting participants to be independent in the programme for their self-interests.

TRAMNSMISSION PROBLEM-SOLVING EXPLORATORY
Low = £ High
investment investment

Figure 9. Training input styles/ teacher investment chain Parrott, M. (1993). Tasks for
language teachers: A resource book for training and development. Cambridge:
Cambridge University.

Similar to these approaches, Lieberman and Mace (2008) remind that teachers are
unwilling to attend “one size fits all” conferences or workshops because of various
teaching techniques and methods with their impacts on students. In addition, they are to
develop awareness about the discerned theories formed after class experience via
exploration (Moon, 2013), achieve autonomy instead of following pre-determined
principles blindly, and learn what teachers should lecture about or who they are. This could
pave the way for inferences about their identity and performance in the classroom. Without
finding the answers of those questions, teachers may not avoid judgmental stance towards

profession and thus they might regard it far from real practice.

Another stimulant underlying reflection is the knowledge types. In addition to academic,
pedagogic, practical knowledge; received, individual, local and human knowledge
descriptions subsist for development (Raza, 2010; Webster-Wright, 2009). In the way that

Zacchi (2014) specifies, concerning about all that knowledge within social, cultural, local
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or global sides as well as the knowledge students transfer to lessons clarifies that there is
no exact formula but a contextual teaching-learning between students and teachers. This is
also similar among teachers. Building knowledge depends on the principles of
collaboration and performances. Therefore, the role of teachers is not only to instruct what
they have learned, read or heard, but also to produce knowledge by taking their needs, and

failures into account with a critical view.

As to reflection, after emphasizing the relationship between action and reflection during
professional learning and practice by centralizing contextualization, Schon (1983, 1986)
mentions two reflection types: reflection-in action and reflection-on action. The former
means immediate, time of teaching points the teacher handles by utilizing their analytic
thinking or reasoning (Dewey,1938), just as the latter informs about reflection either before
or after the action and makes it well-developed plan for the lessons. In addition to him,
Day (1999) refers to reflection-about action by considering self-questioning in teachers’
determination, reasons to teach and the outcome they could finally get through practice.
These can be listed as the basic requirements of teachers on the way to be professional in

reflectivity.

In addition, Mezirow’s (1991) transformative learning theory, which regards reflection as
the critical point, becomes more of an issue in teacher education with the emphasis of
difficult situation to influence critical thinking skills. He underlines both teacher awareness
behind practices, learning instead of any presumed comprehension, and its compatibility to
transform it into learning experience. Thus, the theory highlights that experience and
reflection are fundamental for one another in teachers’ learning process along with leading

to social constructivist approach in TE (Freeman & Johnson, 1998).

By correlating professionalization within time, its effect on TD, reflectivity, and varying
characterization of good teachers (Berliner, 2001), Townsend and Bates (2007) signalize
research, especially exploratory and participatory one in which teachers are researchers and
use their critical reflection besides valuing teaching quality in globalized, high technologic
world to give education to diverse students. Atay (2008) approves it with dissatisfying
results of training programmes which hardly ever reflect the real conditions teachers in,
and disregard situational factors along with action research but adopt articles or any
academic works as statistical analysis presenting theoretical knowledge to teachers.
Identically, in his post-modern research view, Kumaravadivelu (2001) discloses the

importance of meaning making among all school members in a sociocultural context by
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gaining autonomy, then reflecting it for the benefit of other instructors beyond obligatory

applications or programmes in or out of school.

As a conclusion, by relying on CoP (Lave & Wenger, 1991) chiefly to promote reflection,
Professional Learning Communities (PLC) have been established to provide synergy
among teachers by adopting continuing, collective, all-encompassing critical practice
(Raza, 2010). PLC need different sorts of PD activities to collect teachers together and
share their ideas, reflections, feedback collaboratively. Furthermore, out of four PD
activities Richards and Farrell (2005) rank, group-based exercises, such as teacher support
groups, action as well as narrative research or institutional practices like seminars,
research, and teacher support groups are a good match for teachers’ partnership on
condition that individual studies of teachers are excluded for a while since they both serve

for teachers’ reflection to achieve professional learning.

2.4. The Importance of Teacher Needs in Teacher Development

CPD programmes are in general designed for the development of organizations, teaching
and TL quality paying less attention to instructors and their perceived and expressed needs.
Accordingly, they mostly think about teaching regarding the fact that instructors are
always disposed to learn new things, yet they may ignore teaching other knowledge types
and skills. Then, they will be destined to sit in auditoriums, and listen the standardized
implementations without their own approach to CPD, affiliation to institution, identity,
thoughts, TL and the first concerns. Unless teachers are given a chance to form their
identities, respecting their experience, perspectives and opinions in the light of CPD
events, then those activities may fail to integrate teachers with others in the institution

(Lalitha, 2005).

Regarding perceived and expressed needs in detail, expressed CPD needs are composed of
four assumptions. It is supposed that instructors know what kind of CPD training they
need, they have self-knowledge, they could share the experience in a reliable way, and
need assessment items are sufficient in number (Hansen, 2008). It means that they are
based on a lack of feeling among group members. Then, instructors could demand their
needs through actions, activities and statistics so that they could be realized by others. As
to perceived needs, they refer to the assumptions and judgements of people about a
programme or a service (Cohen-Mansfield & Frank, 2008). Perceived needs can be

revealed via surveys, focus groups or interviews. That is why; as Hansen (2008) and
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Misirh (2011) emphasize in their research, the difference between two terms ought to be

detected on instructors before starting a new programme after needs analyses.

2.4.1. Teacher Beliefs, Opinions, Expectations, and Perceptions about CPD

Beliefs are prominent items in teachers’ characterization, their manners to teaching and
professional learning due to its domino effect causing plenty of attributes to be formed,
such as teacher cognition, Knowledge about Language (KAL), behaviours, teaching styles
and research. However, how it frames teaching context with quality, what makes it evolve
as a featured element in language teacher education are worth examining. To Borg, as he
has revealed in his conversation to Birello (2012), the study of beliefs has originated
during 1970s when behaviourism in TE has been shown great respect. Still, upon noticing
that it makes teachers’ programme similar, the opinion which indicates that teaching
comprises of several parts rather than only behaviour has emerged. The reason is there are
teacher feelings, beliefs, perceptions and knowledge. Thus, Borg (2001) lays emphasis on
how teachers perform in the classroom in the first instance, which could indicate what they
believe, and hence they can implement it in teaching procedure. Nevertheless, covering
direct and indirect moves is necessary to find out their beliefs on account of the fact that no
one can observe them explicitly and ask what they are. This suspicion arises due to the
inconsistency between beliefs and practices as well as the complexity of teacher cognition,
which leads research to be put into use so as to reach reliability. In addition, different
assumptions of teachers usually get the issue “teacher beliefs” labelled complicated with
self-confidence, self-regulation and motivation. Longitudinal and comprehensive
reflections should also be conducted to see how many teacher beliefs are about what they

know.

As is seen, the position of teacher cognition in beliefs has great importance. Borg (2003,

p.82) displays how multi-directional term it is with the figure below:
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Figure 10. Teacher cognition Borg, S. (2003). Teacher cognition in language teaching: A
review of research on what language teachers think, know, believe, and do. Language
Teaching, 81-109.

He highlights teachers’ personal theories and practices in harmony with pedagogic and
pragmatic knowledge. Freeman and Johnson (1998) also call teacher cognition as the
mental lives of teachers, and utilize it to restrict the space between beliefs and practice in
addition to learning about their teacher identity. They have found it via a research in 1970s
when cognitive ideology was popular to affect teacher thoughts and behaviours. This has
changed in post-method era with sociocultural cast of mind on the way to contextualize
professional experience based on language learning theories or methods. This increase
leads us to ask the extent that change is operative in all aspects of TE. For instance,
professional and personal improvement necessitate alternatives, options, even doubts in
teachers’ thoughts, knowledge and practices as the substance of teacher cognition today,

whereas in the past, everything in teaching has been demanded to be ready and clear
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enough to be adopted into lessons, such as basic curriculum, theories and context

behaviour.

Aminudin (2012) sets forth the misconception of trying to change teachers’ beliefs in order
to increase the rate of student success. Concerning sustainable changes from teachers’ side,
initially PD must be submitted to teachers successfully; only then the change in their
emotions, thinking process, motivation and beliefs could be noticed. In the same respect,
Coburn (2016) refers that changes are for practices, cognition and language instructions at
personal, educational, institutional degrees as a means of holistic and pragmatic progress.
He furthers his explanations with social change, reflection, collaboration, metacognition so
that he could encourage teachers to gain awareness of their beliefs, knowledge, needs and
self-regulation to attempt new ideas moderately. Therefore, teachers are treated as the key

factor behind change (Kooy & Veen, 2012).

Change in Change in Change in
PROFESSIONAL TEACHERS' STUDENT TEACHERS'

DEVELOPMENT CLASSROOM LEARNING BELIEFS &
PRACTICES OUTCOMES ATTITUDES

Figure 11. A model of teacher change Guskey, T. R. (2002). Professional development and
teacher change. Teachers and Teaching: Theory and Practice, 8(3/4), 381-391.

To conclude, students, their needs and preferences will be influenced provided that there is
a change in the system. It makes clear that teachers call for changes in skills and
professional knowledge (Biiyiikyavuz, 2013). However, in respect to change, knowledge
base of teaching, beliefs and expectations come together either as a commitment to
modification or non-stop development behind professionalization because their needs are
more about pedagogic knowledge than subject knowledge in academic world. As a result,
one of the questions out of current trends takes the form of “To what extent my teaching
performance in courses helps my students?” (Tichenor & Tichenor, 2004). It illuminates
that teaching is learned by reasoning, putting reasoning into a long process, ending up with
imparting, and eliciting in a cycle mode to come to the same point and renew itself

(Shulman, 1987) rather than monitoring students as Putnam and Borko (2000) define fIy on
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the wall effect. Freeman (1989) also introduces four components of teaching with the

weight on awareness:

AWARENESS triggers and monitors attention to:

",

Y
ATTITTUDE

a stance toward

self, activity, and others that

links intrapersonal dynamics with

external performance and behaviors

SKILLS EMNOYWWLEDWE
the how of teaching: the what of teaching:
method subject matter
techmigue knowledge of students
activity socioculiaral /
npaterials, toals institutiomnal context

Knowledge-Transmission
Wiew of Language Teacher Education

Figure 12. Descriptive model of teaching Freeman, D. (1989). Teacher training,
development, and decision making: A model of teaching and related strategies for
language teacher education. TESOL QUARTERLY, 23(1), 28-46.

He develops a holistic meaning making mechanism based upon attitude, knowledge, skills
and awareness par excellence, and he reforms teaching according to those four elements.
Change regulates knowledge base of teaching, then teaching moves with these
improvements, and thus it cannot be stabilized in language learning. As a conclusion,

teaching represents the side effects of teacher needs in language teacher education.

Last of all, learning can be defined as active process of building new knowledge from
experience and beliefs (Borko, Jacobs, & Koellner, 2010). Though teaching and learning
foster TL with change in awareness and actions, PD of teachers and learning from
experience by taking notice of prior learning (Taylor, 1996), teachers claim that they
cannot see its direct impact on autonomy, self-regulation and self-efficacy. It stems from
the fact that learning-by-doing as well as other learning methods are not conceptualized in
TE, therefore the importance of teachers’ internally driven patterns like motivation,
perception, expectation and opinion are underestimated in the light of product-oriented TD.
Consequently, unresolved meanings of professional learning might arise as a problem

(Clegg, 2003). Then, it cannot make teachers identify how close CPD events and their
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needs, learning, commitment to work are. Finally, Kincal, Derya, Beypinar and Topcu
(2015) declare that a PD programme must influence teachers’ opinions, needs, knowledge,
beliefs and skills by dealing with teaching-learning, hence an increase in students’ learning

and practices could appear.

2.5. Models of CPD

In recent years, the priority of PD and CPD events has increased in Turkey (Borg, 2015). It
originates from “portmanteau concept” term which can also be defined as “hugely complex
intellectual and emotional endeavour” (Day & Sachs, 2009, p.43). In other words, it
contains quite a few principles being modified with current trends, and it reflects troubles

about education.

A school can reform itself only by showing regard to all stakeholders and their perceptions,
teacher quality as well as other requirements. Although there are several CPD models, PDP
model by Lieberman and Wilkins (2006, p.126) can prove that these models are multi-

dimensional development programmes as is seen below:
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Figure 13. PDP model Lieberman, J. M., & Wilkins, E. A. (2006). The professional

development pathways model: From policy to practice. KAPPA DELTA PI, 124-128.

The model is distinguished with its adaptability to all schools considering contextualization

and various needs of schools. That is why, School Improvement Plans (SIP) are in need to

detect problems at schools so as to help out. After that, needs assessment should be applied

to teachers individually under school policy, and they can be designated in accordance with

adult learning theory, teacher development levels and certification requirements.
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According to needs assessment, SIP, PD principles and regarding the choices of teachers
and other staff, standards will be determined: individually guided, inquiry and training
activities. In the following stage, reflection gets involved to reflect teacher output and
student learning rate via a tool. Finally, considering the SIP in a large-scaled study, this
recurring system starts over PDP process again. To put it simply, that dynamic model
develops resilience to all beholders at each school by taking notice that they are unique in

this multilevel structure (Creemers & Kyriakides, 2010).
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Table 3

The Efficacy of PD Models

Darling-Hammond

Characteristics  and McLaughlin Hawley and Vali Putnam and Borko Wilson and Berne

of affective PD  (1965) (2000) Knapp (2003) {1997, 20007) (1984)

Content

PO content is PD engages Content builds Mantra: Situate
situgted in teachers in on teachers’ teacher education
practics; concrete tasks of pedagogical in clagsroom
acdresses teaching, content practice, Ground
problems of assessment, krwledge teacher learning
practice, observation, and PCK). experiences in

reflection that their own practice.
illurminate the

processes of

leaming and

development.

Contentof PDE  PDis connected to Content is focused Specifically
focused on and derived from on what students focused on high
studants’ teachers’ wark are to leam and standands for
eaming. with their students. how to support students.

student leaming:
PD addresses
impediments to
and faciitators of
gludent leaming.

Process/
structure

Preferned Supported by Model prefermed  Mantra: Teacher
instrucsonal miodeling, irstructional educatons shoulkd
practices coaching, and the practices (e.g., treat teachers as
modeled in collective solving actve leaming), theey expect
PD. of spacific bath in teachers to treat

problems of chssrooms and students.
practice. in adult leaming
situations.

Active teacher Grounded in inquiry,  Teachers identify Mantra: Treat Teacher learning is
learning; reflection, and what they need to teachers as active activated, rather
teacher experimentation learmn and, when learmners who than bound and
ingquiry. that are possible, construct their own delivered: engage

participant-driven. participate in the understandings. teachers as
development of the Empower teachers learners in areas
learning and treat them as their students will
opportunity and / professionals. learn, but at a level
or process to be more suitable to
used. their leamning.

Professional PD is collaborative, PD provides learning  Collaborative Teachers need Communities of
learning involving sharing of opportunities that and collegial opporturities to teacher learners
communities; knowledge among relate to individual learning participate in who are redefining
collaborative educators and a needs but are, for environments. supportive teaching practice;
leaming focus on the most part, professional privilege teachers’
ervironments. communities of organized around learning / interactions with

practice rather collaborative discourse one another, build
than on individual problem solving. communities in trust and
teachers. order to be community while
successful in creating
constructing new professional
roles or changing discourse that
their practice. includes criique.
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PD settings are PD is connected to PD is school based School based Mantra: Situate
appropriate to other aspects of and integral to when possible. teacher education
goals, often school change. school-based in classroom
school based. operations. practice.

PD is integrated with PD experiences are
a comprehensive situated in multiple
change process. contexts based on

the goals of the
PD.

FD PD is sustained, PD is continuous Rigorous
opportunities ongoing and and ongoing, with cumulative
or models are intensive. follow-up and opportunities
ongoing and support for further for learning
sustainable learning. PD over time.

includes support
from external
sources to provide
resources and
outside
perspectives

Borko, H., Jacobs, J. K., & Koellner, K. (2010). Contemporary approaches to teacher
professional development. International Encyclopedia of Education, 7, 548-556.

In table 3, Borko et al. (2010, p.551-552) have illustrated the theories within high-quality
PD. There are five basic PD theses implying significant elements of effective development.
In fact, they all search for sustainability of the programme, objectives and needs of
students, teachers and the institutions besides professional learning opportunities, TL and

instructional practices. It proves that there can be no best PD method for any schools to

follow blindfolded.

To maintain the studies, current CPD models might be also activated and enlarged instead
of developing a new one (Harland & Kinder, 1997). The decision must be made according
to new skills, knowledge of theory, general awareness to CPD, materials, the change in
beliefs, opinions and teacher initiation. In order to perform changes via a CPD model,
informational, personalized, affective and institutional outcomes as a whole ought to be put

into use to see impact on practice.

Aydin (2016) cites some other PD models that Johnston (2009) has ranked, such as
certificate programmes (CELTA, DELTA), observations, reflections and seminars,
Teacher Study Groups (TSG), workshops and narrative inquiry. CELTA covers the courses
of theory and practice about ELT so that the participants could improve themselves as an
English teacher though their majors might be other fields like translation or literature.
DELTA is one step ahead of CELTA owing to the fact that the course takers need to
become experienced in teaching at least for two-years to receive this diploma, which is the
confirmation of their competency in TESOL. As for narrative inquiry, Craig (2011) tells

how it triggers curriculum, subject matter and cultural studies along with individual study
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groups and collaboration among colleagues to reform school panorama. Furthermore,
Connelly and Clandinin (1988), Clandinin, Downey and Huber (2009), Clandinin, Pushor
and Orr (2007) investigate how beliefs and teaching practices change in global world with
narrative inquiry, and how it can affect thinking style of teachers and researchers while
working on student experience. Similar to inquiry research, observations and reflections
have gained more profound meaning when they are utilized as PD activities or models.
Mostly, it starts with observations of peers, teachers, students or mentors, and is ensued by
reflection. Then, the core of the matter is correct order of their inclusion into the
implementation. In other words, when change is the aim in teacher beliefs, only reflection
after the practice will function (Opfer & Pedder, 2011). Otherwise, it would be demanding

to have an experience about their beliefs and to change them in following steps.

The negotiation among colleagues makes teaching more productive than self-study
activities (Coskuner, 2001). In addition, Tevs (1996) establishes the fact that seminars and
workshops are also superior to other trainings about PD. Accordingly; TSG can be a
representative of discussions among teachers when they hold it regularly. Due to the fact
that it evolves out of teachers’ beliefs and interests (Cramer, Hurst, & Wilson, 1996) and
then it identifies their autonomy, they can take chance to personal and professional
development with the responsibility of their improvement (Bailey, Curtis, & Nunan, 2001).
However, as in any versions, TSG might have some unfavourable points. Table 4 displays
both advantages and disadvantages of TSG. Nonetheless, it resolves the fact that no best

way might be called to begin or pursue change in TL.
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Table 4

Pros and Cons of TSG
Study Groups
Strengths Limitations Costs considerations
= (oal oriented *  Time consuming *  Low cost
= Can bring a sense of = May be difficult to coordinate, = Cost is associated with
purpose, school-based implement and sustain time and personnel
learning and collaboration to ®  If not managed well, meeting involved
teaching diligently, doing assigned work, = May involve costs of
®  Builds on what teachers and following through, they can providing an external,
already informally do easily disinte grate ongoing facilitator to
= Can be accomplished without a help instruct and
facilitator, but it is better to have a facilitate Study Groups
trained facilitator to mediate
teacher learning and group
dynamics

Tevs, M. (1996). 4 survey of pre-service and in-service teacher training programs of I-
vear preparatory English classes at Turkish universities (Master’s Thesis). Retrieved from
http://tez.yok.gov.tr.

Although PD models and activities can be ranked in different forms as listed above, they
can also be gathered under three basic headlines (Gaible & Burns, 2005, p.15):

e Standardized Teacher Professional Development (TPD) Programmes,

e Site-Based TPD Programmes,

e Self-directed TPD

Standards and traditional ways of teacher training are mostly carried out by one of the so-
called teacher trainers at schools. Therefore, these programmes have been labelled as
cascade, centralized methods to prepare teachers to workshops, seminars or one-day
conferences. The site-based lays emphasis on group-works, peer teaching, teacher
observation and reflection with an aim to carrying long-term and high-toned studies. The
last one refers to personal, independent programmes, such as reading educational books,
watching movies, applying action research and case studies. Though each one attaches
importance, site-based programmes rank first at providing sustainable, continuing,
cooperative local points and gathering people who experience same problems or have

similar demands.

Nevertheless, on the other hand, Gaible and Burns (2005) dwell on how laborious it can be
when provisions of an expanded TPD programme are to meet by a group of designers.

Furthermore, as they appeal in-depth and long studies under the supervision of partially
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professional mediators, counselling to content, technology or instruction with limited
materials may not be efficient enough. That evokes the impossibility of managing real on-

going teacher development under these conditions.

Taking this into account, Kennedy (2005, p.248) reviews nine types of CPD models in

accordance with teachers’ aims.

Table 5
Models of CPD
Model of CPD Purpose of model

The training model Transmission
The award-bearing model
The deficit model -
The cascade model _ | [Increasing
The standards-based model Transitional capacity for
The coaching/mentoring model professional
_The community of practice model . |} awonomy
The action research model Transformative v

The transformative model

Kennedy, A. (2005). Models of continuing professional development: A framework for
analysis. Journal of In-service Education, 31(2), 235-250.

The category of transmission includes training-based, deficit models owing to teachers’
passive role in self-fulfilment. Different from Gaible and Burns (2005), Kennedy touches
upon transformation, namely the conversion of teachers’ objectives from unilateral
perspective to systematic autonomous route. This is to verify the real changes behind PD,
and developing stage of peer coaching to inquiry-focused competent model. Information
and Communication Technologies (ICT) will also expand TPD activities herein. After
scrutinizing all models and displaying their deficient points in technology integrated world,
rebuilding both teachers’ computing skills and student-centred TPD in parallel with the
needs will function better. Online distance learning, technically-support ICT, student-
centred models (Kennedy, 2005, p.114) and collaboration are also to be dealt by laying
emphasis on every one of the stakeholders in teaching process as well as being informed of

the policymakers who keep up with the current trends in TPD.
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Table 6

Student-centred TPD

Project Oriented Learning

Begins with organizing
issue: Builds on students’
knowledge or interests
Provides a meaningful and
authentic context for leam-
ing

Students dasign the process
for reaching a solution.
Studenis are respansible for
accessing and managing

Problem Based Learning

Bagins with a problem
situation

s ilksiuciured—ihere is no
ona way to sohe problam
Problem is a real world one
so the conlext is meaningful
and authentic [real]
Focusas on higher arder
skills [problem sohing,
analysis, evaluation]

Inquiry-based Learning

* Openended lsaming that
bagins with a guestion for
inquiry or investigation

* Emphasizes the develop-
menl of questioning and
problemrsclving skills

* Siudents kaka the ole of sci-

entisls or mathematicians.
* Chserve and guesiion; hy-
pothesize; conduct tests o

Collaborative Learning'®

Team-based leaming that
focuses on students learn-
ing together. I contains the
fallowing characteristics:
Interdependence: Everyone
has a role and everyone's
contribution is impatant in
the overall product
Participation is unigue and
necassany: Evaryone is

the information they gathar * loamers must be self support or contradict their accountable
* Evaluation oceurs conlinu- direcied thecries; analyze dala; Individual and group
aiuishy. * Siudents work collabora- draw conclusions from responsibility

Students ragulary reflect on
what they're doing.

A final produet [not neces-
saxily material] is produced
and is evaluated for quak
iy

The chassroam has an
atmasphere that tolerates
ermor and change.

tively 1o solve problem
Evoluation occurs continu-
cushy.

Students ragularly reflact on
what they're doing.

A final produet [not neces-
sarily material] is produced
and is evaluated far qual
iy.

The classroom has an
almasphera that tolerates
emar and change.

experimental dota; design
and build models;

* Engage in tial and error

* Anclyze and reazon care
fully

® Siudenis work collobora-
tivehy 1o solve problem

* Ewaluation occurs confinu-
cushy.

* Swdents reqularly reflact on
what they're doing.

* A final product [nat neces-
sarily moterial] is produced
and is evaluated for qual

* The cassroom has an
almosphere that tolerates
emar and change.

Comfarable atmosphere:
mistakes are lolerated and
different viewpeints are
respacted

Cooperalive leaming is a
variation on collaborative
learning, requiring less
collaboration and more
indepandant wark amang
team members.

Kennedy, A. (2005). Models of continuing professional development: A framework for
analysis. Journal of In-service Education, 31(2), 235-250.

ICT is involved in TE programmes because power of technology has enhanced
communication skills. In order to strengthen TPD among teachers, ICT might serve as a
mediator which helps to reflect whether teachers could construct the knowledge both in
and outside of school practices. For instance, collaborative learning can be a portal to bring
TL and face to face communication together in ICT terminology. In addition, it can serve
as an online library and an open class supposing that teachers would like to search, share
supportive tools and exchange information to help others with mentoring or peer feedback.
For students, ICT in open lesson format could also support mass communication,
discussion, collective learning on condition that teachers aiming to lecture the same subject

come together to the same platform from different schools. In short, the right model of ICT
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might change when appeared with specialities in PD attempts to make teachers identify

themselves as life-long learners.

Although TPD models have been grouped differently according to top-down and bottom-
up processes, short and long terms goals, requirement of programmes, trainer and trainee
agreement, ICT and how close they are to teachers’ new thoughts, they either fall into
traditional, training-based (constructivist) or development-based categories. Whereas the
former comprises seminars, workshops, conferences; the latter is for all personal,
partnership-based events regarding teachers as the leaders in their own learning and
advancement. Taking this into account, Yurtsever (2013) classifies four major types:
mentoring, peer-coaching, self-directed and training TPDs. The first two dating back to
constructivist stream (Dewey, 1938; Vygotsky, 1978) underline what reflection,
cooperation, and experience mean for colleagues during professionalism. Though self-
directed model is carried out in bottom-up process to encourage autonomy among teachers
in a specific community with an aim to acquiring independence, such as mentoring and
peer-coaching, training should not be undervalued in view of the fact that it provides a
basis for the inexperienced to find their own way in teaching (Larsen-Freeman, 1993). This
would be similar to avoid Grammar Translation or Direct Method in ELT methodology on

the way to create new perspectives or enhance PD.

2.6. ELT at Schools of Foreign Languages in Turkey

Firstly, the ability of using target language with the speakers of other languages is crucial
on account of the fact that it requires cultural knowledge, social norms, and appropriate
language use to begin and maintain a normal intercultural communication. With the
advancement in technology and increasing number of speakers from different language
backgrounds collaborating with one another in English, English as a Lingua Franca (ELF)
has been created (Harmer, 2007). When ELF has been accepted, the term World Englishes
(WEs), English with multicultural identities, has already been defined by Kachru (1985).
From his viewpoint, World Englishes is made up of three concentric groups: expanding,
outer and inner circles. As Crystal (2003) emphasizes, in expanding circle countries
(Korea, Egypt, Japan, South America and so forth), English has the status of foreign
language, whereas in outer circle (countries, such as India, Pakistan, Kenya), institutions
have adopted English either as an official or second language. As to the inner circle

countries, such as America or Britain, English is the mother tongue. Though Kachru has
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been criticized due to this strict classification of English language depending on nativeness
or non-nativeness of speakers by lots of scholars (Graddol, 2006; Jenkins, 2006;
Kirkpatrick, 2007; Quirk, 1990; Seidlhofer, 2011; Selinker, 1972; Widdowson, 1994,
1997), it is commonly considered as the backbone taxonomy in English varieties (Bayyurt,
2012). The failure is that no place for grey areas among circles have been given. The
classifications of countries like 'norm-providing', ‘norm-developing' or 'norm-dependent'
have led Kachru (2005) to redesign the circles and develop more dynamic model called
Asian Englishes. He has also noticed that the number of non-native speakers are on the
increase, the changes in languages contribute to new group identities, standardization is a
block before this change in the world, and ELF is different from EFL owing to lack of
imitation (Widdowson, 2013). However, it does not sound compatible to mention
Asianness in globalized world on a gradual distinctiveness due to common culture and its
geography by ignoring the position of English (Blommaert, 2010; Murata & Jenkins,
2009). Although World Englishes and ELF are still debated in ELT research, the

categorization of countries according to English practice appears to be respectable.

Kachru (1997), promoting standardized English varieties, places Turkey in expanding
circle where English is spoken as a foreign language. It means language does not have any
historical background in this country; still it is applied to have contacts in international
arena. By deriving from this fact, respecting the country’s place in terms of English use
across the globe would ease to see the rate of English language mastery specifically in
Turkish education system. Initially, according to the report of Economic Policy Research
Foundation of Turkey (TEPAV) and British Council (2015), Turkey has ranked 47", in the
last order of all 24 European countries in English Proficiency Index (EPI) in 2014, as is

shown in table below.
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Table 7

European Rankings of English Proficiency 2014

Ranking | Ranking | Coumtry Ranking | Ranking | Country

1 1 Denmark 13 16 Romania

2 2 Netherlands 14 17 Hungary

3 3 Sweden 15 18 Switzerland
4 4 Finland 16 19 Czech Republic
5 5 Norway 17 20 Spain

6 6 Poland 18 21 Portugal

7 7 Austria 19 22 Slovakia

8 8 Estonia 20 27 Italy

9 9 Belgium 21 29 France

10 10 Germany 22 36 Russia

1n 1" Slovenia 23 A4 Ukraine

12 14 Latvia 24 47 Turkey

TEPAV & British Council. (2015). The state of English in higher education in Turkey: A baseline study.
Ankara: Yorum Basin Sanayi.

Education First (EF, 2017), one of the world’s largest education company, also reports that
Turkey has been the 62" out of 80 countries in English proficiency statistics of 80,274,604
students with 7.90 mean of schooling years. Considering preceding years, Turkey seems to
have a stable place, and could not advance in English teaching in spite of PD opportunities

for instructors at schools.

Proficiency trend

2011 2012 2013 2014 2015 2016 2017

H#43 HLT #50 #51 #62

® Very low Low Low ® Very low ® Very low ® Very low ® Very low

Figure 14. English Proficiency Rates in Turkey by Years Education First EPI-Turkey.
(2017).  English  proficiency rates in Turkey by years. Retrieved from
https://www.ef.com.tr/epi/regions/europe/turkey/

The findings of case analysis conducted by British Council (2015) on academicians at 38
Turkish universities in 15 different cities corroborate that Turkey’s condition is impotent in

a full-scale study. Having introduced the motive behind the difficulties of English teaching
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with some questions, such as ‘how and under what circumstances can education maintain
within pre and while stages of higher education programmes at foundation and state
universities, what should be done to improve conditions?’, British Council administered
the study under five-fold parameters. However, the parts ‘departmental context: English
teaching’, ‘teaching through -English as the medium of instruction in the department’
(Dearden, 2004), and ‘national context: language of instruction’ are not referred due to the

scope of that research. Only two preliminary factors will be included.
International Context: Globalization

This section covers the statistics and the place of Turkey in English education, reform

movements, research, Bologna process, quality assurance, staff and student mobility.
Table 8

The Total Number of Turkish Universities
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Acer, E. K., & Giiglii, N. (2017). An analysis of the expansion of higher education in Turkey using the new
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After the study by Acer and Giliglii (2017), the number of universities in Turkey has
increased and reached ‘206’ as has been reported by Council of Higher Education in 2018-
2019 academic year. It means that for the last 15 years, their number has doubled and it is
still on the rise. In terms of providing equal education opportunities to all students by the
agency of universities, they only tantalize educators in the way that Hos and Topal (2013)
emphasize. It seems that the more universities emerge, the less qualified the instructors
will be on condition that their recruitment was only to fill a vacant position in departments.

It is not only related to foreign language competence at some departments like faculty of
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engineering or social science, but about the domain knowledge the staff should be
sophisticated in. As a result, this case demands a review of schools of foreign languages in
Turkey where university students aim to learn basic language skills and to be equipped

with language learning discipline for their career.
Institutional Context: Language Teaching Programmes

English language learning at schools of foreign languages starts with basic English
education at universities. Therefore, the active development of these schools in Turkey is

of the essence to monitor English proficiency at tertiary level.

British Council (2015), Dogangay-Aktuna and Kiziltepe (2005), and Kirkgdz (2009)
address the structures at schools of foreign languages in Turkey. Accordingly, the first
school of foreign languages was founded by Bosporus University as Robert College in
1958. Then at the beginning of 1960s, Middle East Technical University (METU)
established one after receiving necessary materials from Robert College and setting up the
assessment units. In 1996, curriculum was confirmed for students who need to learn
English for academic purposes; yet in 2001-2002 academic year, this was also put into
practice in departments where the medium of instruction is Turkish, the mother tongue of
the students. After new educational policy, English teaching at schools of foreign
languages was also modified due to negative feedback about language studies in the
country. Furthermore, great expectations from students in a short time span, the lack of
motivation due to the struggle of reviewing same topics for years, the incompatibility
between students’ academic studies and language programmes at schools and students’
perception that the whole year of English study would be like a holiday to relax after
university exam marathon strengthen the decrease in English competency at schools as

indicated in Aydin et al. (2017).

In consideration of Turkey’s English deficiency and its dramatic impact on higher
education, academic life, international affairs despite some recorded quality enhancement
(Heyworth, 1998), and Turkish universities in Times Higher Education Supplement global
university list, economy, politics, socio-economic development and cultural awareness
about learning a foreign language through experience will be the determiners behind the
failure. However, the first thing to concern is instructors themselves indeed. It is owing to
the fact that data to enlighten about missing points at schools could be obtained only when
instructors’ immediate needs, assumptions, standpoints about finding the ways to teach

better are disclosed rather than charging them with these failures. Genesee (1994) cites that
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instead of blaming and having them feel weak, resorting to requirements of contemporary
education and heartening instructors to see their own problems and find solutions will

operationalize the system.

Sparks (2002), similar to Guskey (2002), considers the efficiency of PD via regarding
students’ success and takes his stand with these words: “Low expectations from student
achievement and poor quality in PD go hand in hand” (p.21). Identically, Wart (2012)
suggests how to achieve learning via teaching. After stating Hedge’s (2000) support about
that point, some analyses can be additionally presented to affirm how close instructors and

students or teaching and learning are.

Exploring conditions of instructors in higher education and inspecting the facilities will
help to understand whether PD activities and giving lifelong learning opportunities are
really respected at universities or not. Ozcan (2011, p.31) denotes this in his own words:

This is the weakest area in higher education of Turkey since there is no
national or institutional legislative framework so far has been designed to
regulate for implementation of such activities. However, it has become a
national priority and policy within the promotion of Life Long Learning (LLL)
at all levels of studies.

He defines LLL as one of the biggest challenges that higher education is expected to fulfil
with the change from tradition to transformation context apart from internalization,
financing, funding, quality improvement, assurance and accreditation. His reference
touches on teaching staff at universities. Similar to the above mentioned sections, the
increase in the number of universities and academic staff does not imply the raise in

educational quality or enhancements.
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Figure 15. The Statistics of Teaching and Academic Staff at Higher Education in Turkey
Ozcan, Y. Z. (2011). Challenges to the Turkish higher education system. 22nd
International Conference on Higher Education. Ankara: Bilkent University.

Figure 15 points 25% growth in academic staff since 2006, and it clearly presents that the
number of students per staff has dropped year by year, which might bring extra time for
instructors to be engaged with their self-achievement. 2017 statistics in table 9 also tells

about the progression.
Table 9

The Number of Academic Staff at Universities

Professor Associate Professor Assistant Professor Lecturer Instructor
Universities Male Femala Total Male Female Total Male Female Total Male Female Total Male Female Total
2 2 292

State 13760 5280 20040 7926 4710 12636 17389 11865 29254 0984 6610 16594 3005 4300 7414
Foundation 2485 1040 3525 945 721 1666 3397 3337 6734 1428 2269 3697 666 1935 2601
Foundation 1 3 3 0 3 14 14 28 76 145 221 3 8
Vocational School

Total

16240 7321 23570 8874 5431 14205 20800 15216 36016 11488 0024 20512 3674 6252 902€

Ozcan, Y. Z. (2011). Challenges to the Turkish higher education system. 22nd International Conference on
Higher Education. Ankara: Bilkent University.

It indicates the burden of instructors and their struggles to confront challenges in teaching
and learning process. In order to keep abreast of constantly changing university regulations

and the expectations of higher education, instructors could demand continuing professional
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development events to be regulated. The emphasis here is their continuous attempt of self-
development. Otherwise, only pre-service, without the assistance of in-service, education

training programmes would be active for instructors.

Being incompetent in problem solving skills and having ‘fixed mind sets’ (Dweck, 2008)
might make instructors dissatisfy with their profession. As a result, they can rarely be
energetic enough to improve themselves or they may lose teaching limelight, which can
have a negative impact on students. Likewise, developmental stages besides professional
practices have been declared for instructors to free themselves from prejudices, but comply
with teaching through a book as is illustrated in the figure below (British Council, 2005, p.
5).
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Figure 16. Professional Practices of CPD British Council. (2005). Continuing Professional
Development (CPD) Framework for teachers. U.K.

First of all, instructors must be aware of professional practice and understand its profit in
language teaching. Then, they are to concentrate on real contexts, the classes so that they

could efficiently apply what they have just learned from the courses to the students in the
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lesson. At the final step of integration, having gained the qualifications of professional
practices at high competency, they will be able to adjust it into their profession with
regular feedback. This is probable to be the only way that they could display a good

performance.

At the first stage of this practice, instructors have to plan courses by considering students
and their needs which are to be compatible with the lesson objectives and outcomes. Then,
they will select correct materials and activities without discounting assessment criteria and
reflective methods so as to comprehend students’ feedback correspondingly. Having been
implemented, it will illuminate who the students in the class are: their ages, achievement
and motivation levels, language background and learning preferences as the keystones in
needs analyses. In succeeding sections, managing the lesson, having comprehensive
knowledge about the subject as well as handling resources and assessing learning elements
in parallel with the first two items are stated. Furthermore, featuring ICT with reference to

CPD in order to ease instructors’ self-development process sounds a rational practice.

Slaouti and Motteram (2006) describe CLT as reconstruction; in other words, they interpret
potential teacher beliefs, knowledge and experience. This is to gather them all within
technologic reforms in current ELT developments. Gaining advantage of the technology in
language classes also requires being an expert at revealing intended outcomes with
appropriate assessment techniques to arrive at a fruitful teaching and learning atmosphere
within CPD framework. Principally, using technology in lessons describes one aspect of
taking responsibility of PD. It means that keeping up with current trends in education, and
being informed of tasks (Parrott, 1993) correspondent with needs, career goals and
interests lead to undertake CPD. It brings about learning, self-enhancement and higher
achievements of students via inclusive practices. As to multilingual approaches, they detail
how considerate teachers ought to be about its effect on learning and students. Briefly
stated, instructors need to think critically, collaborate with colleagues, and use creativity
with the awareness of their strengths, weaknesses and demanded skills of the 21 century.
This is because when they come together, they need to create a whole through educational
goals, language policy, teaching standards and hence make current educational policies and

practices in ELT meaningful.
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2.6.1. In-service Training Opportunities at State and Foundation Universities

In-service education and training (INSET) programmes are intended to provide life-long
learning opportunities for instructors, contribute to behavioural changes and serve an
update model in language education. This is because they mostly match with TD having
more extended projects than TT. Nonetheless, apart from TD or TT, as Coburn (2016)
confirms INSET is also confused with CPD, TL, teaching training, PD and professional
learning. Regarding this, he stresses the pre-eminence of CPD in that INSET is a part of
CPD which conducts formal and disciplined activities without conceptualizing personal
attempts of instructors or any academic analyses. Therefore, considering instructors’
experience and knowledge, CPD places TL at the core of professional learning. In the same
vein, Kog (1992, p.48) gives full-description of INSET as:

... teachers share and exchange their experience in their teaching, discuss their

problems and practical solutions to their problems with academic help from
educators in improving their skills in applying recent methodology,
approaches, classroom management strategies, gain experience in developing
and applying an effective curriculum, in evaluating the effectiveness of their
teaching as well as their students’ performance on courses they teach and
according to the feedback they get, they make necessary changes in their style
of teaching...

Concerning the challenges and changes in INSET, it will be appropriate to examine its
progress. The first INSET events are in need with the introduction of new curriculum for
English language teachers entitled to 1997 Ministry of National Education (MoNE) reform
which has aimed to keep EFL education compulsory from the 4™ grade students via
constructivist and communicative movement (Kirkgéz, 2007, 2008). Though, they have
firstly gained popularity upon leading teachers to find their own approach in the class
(Hayes, 2000), then it has turned out to be traditional, fixed trainings for them (Bayrakci,
2009). As a result, teachers have become unwilling to attend these compulsory events in
the form of unsystematic, temporary meetings without originating from the needs and
experience of teachers (Sandholtz, 2002). According to Atay (2008), this failure might also

be related to baseless knowledge transmission from teacher trainers to instructors.

Regarding INSETs specifically in Turkish education context, huge gap between pre-
service and in-service trainings, theory and practice and the variety between contents of the
events and teacher beliefs, expectations come forth (Aydin, 2016). Additionally, Ozer
(2004) mentions time-honoured practices in INSETs under the names of seminars or

conferences based on a top down model without attaching importance to teachers’ concern.
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Consequently, INSETs can be regarded as forced labour, fruitless, redundant programmes
among teachers rather than a vehicle opening doors to success in CPD (Kincal et al., 2015;
Kiiciiksiileymanoglu, 2006; Ozen, 1997; Uysal, 2012; Yagc1, 2014). Narrowing the above
mentioned gaps could recover these problems and bring about lifelong changes for teachers
to build up their self-consciousness after doing self-criticism about their teaching

performance, to develop creativity and reflect it to students, respectively.

Initially, it can be suggested that prospective teachers at education faculties be trained in
accordance with the same expectancies of in-service teachers to display background of
teacher education programmes when pre-service and in-service trainings are the matters of
debate. This reports the importance of being knowledgeable about the ways teachers learn
to teach and transition of theory into practice in language teaching (Freeman, 1989). Craft
(1996) assumes that in-service training is a treasure for teachers to update their knowledge,
and keep up with the new trends in ELT. Thus, upon graduating from universities, teachers
should apprehend that in-service programmes would overcome their deficiencies

regardless of their pace of progress in professional context.

As to prerequisites of effective INSETs with holistic and integrated activities in line with
learning about needs assessment (Kervancioglu, 2001), pre-service education (Brown &
Miller, 2006; Cortés, 2006), curriculum design, beliefs, opinions about students’ learning,
awareness level in teaching and learning, potential problems in selecting the most
appropriate methods, techniques and materials are to be considered (Atay, 2008; Day,
1999; Meng & Tajaroensuk, 2013). It reminds the modern definition of INSETs as is
demonstrated within renewed principles below (Stein, Smith, & Silver, 1999 cited in

Borko et al., 2010; p. 549):
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Table 10

Characteristics of Old versus New Paradigms for Professional Development

Inputs to
design
process Traditional in-service staff development New model of professional development
Strategies Focus on activities (techniques, ideas, and Focus on bullding capacity to understand subject matter and
materials) guide students’ development of concepts
Dominant formats are workshops, courses, and Uses a variety of formats including the provision of in-class
seminars support and scaffolding of teacher participation in
practice-related efforts (e.g., grade-level meetings, after-
school meetings)
Short duration with bounded personal Longer duration with more open-ended personal commitments
commitments
Knowledge Teacher educator sets the agenda Iterative co-construction of agenda by teachers and
and beliefs professional developer over time
Theories of teacher leaming based on the Theories of learning that include social and organizational
psychology of the individual factors
Translation of new knowledge to classroom is a Challenge is to scaffold learning that is both immediately
problem to be solved (usually by the teacher) relevant to practice and builds a more generalized knowledge
base
Context Particularities of context not factored into staff Particularities of context play an important role in shaping
development professional development
Takes place away from schools, classrooms, and Takes place in a variety of locations, at least some of which
students occur in schools and classrooms
Critical issues  Focus is on developing the teacher (teachers Focus is on developing the instructional program and the

participate as individuals)

Leadership training not an issue

community in addition to the teacher (teachers participate as
an organizationally cohesive unif)
Leadership training is a big issue

Borko, H., Jacobs, J. K., & Koellner, K. (2010). Contemporary approaches to teacher professional
development. International Encyclopedia of Education, 7, 548-556.

INSET models, such as reflections, peer-coaching, mentoring, action research and school
based designs or seminars, individualized trainings, workshops and e-INSET can also be
accepted as the formats of INSETs (Misirli, 2011). Correspondingly, Villegas-Reimers
(2003, p.70) tables the list with sorts of trainings under two different headings in the table
below. She categorizes INSET models according to partnerships or self-studies to find the

most operative design out of all.
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Table 11

INSET Models

Organizational partnership models

Small group or individual models

Professional-development schools

Supervision: traditional and clinical

Other university-school partnerships

Students’ performance assessment

Other inter-institutional collaborations Workshops, seminars, courses, etc.

Schools’ networks Case-based study

Teachers’ networks Self-directed development

Distance education Co-operative or collegial development

Observation of excellent practice

Teachers’ participation in new roles

Skills-development model

Reflective models

Project-based models

Portfolios

Action research

Use of teachers’ narratives

Generational or cascade model

Coaching/mentoring

Villegas-Reimers, E. (2003). Teacher professional development: An international review of the literature.

Paris: International Institute for Educational Planning.

In short, new INSETs demand interpreting knowledge, contextualization and also being
cautious against teaching in decontextualized milieu (Zacchi, 2014), getting the benefit of
collegiality through communications or problem-solving and reviewing role awareness in
constructivist paradigm in order to fill the gap between what they are familiar with and

what happens in classrooms.

Having reviewed the definition of INSET, its transformation through the years and impacts
on CPD, it is reasonable to deal with some studies particularly administered at state and
foundation universities in Turkey so as to portray differences between two contexts.
Originally, Turkish Higher Education has unified foundation universities, state universities
and vocational schools with two-year tertiary education in 1982 (Ozcan, 2011). Since the
late 18" century, school directors have stepped in the management of INSETs to increase
their productivity among teachers (Day, 1999). Thereafter, upon noticing the failures of
INSETs because of each stakeholder’s disregard, a study has been initiated both for

Council of Higher Education (COHE) and MoNE to understand teachers’ competencies
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and thus to increase teacher qualities in Turkey in 1999. As this national project has taken
three years, new trends and policies have already occurred in the world (Soysal, 2012).
Accordingly, by pursuing world-wide changes, INSETs have widened the scope to
foundation and state universities, In-service Training Department of Ministry of Education
and companies called English Language Education Association (INGED) and the British
Council. Though the number of these courses could not exceed a few at universities, and
they have been mostly held at secondary level, this has opened a new door to launch
individual INSET agents at quite a few foundation and state universities in Turkey.
Besides, there are some publishing companies, such as Longman, Cambridge which have
funded to support public and universal workshops, webinars and conferences on ELT with
the help of other universities to improve pedagogic competence. However, Izmir
University of Economics, Cukurova University, Hacettepe University, Atilim University,
Bosporus University, Sabanci University, Bilkent University and Middle East Technical
University have their own INSET units unlike others which could neither afford provision

nor have the necessary infrastructure to found it (Giiltekin, 2007; Sentuna, 2002).

MoNE has always maintained in-service trainings to improve instructional efficiency at
primary, secondary and high schools via regular, nation-wide implementations.
Dissimilarly, universities need to determine their own objectives according to students’
expectations, backgrounds, language awareness and their general opinions towards English
in addition to teachers’ needs and directors’ constraints. That is why, understanding
administration of INSETs at universities appear to be more demanding in comparison to
MoNE. A related study (Aydin et al., 2017) which refers to HEC 2016 Regulation of
Optional English Preparatory Programmes and was conducted by six directors of Turkish
state universities has revealed low motivation level among students, administrative
difficulties and the problems about staff. Even though level of motivation among students
is out of scope of this study, the other findings disclose the distinctions at state and
foundation universities, such as supporting necessary materials of a language class and
burnout among instructors. This is due to their efforts to attract the students into lesson
who regard this year only as a holiday at university before the bachelor’s degree. This
result also represents the difficulty at schools of foreign languages at state universities in

Turkey.

Celik et al. (2013) have analysed students’ achievement levels at state universities, then

they have arrived at the conclusion that the reason behind their failure must have been
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correlated to teachers’ attitudes to PD and trainings. After studying on attitudes of 42
instructors towards PD at school of foreign languages in the north-eastern Turkey, they
have found that they are acquainted with what INSET means in their academic life, and
they are really eager to attend in general. Yet, they could not observe any overlaps between
what they need and the kind of opportunities offered them as teaching practices in these
programmes. Having found a common ground with that study, Tiirkay (2000) has also
gathered data from EFL instructors working at two Turkish state universities in different
regions. She declares that they mainly expect INSET to introduce current trends in ELT,
practise theoretical knowledge they have gained through books, lessons within group
activities and encourage scholar studies. They would also like to maintain their self-
development outside of the school via these programmes by requiring budget, time and
support from directors. She concludes that some of their expectations have failed after
these programmes, and the probable reason can be clarified as not learning instructors’
expectations before planning INSET, but solely depending on hearsay information or

current issues in ELT.

Another study to reflect opportunities, expectations and interests of EFL instructors at
Turkish state universities has been completed by Sentuna (2002). She has run the research
on 530 instructors who have either utmost five-year experience or more at 18 universities
in different regions. As a result, especially novice instructors have been founded to be
interested in teaching skills, methodology, classroom management skills, adaptation of
new materials, assessment and evaluation techniques. She has also paid attention to the
content of INSETs before having an in-depth plan by considering that it has to be
connected to real life conditions in classes, based on needs besides the interaction between
teacher trainers and instructors. She has clarified that instructors should adopt exploratory

and reflective models with other opportunities to train themselves within INSET design.

As to Sahin (2006), all stakeholders in in-service community must be incorporated into the
research. Therefore, she has carried out her experiment on instructors, teacher trainers,
students and the director at METU, School of Foreign Languages. Owing to the fact that
METU has a particular and reflective programme called Certificate for Teachers of English
(CTE), which has been organized by two departments (Department of Modern Languages
and the Department of Basic English), both units have been involved into the study. It is
noted that prior to CTE, the school used to follow the Certificate for Overseas Teachers of
English (COTE) programme without being grounded on a gradable scale. (This was also
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the same programme that Bilkent University has put into use from 2003 to 2004).
Moreover, Department of Basic English has conducted Royal Society of Arts (RSA),
University of Cambridge Local Examinations Syndicate (UCLES) and Diploma for
Overseas Teachers of English (DOTE) courses with the aim of running ELT trainings for
two years. Though she intends to clear the productivity of these programmes within
evaluation criteria, it can be deduced that instructors could not feel so much improvement
in theoretical contents with the exception of raising awareness to practices. Yet, teacher
trainers who believe they have taken a giant step have claimed the opposite. Its probable
reason is teachers can interiorize trainings in the long-run since when they do not have to
study on assignments a lot in the second term; they have shown more positive attitudes
towards the programme. Still, the most constraining parts of instructors have been their
background ignorance, incompatible expectations and unreal classroom practices as has
sided by department heads. The teacher trainers have thought that it is their lack of
guidance to instructors, and students have been contented with the styles of instructions the
teachers have adapted. The results hence reflect the general success of CTE despite some

of its features in need of recovery.

In other state university in Turkey, Alan (2003) searches for the impressions about INSETs
on novice EFL instructors. Their perception demonstrates efficient workshops on testing
grammar and speaking as well as classroom management skills and teaching techniques.
Material development, teaching vocabulary and reading have been among the least
favoured workshops due to their irrelevance to real classrooms. Finally, they state they
would like to attend coming INSETs supposing that they are mostly about contextual

knowledge.

Having been impressed by the function of constructivism and reflective practices on CPD,
Yurtsever (2013) undertakes EFL instructors’ PD preferences, beliefs, mannerism and
opinion in the light of their needs. She has collected data from school of foreign languages
at Akdeniz University in addition to some other state universities. In the end, she has
arrived at the conclusion that instructors have to undergo trainings within peaceful, non-
threatening atmosphere to associate what they have experienced before their practices, then
to theorize and implement it. For this purpose, directors must have rationales to encourage

instructors on a volunteer basis to attend in-service trainings for gaining autonomy.
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Ozcan (2011, p.35) has confirmed in figure 17 that Turkey has failed to ensure autonomy
in higher education institutions when instructors’ and universities’ performances have been

measured across the world.
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Figure 17. Autonomy levels of countries Ozcan, Y. Z. (2011). Challenges to the Turkish
higher education system. 22nd International Conference on Higher Education. Ankara:
Bilkent University.

In a like manner, Eksi and Aydin (2013, p. 678) have checked the perceptions, needs,
workload, graduation, and length of service, opinions of 92 EFL instructors about
professional development who work at a state university in Istanbul, Turkey as is seen in

table below.
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Table 12

Demographic Information of the Participants

Variables i - F %
Gender
Female 21 880
Male 11 12.0
Department
Teaching 48 522
Literature 34 37.0
Linpuistics 3 33
Translation 2 22
Crither 3 54

Teaching Certificate
Yes 34 o1.3
Mo 8 8.7
Form of Employvment
Full-time 7O 859
Part-time 13 14.1

Eksi, G., & Aydin, Y. C. (2013). English instructors' professional development need areas and predictors of

professional development needs. Procedia - Social and Behavioral Sciences, 675 — 685.

Consequently, although the majority of experienced instructors have stated their respect to
INSETs in their academic life, they seem to fall behind the less experienced ones as Duzan
(2006) has found in her study. This is because their areas of improvement on PD show new
methods and trends, such as integrating technology into class. Notwithstanding, the least
preferred ones have been the longstanding issues in ELT (lesson planning, classroom
management, and so forth). Briefly, EFL instructors at Turkish state universities must have
acknowledged that the higher curiosity towards the current techniques is, the closer they
are to the starting point of their lifelong learning and development. It means PD
programmes initiate a reform among instructors indeed, yet they do not match with the

needs of the institution.

Making an attempt to offer opportunities for Turkish state universities and strengthen the
connection between INSETs and CPD, Coskuner (2001) has used data of 180 EFL
instructors from nine provincial state universities in distinct parts of Turkey. She has

mainly resolved the anticipations about ELT besides their job satisfaction, perceptions
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about CPD opportunities and so-called barriers which hinder them to attend PDs. In the
end, all these factors have been correlated to instructors’ commitment to their jobs.
Positive working environments also seem to be affecting teachers’ perceptions. Thus, she
has finalized her research with a similar result to Ar (1998) who reports 23 EFL
instructors’ sensitivity at three state universities (METU, Balikesir University and Anadolu
University) in Turkey, then emphasizes that their displeasure might be owing to the load of
work, colleagues who could not maintain a friendly relationship in academic environment,
problems with the management about CPD facilities, attitudes of directors and students and

the reluctance of instructors.

As Coskuner (2001) has introduced, state and foundation universities in Turkey differ in
terms of working environment, the rapport between instructors and school management,
stress at work and practical opportunities the school offers. Accordingly, state universities
in the first and third biggest cities, Istanbul and Izmir, can be treated as the best ones in the
country due to regularly held academic events for the personal development of instructors.
However, universities in the same district may differ in their implementation of INSETs as
is scrutinized above papers. For this reason, examining some research within Turkish

foundation universities context can introduce new aspects to be considered in TE.

First of all, Kabaday1 (2013) has collected data about opinions and needs of 100 EFL
instructors working at a foundation university, Zirve University, in the south-eastern part
of Turkey. Then, she has aimed to find their readiness to PD activities depending on their
year of experience, ages, the majors and the course hours they lecture. In consequence,
instructors have mostly confirmed to be contented with taking part in these trainings. They
have expressed their satisfaction with the unity between their classroom performances and
trainings. Furthermore, it is reported that their immediate needs have been adapting
themselves to the new trends in ELT so that they could reflect this information to students.
They have also claimed to attend workshops and seminars particularly about how to teach
speaking, writing, reading, listening, grammar and vocabulary, respectively. However,
instructors assert that due to work load, they could not have enough time to spend on in-
service trainings, which implies that EFL instructors at foundation universities may not be

so advantageous about their working conditions.

At TOBB, University of Economics and Technology, Department of Foreign Languages
(DFL) Giiltekin (2007) has completed a similar research to check the importance of in-

service training programmes on 39 novice and experienced EFL instructors through their
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PD needs and favourite INSET programmes. Accordingly, they all believe in the necessity
of INSETs specifically concerning pronunciation, classroom management problems,
learner autonomy, giving feedback with corrections and teaching speaking skills in their
life-long learning. Yet, experienced instructors, more than the novice, attach importance to
teaching some skills, such as vocabulary and grammar, error correction techniques in
productive skills. The greatest opportunity for EFL instructors has been the support of
directors in order to follow, take part in national or universal workshops and subscribe to

ELT journals as has also been confirmed by the school director.

Another research at TOBB ETU is organized by Turhan and Arikan (2009). They have
coordinated with 30 EFL instructors at DFL in order to see the differences between their
feelings before and after the foundation of teacher development unit by taking into account
their length of service. The findings show that novice instructors, unlike the experienced,
have regarded INSETs as a facility to practice teaching techniques along with perceiving
essential teaching skills, taking part in academic events, keeping up with the recent trends
besides increasing their language competency. Still, no significant difference could be
recorded between novice and experienced instructors from any other aspects. Both sides
have asserted that they believe the significance of INSETs even if directors could not
organize trainings with similar contents. All in all, instructors have remarked the delicate
balance of resolving and adapting study results on instructors in the institution according to

their needs.

Recently, Irgatoglu (2018) has published her article about PD of language instructors
through Teacher Training Programmes (TTPs) which is an INSET form. The efficiency of
these programmes on four teacher trainers and 348 EFL instructors, who have been
working at schools of four foundation universities in Ankara, has been searched. It notes
the fact that those trainings are not regularly held at each university. Further to that when
the contents are not reviewed according to the requirements and current trends in ELT,
they may not make progress to be professional. Despite positive manners of instructors to
INSETs, it seems that trainings are not serviceable due to its irrelevance to instructors’
needs. They are only in the mode of giving lectures about how to apply theories into
practice. TTPs have also been thought to be time-consuming and boring. Thus, they are
only to reflect what to do, yet they do not include how to discover teaching styles and why
to use these techniques by putting students at the core in education system. Finally, the

research informs that self-development activities are not adequately stimulated among
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colleagues, and no follow-up trainings are applied to reflect their experience to one

another.

As for the analyses which comprise both state and foundation universities’ PD facilities,
Tevs (1996) can be placed on the top in the list of researchers. He has collected data from
three different groups: 11 teacher trainers, 27 directors and 138 instructors at 26
universities in 14 regions of Turkey. The universities assigned with numbers 3, 4 and 15 in

table 13 represent foundation universities while the others are all state universities in this

research.

Table 13

The Universities in the Study

Hame of Ondiwercsitsr

Taszat fam

Cukurosra ot wrers i oy

Bdarmna

= Ankara Uniwvecrsitcy Ankara

3 Baskent University ARnkaca

4 Bilkaent Uniwver=sity Arnmlkara

= Gazi Univer=ity P kem o

(= Hacerbttepe UnRniverrsicy A ke e

- Middle East Technical DUniversitwy Anmcoara
Tiudag Tnmiwersicy B s
Anadoluy Universitcy Eskimelhis

10 Oosmangazi Universicwy Eskisehir

11 Araturk FnisersiTy Er =i riim

1=z Caziantep Univensitcy Gaziantep

s 1 Pogazici TUniversityr T asmband

14 Istanbul Unliverrsitcy rCaTambial

15 Hoo University IsTankbbal

16 Marmara Universitcy I=stanbul

17 TaTanbwul Technical Undversicy Istankbul

s Yildizx TUniversity Ismtanbial

- Daekur Eyloal Universicy Izmic

20 Ege Uniwvears=sity T =mix

21 Mocaeli Univecrsity Ezmic

22 Erciyess Uniwversity Koaymer i

3 Imonu Dhniwversiicy [ E- R ST

24 Mersin University Mer=irn

25 Muagla Tniversity Mgyl e

4] Sakearya University Sakaryres

Tevs, M. (1996). A survey of pre-service and in-service teacher training programs of I- year
preparatory English classes at Turkish universities (Master’s Thesis). Retrieved from

http://tez.yok.gov.tr.
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Instructors are also classified in accordance with experienced, less experienced, well-
qualified and less-qualified with CPD in order to triangulate data. As only seven out of 26
institutions had teacher trainers, and directors could not exceed 27 in number, upon
gathering the data he has decided to categorize directors and teacher trainers as one group,
whereas the instructors have been listed in another group. In conclusion, the study has
shown that merely six of those universities had teacher training units, and only four could
offer INSETs to instructors with a certificate and diploma. On the other hand, the others
could not organize any training to instructors, which is statistically equal to 85% of the
subjects. In addition, all of the instructors regardless of their length of service have
expressed their eagerness to be involved in INSETs. The findings also signal that novice
instructors are one step ahead of the experienced. Though, he does not declare his direct
support either to the foundation or the state, the data display that only Bilkent University or
Bagkent University as foundation universities have had INSETs in their schools similar to
METU, Hacettepe University, Marmara University and CukurovaUniversity as the state
universities when the survey has been conducted. These four universities come into
prominence when compared to other 20 state universities in Turkey then. Thus, it can be
deduced that INSETs cannot be so common even during the late 1990s with the exception

of two foundation universities where training events outnumber the others.

Yagcr (2014) has also furthered studies. The data she has collected are professional
trainings of six EFL teachers who work in three public high schools in separate districts
through seven EFL instructors at a foundation university. She has aimed at comparing EFL
instructors’ experience by considering their background, needs and PD alternatives in
schools. It reveals that public schools mostly fall behind the current trends. The result
indicates that INSETs might have been ineffective throughout the years. The previous
experience of teachers illustrates temporary trainings with high expectancies, disrespect to
the change of opinions, the delay in implementing needs assessments and interests, lack of
follow-up sessions after trainings and the gap between theory and practice. In short, she

underlines the necessity of INSET opportunities for all teachers.

Even though considerable scientific work has been involved in that research to explain the
situation of Turkey in terms of enabling INSETs to EFL instructors at universities, most of
the studies about INSET and PD activities are either conducted at primary and secondary
schools (Daloglu, 2004; Eken, 2009; Kog, 2016; Korkmazgil, 2015; Ozer, 2004; Uysal,
2012), high-schools (Birer, 2000), or in multiple contexts (Bayrakei, 2009; Korkmazgil &
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Seferoglu, 2013; Kiigiikslileymanoglu, 2006). Nonetheless, the analyses particularly
including state and foundation universities in order to find out the successful practices and
problems before professional and personal development of their staff could not go beyond
the academic reports as reviewed in this paper. Besides, there are limited data gathered
from foundation universities, which makes the researcher check whether context has the
critical role in this process since foundation universities are discovered to accomplish the
objectives in the system, while state universities are in struggle to find the most appropriate
way for instructors and their INSET missions. Thus, when the current research has been

finished, the probable difference in those two contexts will have also been resolved.

To conclude, the contents of INSET programmes can be classified under basic headings. In
his study, Tevs (1996) assembles 11 principles to be able to conduct an INSET by paying

attention to the ratio of administrators, instructors and teacher trainers in school.

Table 14

The Content of INSET

Group
AJTT (n=38) T (n=138)
f % f %

Introduction of new books .

in-service 26 68 55 40
New teaching techniques )

In-service 28 74 75 54
Review of old teaching techniques

In-service 15 40 42 30
Collaborative work / Group work ) .

In-service 26 69 64 46
Peer observation ' ' '

In-service 20 53 53 38
English for Specific Purposes -

In-service 20 53 38 28
English for Academic Purposes ' :

In-service 20 53 28 20
Testi - ;

In-service 21 55 40 29
Curriculum and syllabus design .

In-service 17 45 47 35
Introduction of new syllabus based on .
students” needs

In-service 19 50 33 28
Classroom planning and management

In-service 19 50 50 36
Note. A / TT = Administrators and Teacher Trainers, T= Teachers.

Tevs, M. (1996). A survey of pre-service and in-service teacher training programs of 1- year preparatory

English classes at Turkish universities (Master’s Thesis). Retrieved from http://tez.yok.gov.tr.
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In her dissertation, Korkmazgil (2015) has also collected data about focal points of
instructors in an INSET programme and listed them by focusing on their immediate needs
parallel to PD, updating content delivery system in cognitive thinking skills after follow-
ups, advancing trainings in schools and appreciating teachers’ learning goals. Furthermore,
the teacher trainers are found to be quite professional to lead instructors to succeed, and
short trainings have been suggested being omitted from the scope of the programme.
Relevant to this issue, Sentuna (2002, p.47) directly assigns the elements of successful
INSETs upon asking questions and examining replies of teachers as is shown below in

table 15:
Table 15

Former Units of INSET Content

Items
Q24. Ways of Motivating Students
Q25. Raising My Students’ Language Awareness
Q15. Implementation of New Teaching Methods
Q26. Raising My Students’™ Awareness of Their Goals and
Objectives
Q47. Ways of Evaluating the Effectiveness of Teaching
Q45. Ways of Determining My Students® Needs
Q8. Teaching Vocabulary
Q21.Promoting Interaction
Q4. Teaching Reading
Q3. Teaching Speaking
Q30. Using New Materials

Sentuna, E. (2002). The Interests of EFL Instructors in Turkey Regarding INSET Content (Master's thesis).
Retrieved from http://tez.yok.gov.tr.

Last but not least, different from the above mentioned studies, Kervancioglu (2001)
designs some new training programmes for EFL instructors upon getting criticism of
students through questionnaires. 16 items have been covered: teaching reading skills,
teaching speaking skills, using audio-visual aids, question and answer technique, role-play
activities as well as grammar games at teaching, telling the students the objectives of each
teaching activity, giving clear instructions, using a variety of materials, revising the
previous structure before presenting a new one, motivating students, taking individual
differences of the students into consideration, checking and evaluating written

assignments, showing interest to every student, speaking English fluently and responding
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students’ questions rewardingly. Even though they do not all represent the criteria to be
approved as INSET content, Kervancioglu has modelled how this renewal affects students’

language proficiency, perceptions and the needs of the organization.

In short, the analyses highlight that INSETs should give opportunities to the instructors for
their self-actualization process in line with their needs as well as the contributions of
directors and teacher trainers rather than only presenting “how to teach” methods and

techniques in conference halls.

2.7. Evaluation of In-service Teacher Training Programmes at Schools of Foreign

Languages

Evaluation is encountered within many contexts, such as courses, systems, centres or
programmes. Still, it has been misidentified in some of these contexts. According to
Oxford Dictionary, evaluation is: “The act of forming an opinion of the amount, value or
quality of something after thinking about it carefully.” This indicates the existence of some
criteria before reaching a definite decision. In this regard, Goldstein (1993) characterizes
evaluation in the role of: “systematic collection of descriptive and judgmental information
necessary to make effective decisions related to selection, adoption, value and modification
of various instructional activities (p.181)”. These definitions clearly demonstrate that
evaluation is a comprehensive, an in-depth concern with its on-going nature, holistic type,

goal-orientation (Eseryel, 2002), power in research and feedback.

Another specified matter about evaluation is its difference from assessment. Huitt (2007)
portrays assessment as large-scale data, while evaluation makes judgments and uses fixed
norms to interpret them. In short, any kind of measurements, such as test results, serve as
tools to draw conclusions under the name of evaluation. On the other hand, Organisation
for Economic Cooperation and Development (OECD) (2013) accounts a dualistic role for
both and introduces a holistic approach to advance teacher quality, the appraisals in
education system, accountability and the educational policy. In addition to ELF research
and technologic innovations, the teachers themselves have always been at the centre of
assessment-evaluation framework with responsibilities of self-evaluation, student learning

and evaluation and their conformity to educational standards.

Identical to other fields, evaluation term in training programmes includes considerable

principles to be called high-grade. Hamblin (1974) defines evaluation of training and
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development programmes as the attempt to get information about the effectiveness of
training and estimate it in this sense of information. In other words, when evaluation of a
programme is at issue, objectives of training introduced to participant teachers must be
reviewed as the backbone of the study. Then, methods, contents, appropriate materials can
be integrated to design a curriculum in the light of pre-determined objectives. This will
help to find the right way via certain certificates or testing methods according to a time

table (Murphy, 1985).

2.7.1. The Instrument Types Applied in Evaluation Process

With reference to sorts of evaluation, different routes can be selected in any INSET
programmes. As Creswell (2014) states, formative and summative evaluation via
quantitative instruments, such as survey, questionnaires, tests, inventory and qualitative
ones, such as case study, ethnography, journals, interviews, observations, portfolio
assessments, field records or analyses of documents will be the first evaluation types that
come to mind in a programme. Although data collection tools are substantial in research

design, evaluation process is also totally correlated with the benefit of project.

Formative evaluation is for the improvement of a programme conducted during the
research (Scriven, 1991; Worthen, Sanders, & Fitzpatrick, 1997). On the other hand,
summative evaluation is related to instrumentality of the study by controlling completed
works in accordance with pre-determined plans. Thus, it intends scholars to ensure that the
things they could achieve to learn are the same objectives supposed to be comprehended at
the end of the course (Brinkerhoff, 1987; Rossi & Freeman, 1999; Rossi, Lipsey, &
Freeman, 2004; Scriven, 1991; Warr, Bird, & Rackham, 1970).
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Figure 18. Summative and formative evaluation Centers for Disease Control and
Prevention. (2010). CDC's healthy communities program
https://www.cdc.gov/nccdphp/dch/programs/healthycommunitiesprogram/tools/pdf/eval pl
anning.pdf

Centers for Disease Control and Prevention (2010, p.3) have also exposed these two
evaluation types in figure 18 to learn the schedule and phases of the project. Yet, the
critical point implied in the figure is not merely being depended on either of these types.
Otherwise, researchers may never arrive at intended effective instruction (Guskey, 2000).
In summary, Robert Stake states the connection properly as ‘“When the cook tastes the

soup, that’s formative; when the guests taste the soup, that’s summative (Miller, King,

Mark, & Caracelli, 2016, p.2)”.

To signify the substance of needs and content in any trainings, Bramley (1986) similarly
presents his opinion below with the aim of highlighting the strong connection between

instructors’ expectations and the plan of the programme.
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Figure 19. Programme evaluation with its essential components = Bramley, P. (1986).
Evaluation of training: A practical guide. London: British Association for Commercial and
Industrial Education.

Initially, needs analysis must be regulated, in accordance with the results, and then
objectives are to be set, which also frames the target content. Having assembled all data
around a specific method or technique, by depending on the final outcome, the programme

can be conveyed to resolve its practicality in comparison to the results.

Roberts (1998, p. 231) likewise epitomizes the entities of INSET with a simple scheme in
figure 20. Needs assessment is crucial to clarify the reasons behind the study design, its
objectives, possible impact on teaching-learning, and to create awareness of teachers’
immediate needs besides their overlap with the programme and the benefits of the
institution. Implementation, the third stage appears after design with the role of schema
certifying to outline structured plans. The needs of the participants should correspond to
the practices in this training. Then, the final stage, evaluation is to restart the system with

original needs in a cyclical approach.

Evaluation p [Needs Assessment
Implementation -4 Design

Figure 20. INSET cycle Roberts, J. (1998). Language teacher education. London: Arnold.

This INSET cycle is to underline the strength of evaluation in PD trivet since without

judgment or interpretation of a framework, no radical revolution could be estimated in an
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organization. Nevertheless, various types of evaluation can be utilized in empirical studies

in INSETs. It is hence vital to search its techniques in PD activities closely.

The focal point in the model developed by Siedow, Memory and Bristow (1985) is to think
about the motives of pre and in-service teachers’ resistance to advance their knowledge.
Having scrutinized it in detail, the necessity of needs assessment, design of the study in
line with objectives, activating plan via presentations and evaluating the impact of the

programme on students will stand out in the following order.
1) Assessment of staff needs,

2) Determination of in-service objectives,

3) Planning content,

4) Choosing methods of presentation,

5) Evaluation of the effectiveness and

6) Providing follow-up assistance and reinforcement.

Another hotly-debated point in CPD is the accountability of assessment despite variety in
tools. Since they are corresponding to personal features, such as awareness, knowledge,
beliefs or identity, there has not been quite a few attempts to record the positive changes
among in-service teachers. This is because they require longitudinal studies and high
efforts unlike any other SLTE programmes which can be handled only concerning contents

or material choice (Richards, 2008).

Guskey (2000) emphasizes so-called misunderstanding such that evaluation is in large
accounted as an expensive routine which distracts scholars from original plans,
implementations and follow-ups. However, some suppose that it stems from the loss of
knowledge and competence necessary to comprehend evaluation. The consequence would
be the avoidance of evaluation among scholars that may mislead them to thoughts that
evaluation studies at the end of the analyses can only be the work of professionals. This
might cause evaluation to be called as Cinderella term. Then, this perspective will interfere
with planning, questioning and articulating clear responses to reach sound conclusions in

study.

Guskey also mentions six main evaluation models for PD. These are Tyler‘s Evaluation

Model, Metsfessel and Michael‘s Evaluation Model, Hammond‘s Evaluation Model,

Scriven‘s Goal-Free Evaluation Model, Stufflebeam‘s CIPP Evaluation Model and
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Kirkpatrick‘s Evaluation Model. Afterwards, he explains his own approach with radical
solution sets to the problems.

e Tyler’s Evaluation Model

Being one of the pioneer evaluation models of Tyler, it regards evaluation as the time to
see how strength it could adhere to the objectives of the programme. It contains some basic
notions, such as determining the goals of the programme, knowledge evaluation in parallel
with the objectives, calling students’ attention to the content area so that behavioural
adjectives could be defined, giving chance to perform accomplished goals, identifying the
means of assessment, gathering data to correlate pre-determined objectives and their actual
performance (Tyler, 1949). Nonetheless, he has been criticized for his model which is
technical (Eisner, 1967), far from classroom practice (Schwab, 1969), and the use of
objectives as the first stage of the planning has been dysfunctional (Connelly & Clandinin,
1988).

e Metfessel and Michael’s Evaluation Model

Principally based upon Tyler’s model, it has broadened perspectives by including several
factors and data collection methods in evaluation process. Metfessel and Michael (1967)
dwell on all the constituents of the school team (teachers, students and directors) in
programme formation. Furthermore, educational objectives of the school must be
responsive to purposeful strategies via teaching, informing and authority concerns (Yakar
& Saracaloglu, 2016). The substance of this approach consists of eight key propositions
(Fitzpatrick, Sanders, & Worthen, 2004; Michael & Metfessel, 1967):

1. Involve the total school community as facilitators in the evaluation process.
2. Formulate a cohesive model of goals and specific objectives.

3. Translate objectives into a communicable form applicable to facilitating learning in the

school environment.

4. Select or construct instruments to furnish measures allowing inferences about

programme effectiveness.

5. Carry out periodic observations using content-valid tests, scales, and other behaviour

measures.
6. Analyse data using appropriate statistical methods.

7. Interpret the data using standards of desired levels of performance over all measures.
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8. Develop recommendations for the further implementation, modification, and revision of

broad goals and specific objectives.

This model has hence contributed not only to the vast expansion of opportunities in
instrument types, but insights of educators on the way to respect evaluation outcomes.

¢ Hammond’s Evaluation Model

Similar to Metfessel and Michael, Hammond (1967) has improved Tyler’s model.
However, he mostly regards whether programme objectives could be attained by resolving
the reasons of lack of success. To that end, Hammond has created three-dimensional cube

with the elements of behaviour, instruction and institution within their lower steps.

Figure 21. Hammond, R. L. (1967). Evaluation at the local level. Address to the Miller
Committee for the National Study of ESEA Title II1.

Moreover, Worthen and Sanders (1987, p. 68) describe every one of the phases in this

model.

1. Defining the programme

2. Defining the descriptive variables (using his cube)
3. Stating objectives

4. Assessing performance
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5. Analysing results
6. Comparing results with objectives.

In total, 90 cells would be formed to search for possible problems in programme
evaluation, and find their answers as it has been approved by Fitzpatrick et al. (2004). Yet,
the disadvantages of this model have been complexity in its structure for a surveyor to
detect school problems by crossing the cells within the cube and finding appropriate
activities differing to each particular programme (Guskey, 2000).

e Scriven’s Goal-Free Evaluation Model

Unlike three referred models, being a goal free evaluation, it has been carried out without
any predetermined objectives about the system not to restrict its scope. Accordingly, its
quality lies on the reports of the programme and the needs of the participants (Scriven,
1972). Thus, the model searches meaningful attempts, actual outcomes instead of intended
results in implementation process (Guskey, 2000; Owston, 2007). Still, he has been
criticized owing to poor planning, only being promoter of another model, probability of
missing significant impacts and not being practical (Irvin, 1979; Mathison, 2005; Shadish,
Cook, & Leviton, 1991).

e Stufflebeam’s Context, Input, Process, and Product Evaluation Model

His model centres on decision-making process. Alternative decisions should be
investigated to broaden the horizons’ of decision makers who are either directors or policy
makers, and have information about the advantages and disadvantages of decisions to
reach the best solution (Stufflebeam, 2002). Its most outstanding side can be its suggestion
to process and holistic evaluation which means including both quantitative and qualitative
methods (Rose & Nyre, 1977). As to evaluative information, contextual evaluation is to
plan decisions in the light of programme needs and disorders. Input evaluation checks the
functionality of the decision by considering resources, programme costs and further plans.
Process evaluation is designed for practices. It monitors and cites any potential failures
about the programme and finds formulas. The last one, product evaluation is to reprocess
the efficacy, sustainability and transferability of the system via checking its influence on
participants in accordance to their needs and expectations. The aim at that point is to
clarify whether to change, abandon or endure the programme and its projects. (Alkin &
Ellett, 1985; Owston, 2007; Ross, 2010).

e Kirkpatrick’s Evaluation Model
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Due to the fact that he has shaped his model majorly for industry and business (Ross,
2010), prior to the reference of the evaluation of any training programmes in-detail,

Kirkpatrick and Kirkpatrick (2006, p.17) remind the significance of evaluation in trainings:

1. To justify the existence and budget of the training department by showing how it

contributes to the organization’s objectives and goals,
2. To decide whether to continue or discontinue training programmes,
3. To gain information on how to improve future training programmes.

Though those are all accepted policies in any organization, it may sound general for
academic institutions. However, they give point to the quality of teacher trainers, the
advantages and disadvantages of former programmes by designing a pilot study to predict
potential outcomes. After conducting surveys, selecting the best and most appropriate one
for instructors and school attaches importance. Four-level model firstly defined in 1959 by
Kirkpatrick (1998) has been arranged in an international credibility standard evaluation

form for the efficiency of trainings.
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Table 16

Kirkpatrick's Four-Level Training Evaluation Model

To what degree
targeted ocutcomes
ocCcur, as a result of
the learning event(s)
and subsequent
reinforcement.

Lewvel 3: To what degree
SELEWTTa participants apply
what they leamed
during training when
they are back on the
job.

Level 2: To what degree
Learming | participants acquire
the intended
knowledge, skills, and
attitudes based on
their participation in
the learning event.

Lewvel 1: To what degree
Rl W participants react
favorably to the
leaming ewvent.

Kirkpatrick, D. L. (1998). Evaluating training programs: The four levels (2nd ed.). San Francisco, CA:
Berrett-Koehler.

First level is to monitor instructors’ responses to the programme, while the second one is
about their learning. It determines the reliability of training on teacher trainers. For
instance, when they complete an activity or skill well, they are expected to demonstrate it
on tasks. Third level centres original contexts, classes, and the question of whether teacher
trainers could remember and apply what they have just received from the courses. The
fourth step is related to final outcome which explores its direct impact on schools, and
regards teachers’ output to understand whether it is the result of this training or other
agents have an effect on it. In spite of its world-wide reputation, Guskey (2000) criticizes
and resolves the inefficient parts to create a new hierarchy which depends one other level

so that it could reach the last step.
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Evaluation Level

What Questions Are Addressed?

How Will Information Be Gathered?

What is Measured or

How Will Information

Assessed? Be Used?
1. Participants’ »  Dhd they like it? * Questionnaires administered at the end of e Initial satisfaction with To improve
Reactions *  Was their time well spent? the session. the experience program design
*  Did the material make sense? and delivery
L Will 1t be useful?
*  Was the leader knowledgeable and helpful?
*  Were the refreshments fresh and tasty?
* Was the room the right temperature?
»  Were the chairs comfortable?
2. Participants’ *  Did participants acquire the intended knowledge *  Paper-and-pencil instruments *  New knowledge and To improve
Learning and skills? - Simulations skills of participants program content,
. Demonstrations format, and
*  Participant reflections {oral and/or written) organization
- Participant portfolios
3. Organization & What was the impact on the organization? *  District and school records + The organization’s To document and
Support & Change +  Did it affect organizational climate and «  Minutes from follow-up meetings. advocacy, support, IMProve
procedures? *  Duestionnaires accommaodation, organizational
*  Was implementation advocated, facilitated, and *  Srructured interviews with participants and facilitation, and support
supported? district or school administrators recogntiion. To inform future
»  Was the support public and overt? »  Participant porifolios change efforts
*  Were problems addressed quickly and efficiently?
*  Were sufficient resources made available?
*  Were successes recogmzed and shared?
4. Partcipants” Use o  Did participants effectively apply the new *  Duestionnaires *  Degree and quality of To document and
of New Knowledge knowledge and skills? *  Siructures interviews with participants and implementation improve the
amd Skills *  (How are participants using what they learned?) their supervisors implementation of
*  (What challenge are participants encounteringT) *  Participant reflections (oral and/or written) program content
*  Participant portfolios
»  Direct observations
*  Video or audio tapes
5. Student Learning - What was the impact on students? ™ Student records - Student learning outcomes: To focus and
Outcomes - [nd it affect student performance or achicvement? - School records - Cu_q_nilivc {Performance & improve all aspects
- Did it influence studenis” physical or emotional well- «  Questionnaires .ﬁclrlq‘tn1cnt1_ of program design,
- .I-:::r.:ft;dcnu more confident as learners? * Structured mterviews .With stl._ld[ents. ' Szﬁ::}fn;?}mmh * implementation,
e = parents, teachers, and/or administrators ) - and follow-up
- Is student attendance improving? . o - Psychomotor (Skills & .
- Are dropouts decreasing? ) . Paﬂ'mpant pL‘rrITthq.‘rs Behaviors) T?,de{;lp“}tmm ;hL
*  (How does the new leaming affect other aspects of the *  (Student Work Samples) ov L;-_fl. -”“p:]ﬂ o
organization’?) - State/Local Assessments) prolessiont
#  Performance Assessmenis) development

Figure 22. The Critical Levels of Professional Development Evaluation Guskey, T. (2000). Evaluating professional development. California:

Corwin.
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This hierarchy starts with receiving feedback from teachers about CPD via an inquiry, and
then their active learning is tested to record the extent that they could learn its insight. The
organisational evaluation refers to the pillar of TL through CPD as an institution with all of
its units. Teachers’ use of knowledge and skills, its reflection to class and students’
achievement levels are then monitored. Finally, the result is submitted in order to make it

public.

Guskey (2000), adjusting Kirkpatrick’s model to evaluate teacher PD programmes, has
fulfilled the opinions, learning, beliefs of teachers and investigated its influence in classes.
It means that evaluation of training programmes encircles lots of complex items (Eseryel,
2002). For this reason, it forms a basis while controlling the coordination between
evolution of student learning and PD, entails data collection with its interpretations and
presents the overall process of this data gathering to perform evaluation (Sparks, 1996). In
addition, the design in the model would be its applicability to K-12 schools. Hence it has
been extended via the dissertation of Ross (2010) which is consistent with higher education

and post-secondary PD programmes as well.

Primary Purpose of Evaluation

Meeting
Attainment of Development Information
the Program’s Accreditation of Theory Meeds of Orverall
Goals and Program of the about I¥iverse Impact of
Evaluation Muodel Ohjectives Improvement Program Intervention Andiences Program
Groal-based (Tyler, 1942) X X
Groal-free evaluation (Scriven, 1972) X X X
Context, input, process, and product X X X
(CIPF) (Stufflebeam. 1973)
Multilevel (Guskey, 2000 X X X

Kirkpatrick, 2001

Figure 23. Evaluation models for evaluation purposes Owston, R. (2007). Models and
methods for evaluation. In J. M. Spector, M. D. Merrill, J. v. Merriénboer, & M. P.
Driscoll, Handbook of research on educational communications and technology (pp. 606-
616). New York: Taylor & Franci.

Despite the fact that one standard model in INSET evaluation cannot be acknowledged, by
characterizing Guskey’s (2000) model, the traits of practical INSET are to be redefined to
comprehend current requirements. Firstly, he centralizes teachers, their immediate needs,
perceptions about teaching to recognize them in organization and practices of the
programme. He aims at independency of the instructors, PD, self-confidence, self-efficacy,

awareness about teaching and learning. Moreover, in an efficient INSET event a series of
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techniques, data collection materials, examination of the experience by welcoming a
holistic paradigm, and control in student and teacher learning ought to be held. This is
because it will make a teacher more reflective than being resistant to change. On further
steps, giving opportunity to practice what teachers have learned either from teacher
trainers, peers or on their own via questioning experience will have long-running influence
on PD in specific contexts. These also represent the criteria of designing evaluation scheme

for a school according to their teachers.

Sahin (2006) has utilized Kirkpatrick’s model to evaluate the effectiveness of INSETs on
EFL instructors at METU. She aims to reveal whether it could reach success by following
the determined objectives of the programme and the vital points in replacement of the
course. The data have included the questionnaires of instructors and their students,
interviews with directors, teacher trainers and instructors besides the observations recorded
in their lessons. According to the findings, Kirkpatrick’s evaluation model could not be
confirmed to be influent in the Certificate for Teachers of English. Its basic deficiency is
not having linear connections to follow a definite evaluation criterion. Thus, she has
certified the need of more precise, exclusive model of evaluation for teacher training

programmes at Turkish universities.

INSETs at Cukurova University and Hacettepe University have been examined by Tiirkay
(2000). At Cukurova University, three different groups of activities (language proficiency
and teaching-based activities and academic programmes) have constituted INSETs. On the
other hand, at Hacettepe University, novice instructors’ training which is oriented by the
British Council has been carried in the form of INSET. The participants are majorly
monitored for their expectations about INSETs and to learn whether they could be pleased.
After conducting questionnaire on teacher trainers and the interviews on directors, she

concludes her study with the gap between real INSETs and fulfilment of the beliefs.

To Tevs (1996), the evaluation of INSETs depends on informal feedback despite not

basing upon unique model as is seen below.
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Table 17

The Evaluation of Training Programmes

Group
AITT (p=38) T (p=138)
_ f % f %
Through questionnaires given to participants 16 42 24 17
Through interviews with participants 16 42 14 10
Through feedback from TT 17 45 30 22
Through informal written/spoken feedback from T 24 64 34 23

Note. A/ TT = Administrators and Teacher Trainers, T= Teachers

Tevs, M. (1996). A survey of pre-service and in-service teacher training programs of 1- year preparatory

English classes at Turkish universities (Master’s Thesis). Retrieved from http://tez.yok.gov.tr.

The evaluation process chiefly forces analysts to appoint time to periodic feedback. In this
respect, Morrow and Schocker (1993) intensify the interaction between teacher trainers and
instructors about sharing their experience and inputs, regulations of group-based learning
in addition to the guidance of teacher trainers, relevancy of INSET content and criticizing
training programme in line with further activities. As a result, the participants could deeply
feel control over comments and judgments in trainings. Lamie (2005, p. 96) also

demonstrates how to improve the efficiency of INSETs in evaluation process in table 18.
Table 18

Implementation of Efficient INSET Programmes

Procedure Participant Activity Content Ceneral

Part of overall Continual Share Good practice Focus on

scheme and involvement information individual

clearly articulated

rationale

Planning Individual Demonstrations  Interactive Appropriate

Implementation difference form

Evaluation

Length & mode of Needs Trials Relevant Government

delivery awareness support

Methodology Motivation Feedback Coherent Credible

trainers

Follow-up work Researcher Relevant Supporting Cultural

materials AWAreness

Lamie, J. M. (2005). Evaluating change in English language teaching. New Y ork: Palgrave Macmillan.
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In her experiment, Uysal (2012) has observed the adaptability of INSETs in Turkish
primary school context. By utilizing the model of Guskey, she has documented the failures
of INSET in the phases of planning and evaluation of the training. The inadequacy of peer
discussions and follow-ups to meet on a common ground about problems, transmission-
based presentations and most importantly differing teacher needs from the content of
INSET are in her lists to inform readers about its inefficiency. Furthermore, instructors are

reported not to be involved in organization and implementation procedures.

The evidence presented by Muijs and Lindsay (2007) likewise has revealed the suitability
of Guskey’s model to test CPD evaluation on 416 teachers and 223 directors from 1000
schools in England with random sampling. Regarding the questionnaires, all participants
seem to have satisfied after evaluation and its effect on adopting new skills, whereas
student success has receded into the background. As for the statistical correlations, some
instruments, such as interviews and documentary evidence are noted to create close
contacts with evaluation. On the other hand, journals and observations are limited in
number, which is owing to the constraint in CPD evaluations. Thus, high-graded
evaluation becomes prominent in utilizing a number of evaluation forms rather than the

questionnaires alone.

In their search, by using Guskey’s model, Goodall, Day, Lindsay, Muijs and Harris (2005)
find out that the best schools in CPD events could achieve learning outcomes of students.
In addition, the most evaluative application has been the lower levels, learning and
participants’ satisfaction in his hierarchy. It must have originated from the choice of

questionnaires and surveys applied to students at the same time.

Focusing on learner-centred approach as the mission and conclusive result of any CPD
activities, Kudenko and Hoyle (2014) do not feature qualitative data collection tools to
learn the beliefs and perceptions of teachers. They majorly check students’ progress. The
study gives qualitative data through courses with anecdotal comments, research
experiments and questionnaires. Additionally, quantitative data investigation about CPD
themes has been adopted to reveal its responsibility on students. Then, they put research
and reflective practices into use after CPD in the first narration. Finally, they arrive at the
same conclusion with Guskey (2002) that in CPD evaluation design, beginning with the
last level could assist to achieve the real purpose of CPD which is improving students’

learning.
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By regarding all of the given professional evaluation models of INSET (Bramley, 1991;
Worthen & Sanders, 1987), shortly it is reasonable to claim that they all intend to fulfil the
missing points of one another in the literature. Therefore, Guskey’s model, being one of
the well-known and high-profile of all forms, could be acknowledged as an example in the
community of school members. However, as in this study, there appears to subsist an
urgent need to an evaluation model which do not centrally answer to students’ learning
outcomes according to CPD progress of academic staff in an institution, but particularly
tackles the needs of all constituents at school team so as to plan a sound programme
highlighting all needs analyses, objectives, the method and content besides implementation
and follow-up sections of the project. By taking this into account, the current study has not
been strictly adhered to Guskey’s model. It has recommended a new model to schools to be

adapted in programme evaluation phase.
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CHAPTER III

METHODOLOGY

This thesis checks thoroughly the expectations and practices of academic staff at two state
and two foundation universities in Turkey so as to inquire about their immediate
professional needs, beliefs, and opinions towards the CPD unit in schools. The real goal
behind this study is to disclose the differing points of view among teacher training units,
teacher trainers, instructors, and the directors so that the scope of training units would be

revised in the light of the findings, and a model could be suggested.

Methodology chapter consists of five separate sections. Upon stating essential information
about the study, the first section includes the participants who work at universities in
different positions. The number of teacher trainers, instructors, directors, and their
educational background, gender, age, work experience will be presented. Then, the
instruments in data collection as well as the reliability issue are to be covered. Later, the
procedure is introduced before the next section, data analysis. Finally, the conclusion part

demonstrates the summary of this chapter.

3.1. Participants

The research was conducted at two state universities: Ankara University and Gazi
University; and two foundation universities: Atilim University and Izmir University of
Economics in the first term of 2018-2019 academic year. 15 English language instructors,
two teacher trainers, and the directors of the universities were involved into the study from
each foundation university. As to state universities 22 English language instructors, two
teacher trainers and one director from Ankara University; 17 instructors, two teacher
trainers and one director from Gazi University cooperated into this research. In total, 69

instructors, eight teacher trainers and four directors participated in this research.
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All of the participants signed the “Consent Form” (see Appendix 1), stating that they
volunteered to be the participants in that survey on condition that their names would not be

shared by anyone but just for the aim of this research.

The general distribution of the instructors from universities was shown below. With
regards to age, the instructors whose ages were between 31 and 40 had the highest
frequency whereas the ones more than 60 years old were the least in number. Out of all,
more female instructors were willing to take part in this academic study than the males.
However, the range of frequency for teaching experience of the instructors varied
according to the type of the universities. More experienced instructors participated from
foundation universities voluntarily, whereas the maximum rate for years of experience
decreased at state universities. Another difference was noted in their educational
background. Instructors with master’s degree at state universities outnumbered the
instructors at foundation universities who mostly held only their bachelor’s degree. Yet,
both state and foundation universities represented English Language Teaching (ELT)

graduates more than other English departments.

Unlike at state universities, foundation universities did not have a policy of hiring only
Turkish citizens. Thus, some instructors (N=2) at foundation universities were from the

U.K., and also their majors were not limited to English language or related departments.
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Table 19

Demographics of Instructors

Questionnaire for Instructors State Foundation  Total

Universities Universities

Part 1 f p(%) f p (%)

Age:

23 to 30 years 11 28,2 8 26,6 19

31 to 40 years 18 46,1 13 433 31

41 to 50 years 8 20,5 3 10 11

51 to 60 years 1 2,5 5 16,6 6

more than 60 years 1 2,5 1 33 2

Gender:

Male 6 15,3 9 30 15

Female 33 84,6 21 70 54

Years of teaching experience:

newly graduate - - -
1 to 5 years 7 17,9 7 23,3 14

6 to 10 years 13 333 2 6,6 15
11 to 20 years 11 28,2 11 36,6 22
21 to 30 years 7 17,9 6 20 13
more than 31 years 1 2,5 4 13,3 5
Major:

English Language Teaching 20 51,2 14 46,6 34
American Culture and Literature 4 10,2 2 6,6 6
English Linguistics 4 10,2 2 6,6 6
English Translation and 1 2,5 1 33 2
Interpretation

English Language and Literature 10 25,6 6 20 16
other (History, Art history, - 5 16,6
Philosophy &Political Science,

Sociology, Avienks)

Educational background:

Bachelor’s Degree 18 46,1 16 53,3 34
Master’s Degree 19 48,7 14 46,6 33
Doctor of Philosophy 2 5,1 - - 2

When the teacher trainers at universities were handled, a chart similar to table 19 was

created to analyse the features in-depth.
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Table 20

Teacher Trainers

S.U. F.U
1 B.A.in ELT 2 1
2 B.A. in English Translation and Interpretation 2
3 B.A. in English Linguistics 1
4 B.A. in English Language and Literature 1
5 M.A.in ELT 1 1
6 M.A. in English Translation and Interpretation 1
7 M.A. in TEFL 1
8 M.A. in Teaching Foreign Languages 1
9 M.A. in Education Technologies 1
10 SLTEP (The Sabanci University School of Languages 1
Trainer Education Programme)
11 Coaching by Suzanne Mordue, Simon Wright 1
12 Trainings from the British Council 2
13 COTE, CELTA, DELTA 3
14 Teacher Trainings at Ankara University (for 8 months) 2
15 Training at Oxford University (for a month) |
16 Teacher Trainings at Gazi University by a prestigious 1
academy and a bookshop in Ankara (for 8§ months)
Table 21
Teacher Trainers' Teaching Experience before Their Trainer Career
S.U. F.U.
1 5 years 1
2 7 years 2
3 8 years 1
4 9 years 1
5 15 years 1
6 20 years 2

Similar to the instructors, the ages of teacher trainers changed from 31 to 40, and their
teaching experience before being a teacher trainer ranged from 11 to 20 years at both state
and foundation universities. Nonetheless, in reference to the major, volunteers from state

universities were all teacher trainers graduated from ELT or English Translation and

88



Interpretation departments, which was quite flexible at foundation universities considering
the departments the trainers graduated, such as ELT, English Linguistics, English
Language and Literature. There was one Bulgarian Language and Literature graduate
working at one of the foundation universities again because of their policy of employing
foreigners as academic staff. Referring to the educational background, all teacher trainers
at state universities and half of the teacher trainers from foundation universities came into
fore due to holding their master’s degree. Only other half of the teacher trainers from the
foundation universities appeared to have graduate degrees. However, it was not probable to
point any teacher trainers with postgraduate degree. Last of all, apart from the trainings
organised by their own institutions, some of the teacher trainers received important
certificates like CELTA, DELTA, COTE, and Diploma in the Teaching of English as a
Foreign Language to Adults (DTEFLA). Nevertheless, owing to their costs, they mostly
came into prominence at foundation universities as professional qualifications of teacher
trainers. State universities could not lead their teacher trainers to specific programmes. Yet,
they could send them to trainings having international credibility similar to the ones

conducted by the British Council.
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Table 22

Directors

Questionnaire for Directors

State University

Foundation University  Total

Part 1

f

f

Age:

23 to 30 years

31 to 40 years

41 to 50 years

51 to 60 years

N | —

more than 60 years

Years of teaching experience:

newly graduate

1 to 5 years

6 to 10 years

11 to 20 years

21 to 30 years

more than 31 years

1 2

Major:

English Language Teaching

1*(MA)+1 3%

American Culture and Literature

English Linguistics

English Translation and
Interpretation

English Language and Literature

1*(BA) 1*

Other: Educational Leadership

Japanese Language and

Literature

1*(PhD)
1 k

Educational background:

Bachelor’s Degree

Master’s Degree

Doctor of Philosophy

Other

Having stated two essential figures in the study, instructors and teacher trainers, it would
be worth describing the other pillar of this trio, which were directors. As can be seen in the
table above, out of four, two directors aged between 51-60 work at foundation universities.
Still, age limit of principals at state universities was not stable; it varied from 40 to 50 and
may be more than 60. In parallel with age, their teaching experience changed. Being equal
at both university models, the directors had either 11 to 20 or more than 31 years of

teaching practice. In fact, they held their PhD degrees in spite of the variety in
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departments. Though their professional fields seemed to be ELT at first sight, one of the
directors of the foundation universities completed his BA’s in English Language and
Literature, and MA’s in ELT. As an American, and the native speaker of the target
language, he could continue his academic work in Educational Leadership. Different from

the other three, one director’s major was Japanese Language and Literature.

3.2. Data Collection Instruments

Two data collection instruments were used in that study. Although a questionnaire was
applied to all participants in the beginning, it had been designed with different questions
for instructors, teacher trainers and directors. The piloting procedure was also conducted
before data collection process. In pursuit of the general and descriptive results of the
questionnaire, interview questions were addressed to some of the participants in semi-
structured form. Therefore, this research adopted both qualitative and quantitative data.
While the interviews set qualitative data, questionnaires with prioritising the given
responses, multiple-choice and Likert-scale forms of questions constituted quantitative

data.

In regard to the research design of the study, it was of great importance to refer to both
instruments in research paradigm. Quantitative methods were dynamic due to numerical
and definite calculations, group comparisons and specifying experiment, whereas
qualitative ones were more contextual, in real like settings, narrative and based on cultural,
human practices (Guba & Lincoln, 1994; Tashakkori & Teddlie, 2003). Nonetheless, as
recommended by Creswell (2014), and Leeach & Onwuegbuzie (2011), both quantitative
and qualitative methods must be combined in a research to complete the missing points of
one another. It would refer to ‘triangulating’ the data (Denzin, 1978) in order to arrive at
more reliable results. Castro, Kellison, Boyd and Kopak (2010) also illustrated it: “Such
designs can offer the strength of confirmatory results drawn from quantitative multivariate
analyses, along with “deep structure” explanatory descriptions as drawn from qualitative
analyses (p.342).” Hence, in that paper, the research was planned to be conducted by
‘mixed methods’ design to display CPD impact in many respects on English language

instructors extensively.
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3.2.1. Questionnaires

Initially, the questionnaires were designed to explore the needs, expectations, beliefs and
opinions of instructors, teacher trainers and directors towards the on-going teacher training
programmes in the schools with the guidance of Arikan (2002), Biiyiikyavuz (2013),
Creswell (2014), Giiltekin (2007), Korkmazgil (2015), Lalitha (2005), Sentuna (2002),
Sahin (2006), Tevs (1996), Tiirkay (2000), and Yagci1 (2014). Additionally, the literature
was reviewed, the expert views were taken, and a pilot study was conducted in order to

create the questionnaires.

The questionnaire for instructors (Appendix 2) was composed of three basic categories
with 30 questions in total. The first part covered questions about demographic information
(general information and academic background) of instructors. In part two, with the first
thirteen questions, it was aimed to find out their professional background process, while
the next four (14, 15, 16, 17) were about the content of the programme. The last six
questions of the second part (18, 19, 20, 21, 22, 23) were developed to investigate the
preferences of the instructors, to find out whether their expectations overlapped with the
school’s and the current programme. The final section included issues like personal beliefs

and the organisations of trainings provided them in school.

The questionnaire for teacher trainers (Appendix 3) started with five questions about
demographic information. Experience, qualifications were also embodied to enlighten
whether they had enough proficiency in this field. The following section was created to
gather information about their continuing professional development process with the first
fifteen questions. Only two questions asked about the content of the INSETs with the
numbers of 16, 17 successively. Items 18, 19, 20 were related to their preferences,
perspectives as teacher trainers touching on their observations and impressions about these
trainings in school. In the end, five questions in part 3 were listed to reveal the perceptions,

motives and suggestions to advance trainings both in quantity and quality.

As to the questionnaire for directors (Appendix 4), it was originally organised to be done in
English (Appendix 5). Yet, it had to be redesigned in Turkish due to the fact that one
director was from Japanese Language department, and did not have enough proficiency to
fulfil it in English. Upon getting their brief demographic information as a principal,
fourteen questions were listed to uncover how professional development programmes were
applied in the schools and to what extent they were informed about their function.

Questions 15, 16, 17, 18, 19 were to understand their treatment to the INSETs. Finally, part
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3 headed them to think about possible failures from instructors’ point of view, and their

individual reasons, choices to implement trainings in these institutions.

All three forms of questionnaires were checked and previewed by a professor of English
Linguist and by the thesis supervisor even before the piloting so that the face validity
would be ensured. The piloting process was explained exhaustively in the procedure part

below.

Items 4, 5, and 6 in instructors’ questionnaire were intended to reveal their impulses or
distractors behind the manner of their acceptance or refusal. Since the trend was only to
motivate them to find the true path in line with their needs, expectations and insufficiencies
(Mann, 2005), they were intentionally put into this inquiry. The number of questions 1, 9,
13 (in the third part) in instructors’, 5 in teacher trainers’, and 5, 16 in directors’
questionnaires aimed to check to what extent the collegiality worked in schools. This was
what Lave and Wenger (1991), Mezirow (1991), and Opfer and Pedder (2011) underlined
to remark reflectivity, transformative learning theory, community of practice (CoP),

reciprocal and meaningful learning for teachers.

Similar to Borg (2003, 2012), Burns and Richards (2009), Freeman and Johnson (1998),
Townsend and Bates (2007) also highlighted the significance of dealing with beliefs,
needs, thoughts and manners of the teachers towards teaching. Therefore, items 10, 11, 12,
16, 18, 19 were listed in instructors’ questionnaire so as to obtain how much their own

opinions, cognition and perspectives were congruent with the real practice.

Korkmazgil (2015), Sentuna (2002) and Tevs (1996) stressed the emphasis on the content
of trainings. Their up-to-datedness, how much they matched with teachers’ immediate
needs and the motive to lead them to self-actualisation or gaining autonomy in their
performance must be considered as well. By taking that fact into account, items 7, 14 in
instructors’, items 2, 16, 17 (part 3) in teacher trainers’ and items 4, 15 in directors’
questionnaire were included to see in what level their assumption of content overlap with

one another.

Practicality of the knowledge in trainings was another subject to be handled about CPD. As
in his definition of INSET, Kog¢ (1992) mentioned the value of practical solutions offered
as academic help to instructors. To be able to prove the instructors’ demand about
classroom materials in this study accurately, and to balance practical and theoretical

information in trainings, questions 15, 20, 21, 22 were asked to instructors.
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With respect to feedback forms to measure the effectiveness level of trainings,
observations, video recordings, surveys, journals or action research might be utilised as a
means of monitors (Giin, 2015). In order to learn the ways of assessment, questions 3, 6 (in
the last section) for teacher trainers, and 2, 5, 6 (in part 3) for directors were given in each

questionnaire.

Concerning five-point scale Likert type in questionnaires, questions 10, 11, 12, 13, 14 for
instructors, 10, 11, 12, 13, 14, 15, 16, 20 for teacher trainers, and 12, 13, 14, 15, 16 for
directors with definitely true, mostly true, not sure, mostly false, definitely false options
were directed to the participants. This depended on the fact that unlike the second question
of directors which required a direct answer, any yes-no answer would be too severe to
explore their stance about these topics. No problems with that Likert-scale type were noted

in piloting procedure which was explained below.

3.2.2. Interviews

A range of interview questions were arranged in advance in the light of Arikan (2002),
Giltekin (2007), Korkmazgil (2015), Lalitha (2005), Sahin (2006), Tiirkay (2000) and a
research book (Johnson & Golombek, 2011) besides articles of Block (2000) and Lowes
and Prowse (2001). They were associated with the ones in the questionnaires so as to
recognize if the needs, expectations, beliefs of instructors, teacher trainers and directors
were coordinated or balanced before and after their preparations. Identical to the
questionnaires, the interviews were conducted with the same, three stakeholders. However,
dissimilar to the questionnaires, they were limited in number to five instructors, two
teacher trainers and the directors from each school. There were 22 interview questions for
instructors (Appendix 6). 21 similar interview questions were also asked to teacher trainers
(Appendix 7), and 15 questions were presented to every one of the directors (Appendix 8).
There was no strict order in three of the interview questions in terms of covering personal,
perceptual responses or the treatment of trainings in the schools. This was because the
researcher could guide and add any extra relevant questions during the interview as a semi-
structured one. Regarding the language in the interviews, it was in Turkish unlike the
questionnaires (with one exception). That was owing to the fact that using the target
language might have blocked their real expressions or they may not have spoken

coherently and articulated their talk easily.
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3.3. Procedure

The questions in the questionnaires and the interviews were prepared comprehensively
after revising the literature about teacher training practices in schools. Then, the expert
views of a professor of English linguist and an expert in ELT were involved so as to ensure
comprehensiveness. Following the interviews, the corroboration of the answers was

examined by looking at the items from both of these instruments.

3.3.1. Piloting

Having completed the literature review in 2017-2018 academic year, and prepared the
questionnaires and the interview questions for instructors, teacher trainers and directors
independently, the researcher applied for the ethics committee approval (Appendix 9).
After obtaining the approval in September 2018, the researcher launched the piloting

process.

First of all, a fairly similar questionnaire was piloted to three instructors, one teacher
trainer, and the director in School of Foreign Languages at Samsun Ondokuz Mayis
University (state) and Cankaya University (foundation) in 2018-2019 academic year during
September and October.

These two universities were selected to manage the pilot study since Ondokuz Mayis
University was a well-established state university when its foundation was taken into
consideration. In addition, it was in the Black Sea region in Turkey, which released the
function of another teacher training unit operating in a different district instead of the
capital city, Ankara. As for Cankaya University, it was well-known for the education
system where English was the medium of instruction in most of its departments.
Accordingly, they paid close attention to the schools and academic staffs to create better
educational facilities for all of the students who would be studying their major in English
in the following years. It was also included into the study due to the fact that it was a

foundation university in Ankara, Turkey.

The questionnaire was administered to a set of voluntary participants in order to control its
components, the clarity of expression to improve comprehensibility and to disclose any
possible disregarded points by the subjects. It means that they were requested to note down
any statement not taking place there. Depending on the new comments and feedback, the

questionnaires were updated to the final version redesigned.

95



3.3.2. Data Collection

After the piloting, the answers of the attendants were carefully analysed and their extra
responses to ‘“other” section, such as the means of informing teacher trainers about
instructors’ needs, learning the immediate professional needs, the ways of getting

opportunities for teacher trainers’ own attainments were added into the questionnaires.

The data collection process started at Ankara University. It was also run at Atilim
University, Izmir University of Economics and Gazi University. Having gathered the
questionnaires from the subjects, based on their schedule and school timetable, the
researcher organised appointments for the interviews with each participant. Thus, the

following stage of the research, administration of interviews began after the questionnaires.

As the interviews were carried out nearly at the same time with the questionnaires, both
data collection types were completed in November and December, 2018-2019 academic
year in order to increase reliability, comparability, validity, and transparency. They took

nearly fifteen minutes per subject, and they were also tape recorded.

In total, 22 questionnaires and five interviews with randomly chosen instructors who had
completed the questionnaire beforehand at Ankara University, 17 questionnaires and five
interviews with randomly chosen instructors at Gazi University, 15 questionnaires and five
interviews again with randomly chosen instructors each at Atilim University and Izmir
University of Economics were managed to be implemented. As for the teacher trainers and
the directors, two questionnaires and interviews with the same teacher trainers and only
one questionnaire and interview with the directors were arranged at all universities. This
made 81 questionnaires, and 32 interviews in total from all of the subjects attended

voluntarily into that analysis.

In the end, all of the interviews were transcribed (the interviews of two directors, two
instructors, and one teacher trainer were given in Appendix 10 to represent and serve as
examples). Then, they were scrutinised to generate codes and themes according to the
reiterated items, and to be categorised under the labelled columns in accordance with the
answers to the interview questions. That process was applied to all questions in three
questionnaires. The basic reason of their record and transcription was to compare the
answers of teacher trainers, instructors, directors all in-depth, and observe the similarities
and differences in their specific fields. Furthermore, some answers were quoted with

pseudonyms not to clarify the identities of the participants.

96



The reason of involving these four universities into the study was that state universities,
both Ankara University and Gazi University, were founded in Ankara in 1940s and 1980s
respectively. Yet, Atilim University was established in Ankara in 1996 whereas Izmir
University of Economics started education in Izmir in 2001. Not only being in different
cities, but having a longer or shorter history in providing education to students were hot-
debated issues about whether these criteria were the real determiners to function well in
teacher training units. Thus, both convenience sampling and purposive sampling methods
were utilized to select different university contexts with PDU to observe the enforcements,
compare the expectations and recruitment criteria in this current research. As a result, it
was planned to respond those questions in detail upon reaching the valid and reliable

results.

3.4. Data Analysis

Two instruments, the questionnaires and the interviews, constituted the basis of data
collection in this research. Consequently, qualitative and quantitative data were
incorporated into the analysis to ensure triangulation. In terms of content validity, a

comprehensive literature review and expert view were implemented in both instruments.

The data collected via interviews were analysed depending on grounded theory. This was
based on the explanations of Boeije (2010) and Charmaz (2006) who laid weight on
grounded theory because it had a methodical code to gather, synthesize, analyse, and

conceptualize qualitative data inductively.

During data analysis process, upon transcribing the interviews, two coders classified each
question according to the answers of instructors, teacher trainers and directors under
correlated codes. Hence they began the first coding to examine and measure the data in a
well-regulated way. Likewise, by keeping the research questions and the codes in mind, the
researcher and the second coder found themes when the possible connection among them
was postulated. Therefore, the procedure of designing themes was to arrange framework of
data analysis systematically. After the analyses of the instrument by the researcher, an
expert with a PhD in the field once again investigated the interviews, and transcripts to
confirm the results, and ensure inter-coder reliability (.85) as suggested by Perreault and

Leigh (1989), and Tawney and Gast (1984).
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Each item in the questionnaire was also typed to reach statistical figures through Statistical
Package for the Social Science (SPSS) along with the descriptive analysis of every one of
the questions within numbers and frequency. After the results were computed in SPSS 21
version, normality test was carried out on data set to decide which comparison tests to be

used in the analysis.

Table 23
Tests of Normality
Tests of Normality
Kaolmogorov-Smirnoy? Shapiro-Wilk
University  Statistic df Sig. Statistic df . Sig.
term10  poundation 301 a0 ,ooo a1 a0 ,0oo
State 265 34 ,ooo 870 34 001
ltermi Foundation 302 a0 ,ooo 785 a0 ,0oo
State 221 34 ,ooo 838 34 ,0oo
ltern2 Foundation 244 a0 ,ooo 875 a0 ooz
State 76 34 008 17 34 013
lterm13 Foundation 312 a0 ,ooo 72 a0 ,0oo
State 204 34 0o 886 34 ooz
lterm1d . 317 a0 ,ooo 823 a0 ,0oo
Foundation
State 320 34 ,ooo 7a7 34 ,0oo

a. Lilliefors Significance Correction

As can be interpreted from table 23, it was evident that data sets were not distributed
normally. Thus, Mann-Whitney U tests were adopted as in the clusters of non-parametric

so0 as to compare state and foundation universities.
3.5. Conclusion

Having referred to the participants, data collection instruments, settings, procedure and

data analysis, the following chapter explicitly displays the data analysis phase.
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CHAPTER 1V

RESULTS

Quantitative and qualitative data collection tools adopted during the study were presented
to examine each item in-depth and to reach a precise result about the research by using
these instruments. The findings and the numbers of attendants to the questionnaires and the

interviews were also stated in the tables below.

4.1. Questionnaires

Three different questionnaires for three stakeholders, instructors, teacher trainers and

directors, were developed and investigated separately in the following segments.

4.1.1. The Instructors

30 instructors from state and 39 instructors from foundation universities volunteered to
complete the questionnaires. Initially, the demographical information was indicated in the

table below.
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Table 24

The Major of Instructors

Questionnaire for Instructors State Foundation  Total
Universities Universities

f p t p()
(%)

Major:
English Language Teaching 20 51,2 14 46,6 34
American Culture and Literature 4 10,2 2 6,6 6
English Linguistics 4 10,2 2 6,6 6
English Translation and Interpretation 1 2,5 1 3,3 2
English Language and Literature 10 25,6 6 20 16
other (History, Art history, Philosophy - 5 16,6
&Political Science, Sociology, Avienks)
Educational background:
Bachelor’s Degree 18 46,1 16 533 34
Master’s Degree 19 48,7 14 46,6 33
Doctor of Philosophy 2 5,1 - - 2

As majors of the instructors could reveal why they had varying options about CPD content,
the list was created to introduce their educational background. The graduates of English
Language Teaching (ELT) and English Language and Literature (ELL) outweighed the
other English departments. Still, ELT graduates in both contexts were outstanding when
the frequency in Table 24 was regarded. One of the differences was that foundation
universities were allowed to recruit native speakers of English regardless of their faculties
they had studied, such as history, art, philosophy. Moreover, the instructors at state
universities reached a higher ratio to step into academic life by considering their Master’s
(M.A.) degrees than the foundation universities where they only held the Bachelor’s (B.A.)

degree above average.
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Table 25

Age of Instructors
Questionnaire for Instructors State Foundation Total
Universities Universities
f p(0) f  p(%)

Age:

23 to 30 years 11 282 8 26,6 19
31 to 40 years 18 46,1 13 433 31

41 to 50 years 8 20,5 3 10 11

51 to 60 years 1 2,5 5 16,6 6

Initially, age range among the instructors centred on ‘31 to 40 years’ at both university
types. Except for the first three age limits (23 to 30 years, 31 to 40 years, 41 to 50 years),
other experienced instructors were high in number at foundation universities. On the other

hand, 41 to 50 year-old experienced instructors outnumbered at state universities.
Table 26

Teaching Experience of Instructors

Questionnaire for Instructors State Foundation Total
Universities  Universities

Years of teaching experience: f p (%) f p (%)
newly graduate - - - -

1 to 5 years 7 179 7 233 14

6 to 10 years 13 333 2 6,6 15

11 to 20 years 11 282 11 36,6 22
21 to 30 years 7 179 6 20 13
more than 31 years 1 2,5 4 13,3 5

Moreover, when the term ‘experienced’ was accepted to be valid only for the instructors
who had been working 11 years or more, foundation universities came into prominence by

employing more experienced instructors than state universities.
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Table 27

CPD Practices in Schools

Questionnaire for Instructors State Foundation  Total
Universities ~ Universities

Part 2 f p(%) f p (%)

1. How often do you have Professional
Development courses at your school?

once in every two weeks 1 2,5 2 6,6 3
three or four times a term 1 2,5 1 3.3 2
once a month 7 17,9 16 53,3 23
once a term 3 7,6 4 13,3 7
once every six months 3 7,6 2 6,6

once an educational year 12 30,7 2 6,6 14
never 5 12,8 - - 5
not regularly 5 12,8 1 3.3
regularly (three or four sessions every two - 2 6,6 2
months)

2. When are these trainings held in your

institution? - 2 6,6 2
at the weekends

at office hours 7 17,9 23 76,6 30
in overtime periods 25 64,1 6 20 31
at lunch breaks or during inter-modular 1 2,5 3 10 4
breaks

3. Who provides training for you in your

institution?

teacher trainers at school 9 23 25 83,3 34
other instructors 21 53,8 16 53,3 37
external teacher trainers 16 41 16 53,3 32
4. Is attendance to these teacher training

programmes voluntary or compulsory?

Voluntary 19 48,7 10 33,3 29
Compulsory 12 30,7 11 36,6 23
It depends 4 10,2 9 30 13
5. If you attend voluntarily, what are your

reasons to take part in the activity according 1 2 3 4 1 23 4
to priority (1 refers to the most significant

item)?

the topics are matched best with your needs 272135 846 1 3,15
it is correlated with your interests 47 65245 1 58 52,10
you need a learning environment where all

instructors learn something new from one 62 98224 6 63 4 273
another
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it is part of your professional development 87 55272 7 42 9 2,40

When that table was regarded, the fact that CPD events were carried more regularly at
foundation universities (53,3 %) can be precisely manifested. Another comparison was the
schedule of those activities. As foundation universities conditioned that instructors had to
work at schools all day long, irrespective of the hour they completed teaching, the
instructors regarded trainings within office hours, while state universities welcomed all
trainings in overtime periods. Furthermore, the events were also managed by teacher
trainers (83,3 %) at foundation universities systematically, whereas it could not be applied
so well at state universities due to the fact that they were carried out by other colleagues
(53,8 %) at schools. The analyses were also demonstrated in cross tabulations separately
for the instructors, the teacher trainers and the directors in Appendix 11, 12 and 13,

respectively.

The trainings to the instructors at state universities were also voluntary-based unlike

foundation universities where they mostly felt obliged to attend them.

Moreover, question 5 displayed that instructors at state universities were more motivated to
attend those activities as long as their needs overlapped with the events. They would reach
3,5/4 on average whereas it was 3,15/4 for foundation universities as was also approved by
descriptive statistics in table 27 (Due to the fact that total missing data were too many,

comparison tests could not be applied).
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Table 28

CPD Programmes
Questionnaire for Instructors State Foundation Total
Universities  Universities
f p(0) £ p()
6. If you attend compulsorily, what are the
base distractors for you not to take part in
CPD? 17 43,5 14 46,6 31
time
I have already known all of the things they 5 12,8 8 26,6 13
mention
I cannot earn money 2 5,1 1 3,3 3
it is not correlated with my needs 11 28,2 10 33,3 21
I have no alternatives 3 7,6 4 13,3 7
the director does not support it 1 2,5 1 3,3 2
7. Who determines the content of the
programme? 9 23 9 30 18
director
vice-director 14 35,8 5 16,6 19
trainer 8 20,5 23 76,6 31
coordinator 5 12,8 8 26,6 13
instructor 17 43,5 9 30 26
8. How do you inform your needs to teacher
trainers?
in meetings 26 66,6 22 70 48
via personal messages 10 25,6 17 56,6 27
other (survey, questionnaire) 3 7,6 4 13,3 7
9. What kind of practices do you apply with
your colleagues to advance your
professional learning?
peer observation 6 15,3 29 96,6 35
study groups 5 12,8 11 36,6 16
mentoring 2 5,1 15 50 17
sharing experience 32 82 22 733 43
team teaching 3 7,6 11 36,6 14
10. Do you think that those teacher trainings
motivate you to hold further academic
degrees, such as MA, PhD?
Definitely true 4 10,2 3 10 7
Mostly true 5 12,8 12 40 17
Not sure 20 51,2 13 4373 33
Mostly false 5 12,8 2 6,6 7
Definitely false 3 7,6 - - 3
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Question 6 pointed out the change in factors and percentages on condition that these events
were compulsory instead of being voluntary-based. After “time” (the first element), the
instructors in both contexts referred to mismatching needs as the second most prominent

distractor for them not to step in CPD at their schools.

Another fundamental component about the content may be the authorised person who took
the decision of scope and coverage of CPD programmes. When the determiners of the
programmes were regarded by looking out the frequency values on the chart, it was
straightforward that the instructors themselves (43,5 %) played a strategic role at state
universities while teacher trainers (76,6 %) were the executives about that at foundation
universities. Even though both university types showed similarity in the means of
informing their needs to teacher trainers, the communication tools they utilised to keep in
touch with colleagues and learn the novelties in CPD differed from one to another. That is
why; the other critical point forming the instructors’ opinions about CPD at schools came
forth as ‘observations’. The state universities especially claimed that they used to have peer
observations and teacher trainers’ visit into their lessons. Nonetheless, due to time
schedule, they could not practise their old systems at schools any more, and as a result,
they exchanged sharing experience with other colleagues to solve it out (with 82 % in the
table). At foundation universities, observations were continued as the key element of CPD

SuccCess.

The last question, 10, in the table above was the first of four Likert-scale items. The item
10 in the questionnaire was to expose their thoughts about whether they sensed that these
events had a big influence on their choice to hold academic degrees, such as M.A. or
Philosophy of Doctorate (PhD). As a consequence, state universities (51,2 %) and
foundation universities (43,3 %) formed their view on “not sure” with the figure in the

middle out of five (definitely true, mostly true, not sure, mostly false, definitely false).

Apart from this, according to Mann-Whitney U test results for item 10, the answers of the
instructors who worked either at state or foundation universities varied at both contexts,

and a statistically significant difference was recorded due to p value .034 (p<0.05).
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Table 29

Personal Preferences about CPD Activities

Questionnaire for Instructors State Foundation Total
Universities  Universities
f p() £ p(%)
11. Do you believe in the significance of
these trainings for new opportunities in
ELT? 7 179 9 30 16
Definitely true
Mostly true 14 35,8 17 56,6 31
Not sure 15 38.4 4 13,3 17
Mostly false - - - - -
Definitely false 1 2,5 - - 1
12. Do you think that your institution takes
your feedback in professional assessment?
Definitely true 5 12,8 6 20 11
Mostly true 10 25,6 13 433 23
Not sure 13 33,3 26,6 21
Mostly false 6 15,3 3 10 9
Definitely false 4 10,2 - 4
13. Do you have a supportive learning
atmosphere among colleagues at school?
Definitely true 10 25,6 11 36,6 21
Mostly true 13 33,3 17 56,6 30
Not sure 9 23 2 6,6 11
Mostly false 4 10,2 - - 4
Definitely false 3 7,6 - - 3
14. Do the contents of the programme
match with your immediate professional
needs or needs in general? 3 7,6 3 10 6
Definitely true
Mostly true 12 30,7 19 633 31
Not sure 19 48,7 233 26
Mostly false 1 2,5 1 3,3 2
Definitely false - - - - -
15. What are tasks you have been
presented by teacher trainers or programme
developers? 3 7,6 11 36,6 14
about time management
teaching four basic skills 23 58,9 20 66,6 43
using technology 22 56,4 25 833 47
research 3 7,6 15 50 18
teaching students at different proficiency 2 5,1 10 333 12
classroom management skills 14 35,8 16 533 30
giving feedback/ dealing with errors 11 28,2 23 76,6 34
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teaching vocabulary 17 43,5 19 63,3 36

teaching grammar 10 25,6 19 63,3 29
teaching pronunciation 1 2,5 13 4373 14
strategies for evaluation and assessment 10 25,6 14 46,6 24
other (technical issues, and course book 2 5,1 - - 2
adaptation)

16. In your opinion, what are your
professional needs?

conducting research 7 17,9 6 20 13
using technology 16 41 14 46,6 30
increasing students’ motivation 26 66,6 23 76,6 49
preparing materials 9 23 7 233 16
teaching integrated skills 21 53,8 13 433 34
other (evaluating writing, giving effective 2 5,1 - - 2
instruction)

17. What kind of opportunities is presented
to you in line with your needs,

expectations? 23 58,9 17 56,6 40
seminars

trainings in your institution 17 43,5 28 9373 45
other locations — in Turkey or on abroad- 6 15,3 5 16,6 11

18. What makes you think that you need
CPD programmes?

improving your teaching skill 27 69,2 23 76,6 50
gaining awareness about being 7 17,9 13 433 20
autonomous

learning other teachers’ common problems 14 35,8 13 433 27
and finding a way out

widening your horizon 28 71,7 26 86,6 54

19. What’s your expectation from courses?
(the things you aim to gain at the end of

the training) 11 28,2 15 50 26
solving personal problems on your own

investing in your future career 16 41 14 46,6 30
getting the significance of self- 17 43,5 20 66,6 37
improvement

the difficulties teachers face and the 21 53,8 19 63,3 40
solutions

learning basic information about CPD

without having to hold any academic 9 23 10 333 19

degree (master, PhD)

When importance of trainings to direct instructors into new opportunities in ELT was

lth

searched with 11" question, it appeared that foundation universities were more inclined to

welcome them while state universities cannot reach an exact decision.
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The statistical analysis introduced the fact that a significant difference between groups was

appointed to question 11 by taking account of p value .020 (p<0.05).

12" question was about the assessment procedure of trainings at universities, thus this
would signify to handle it in terms of learning instructors’ feelings about its function. As is
seen in table 29, instructors at foundation universities had a more positive opinion toward
working together with the school to reach more reliable results in assessment. However,
instructors at state universities did not appear to be so eager to collaborate with the school

about assessment issue (33,3 %).

Accordingly, a significant difference can also be detected between foundation and state

universities when p value (.040) was regarded (see Appendix 11)

Similar to the above mentioned criterion and their common approach to have a unity in
decision making process, instructors at foundation universities felt more predisposed to
work in a supporting learning environment with other colleagues. Although state
universities were in agreement with the foundation universities, they had less percentage

(33,3 %) rate than theirs (56,6 %) depending on the information in table 29.

That difference was also statistically defined to be significant (p .027) as can be seen in

Appendix 11.

Question 14, which was included to analyse the link between instructors’ needs and the
content of the programme, can be embodied again in order to reflect the views of the
instructors. It was plain to declare that state universities were not so fulfilled with the tasks
involved in CPD with 48,7 % (not sure), while this altered to a large extent at foundation
universities where the instructors reported their complacency with 63,3 % (mostly true).
However, this distinction could not be determined as ‘significant’ owing to p value .075

(p>0.05).

Table 29 also represented top four subject matters handled at state universities which were
teaching four basic skills, using technology, teaching vocabulary and classroom
management skills. However, using technology, giving feedback and dealing with errors,
teaching four basic skills, teaching vocabulary and grammar were put as the key points at

foundation universities.

At state and foundation universities, students’ motivation appeared as the pivotal element
among all features that instructors would like to improve in their CPD. For state

universities, teaching integrated skills and using technology were rated as the second and
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third essential ones whereas this was vice versa for foundational universities. With the
exception of “other” segment, the least favoured and demanded component emerged as
conducting research in classes or schools. The following one revealed that foundation
universities held in-house seminars at school, and they ran their own trainings in large part,

whereas state universities felt the assistance of other institutions.

The next question to check both universities’ needs was number 18. Their motives towards
CPD programmes changed feature by feature. For the instructors at both universities,
improving teaching skill was the second vital need that they drew attention to following
“widening horizon”. Nevertheless, state universities seemed to pay less concern to the
needs on the way to be more autonomous, and to share problems with colleagues so that

they might all solve them out.

When it comes to item 19, as can be seen in the figure above, the answers from the
instructors at state universities mostly intensified around ‘the difficulties teachers face and
the solutions’. ‘Getting the significance of self-improvement’ took precedence over ‘the
difficulties teachers face and the solutions’ to the instructors at foundation universities. The
only common point between two contexts was their least favoured items ‘learning basic
information about CPD’ which needs to be reviewed in discussion part in order to look

through the sound reasons behind it.
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Table 30

The Effects of CPD on Instructors

Questionnaire for Instructors State Foundation Total
Universities  Universities
f p() £ p(%)
20. How do you apply the new knowledge
skills you gained from the programme into
your classes? 32 82 27 90 59
applying common teaching principles
research 7 17,9 6 20 13
suitable assessment practices 8 20,5 1240 20
other (preparing materials) - - 1 3,3 1
21. How do they contribute to your teaching
experience in higher education?
improvement of in-class practice 23 58,9 21 70 44
reflections on their own way of teaching 21 53,8 18 60 39
learning more about students’ needs, 20 51,2 21 70 41
preferences, learning styles
22. What is the most impressive side of the
programme that you felt improved
thereafter? 25 64,1 17 56,6 42
sharing experience
learning more about your own teaching style 22 56,4 19 633 41
23. What could you suggest for CPD
programmes to be much better and
effective? 19 48,7 19 633 38
providing integration of ideas among
colleagues
helping me enhance my teaching skill 25 64,1 12 40 37
gaining me awareness of changed 20 51,2 18 60 38
approaches in ELT
making me have autonomy 10 25,6 9 30 19
helping me see the theoretical background of 4 10,2 7 233 11
teaching practices
being adoptable into teaching performance 19 48,7 17 56,6 36
making me change my beliefs and teaching 10 25,6 8 26,6 18
style
motivating me to seek for other professional 15 38,4 12 40 27
trainings
offering creativity for new teaching 34 87,1 25 833 59
practices
helping me see what technologic 13 33,3 10 333 23
enhancement means
handling recent issues about language 16 41 17 56,6 33
teaching
creating a learning environment among 23 58,9 15 50 38

colleagues
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Though question 20 was responded and recorded the highest percentages as is seen in table

30, there were also some instructors who certified the other rates for the last three

principles too. In the same vein, the instructors again asserted the contribution of CPD into

the lectures mostly when they were practical and easy to implement.

Similar to the question 9, state universities again stated that the most impressive side of the

programmes was sharing experience. However, foundation universities had a different

point of view by selecting the other item. They paid more attention to discover their own

teaching techniques. Final explanation demonstrated that both state and foundation

universities recommended programmes to be more creative and made them search for new

teaching methods.
Table 31

CPD from Instructors' Perspectives

Questionnaire for Instructors State Foundation Total
Universities  Universities
f p(e) £ p()
Part 3
1. According to you, CPD means:
subscription to an ELT journals 4 10,2 3 10 7
attending seminars on ELT 21 53,8 16 53,3 37
holding academic degrees 7 17,9 5 16,6 12
being knowledgeable about how to use 18 46,1 14 46,6 32
instructional technology
reading and following ELT resource books 8 20,5 8 26,6 16
the exchange of ideas with colleagues 28 71,7 21 70 49
carrying out action research 10 256 9 30 19
recording class performance to examine later 5 12,8 6 20 11
implementing new teaching methods in class 30 76,9 24 80 54
being able to motivate oneself/gain autonomy 19 48,7 20 66,6 39
learning the ways of using technology in class 20 51,2 19 63,3 39
dealing with students’ needs and being able to 31 79,4 26 86,6 57
redesign the lesson
the competence of evaluating the 18 46,1 21 70 39
effectiveness of one’s teaching
2. Which of the organizations arrange CPD to
you?
your institution 31 794 29 96,6 60
British Council 7 17,9 4 13,3 11
English Language Education Association 12 30,7 8 266 20
(INGED, IATEFL, TESOL, TOEFL, IELTS)
International Publishing Houses 11 28,2 7 23,3 18
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In the last part, the meaning of CPD depending on four universities feedback was defined
in the order of importance as ‘dealing with students’ needs and being able to redesign the
lesson’, ‘implementing new teaching methods in class’ and ‘the exchange of ideas with
colleagues’. Yet, as an extra point, ‘the competence of evaluating the effectiveness of one’s
teaching’ was also detected at foundation universities. Moreover, the last question in the
questionnaire was examined and noticed that the instructors mostly participated in their

own teacher training units’ arrangements rather than getting any assistance from outside.

4.1.2. The Teacher Trainers
The responses of eight teacher trainers to the questionnaire were given in an order below.
Table 32

Demographics of Teacher Trainers

Questionnaire for Teacher Trainers State Foundation = Total
University  University
Part 1 f p®) f po)

Major:

English Language Teaching 250 125 3

American Culture and Literature

English Linguistics 1 25 1
English Translation and Interpretation 2 50 2
English Language and Literature 1 25 1
other (Bulgarian Language and Literature) 1 25 1
Educational background:

Bachelor’s Degree 2 50
Master’s Degree 4 100 2 50 6
Doctor of Philosophy

Professional Qualifications:

CELTA 25 1
DELTA 1 25 1
DOTE

COTE 1 25 1
DTEFLA 1 25 1
Teacher Training Courses by Prestigious 2 50 2
Academies

When profile of teacher trainers were checked, it was obvious that they had mostly
graduated from ELT department, had MA degrees and participated in some teacher

training courses in the past so as to be qualified as professional in teaching.
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Table 33

CPD for Teacher Trainers

Questionnaire for Teacher Trainers State Foundation  Total
University  University
Part 2 f p f  p(%)
(o)

1. How long have you been qualified as a teacher
trainer in your institution?

1 to 5 years 2 50 2 50 4
6 to 10 years 2 50 2
11 to 15 years

16 to 20 years 2 50 2

21 years or more

2. How do you decide on the content of the

programme? 4 100 2 50 6
via needs analysis

with personal contact 3 75 1 25 4
upon demands of instructors, the director’s 1 25 4 100 5
decision

according to trainers’ area of interest 1 25 1

3. Are your professional development trainings
voluntary or compulsory to attend?
voluntary 2 50 2

compulsory 2 50 4 100 6

4. How long do the programmes last?
up to 30 minutes

up to 45 minutes

up to 60 minutes 3 75 2 50 5

up to 90 minutes 1 25 1

up to 120 minutes 2 50 2

5. How often could you organize these trainings?

every two weeks 1 25 1

once a month 3 75 1 25 4

once a term 1 25 2 50 3

once every six months

once an educational year

6. How could you determine their changes?

with an evaluation system 2 50 2 50 4

other : getting feedback from the teachers 1 25 1 25 2
through observations 2 50 2

7. How do you obtain academic assistance for

your own professional attainment?

by attending workshops or seminars regularly 4 100 4 100 8

with study groups 1 25 1 25 2

peer mentoring 1 25 2 50 3
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Though they cannot be called experienced in their training career in general, the teacher
trainers at foundation universities appeared to have carried out their academic roles longer
than at state universities. In addition, the teacher trainers at both contexts had a high
opinion of instructors’ needs, and regarded them while planning the trainings. As to the
participation of the programmes, the teacher trainers had instructors feel obliged to attend
them despite a few staff (N=2) who claimed that they were voluntary-based. When it
comes to the duration of the programmes, the teacher trainers were careful not to maintain
them more than one hour. Similarly, they also did not extend the intervals among trainings
a lot. They were conducted either a month or a term. According to question six, the
instructors also had to take part in evaluation system to see the efficiency. Last of all,
teacher trainers reflected that in order to instil knowledge to instructors, they primarily
continued their own professional attainments by regularly attending workshops or

seminars.
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Table 34

Personal Trainings of Teacher Trainers

Questionnaire for Teacher Trainers State Foundation  Total
University  University
Part 2 f p) f  p(%)

8. How do you get opportunities for your own
professional attainment?
by attending workshops or seminars regularly 4 100

50

with study groups 1 25 25

peer mentoring 1 25 50

W N =N

in-service training - 75

— W W

other (research webinars) 1 25

9. How often could you contact with ELT
professional development centres or courses?
once a month 2 50 1 25 3

once a term 1 25

once every six months

once an educational year 2 50

It depends on the opportunities 1 25 1

never 1 25 1

10. Do you keep track of any specific programme
to cover into your courses? 1 25 1
Definitely true

Mostly true 3 75

Not sure 2 50 1 25 3

Mostly false

Definitely false 1 25 1

11. Do you centre on teachers’ professional needs

and conduct needs analysis before the

programme? 1 25 1
Definitely true

Mostly true 3 75 2 50 5

Not sure 2 50 2

Mostly false

Definitely false

12. Does your director provide a budget for CPD
to you?
Definitely true 1 25

Mostly true 1 25

Not sure 2 50

Mostly false 1 25

W | = [N [P | =

Definitely false 2 50 1 25
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The teacher trainers at one of the state universities reported that they did their best to
administer courses in assistance with other centres, which could be arranged nearly every
month. Still, the other one could not be contented with the procedure, and they were based
on the opportunities of the school or they can never contact and get outside help to run
them. On the other hand, foundation universities can achieve to organise more courses with
the support of other centres. While projecting their schedule, the teacher trainers might
have followed a specific course programme or not depended on other entities, and mostly
regarded the importance of needs. Thus, they asked instructors to complete needs analysis
test before taking any decision about the programme. Nevertheless, the problem they
encountered was the lack of financial support by the principals, which came into sight

especially at state universities.

The data were also investigated statistically and typed into SPSS. As a result, the replies of
teacher trainers varied significantly only to question 11 depending on the contexts (see

Appendix 12)
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Table 35

Opportunities about CPD

Questionnaire for Teacher Trainers State Foundation Total
University University

Part 2 f p®) f p®o)
13. Does your director provide support for CPD to
you?
Definitely true 2 50 2
Mostly true 3 75 3
Not sure 2 50 2
Mostly false
Definitely false 1 25 1
14. Does your director provide extra time for CPD
to you?
Definitely true 2 50 2
Mostly true 1 25 1
Not sure 2 50 2
Mostly false 1 25 1
Definitely false 2 50 2
15. Do you develop any programmes for the
director?
Definitely true
Mostly true
Not sure 2 50 2
Mostly false 2 50 2
Definitely false 4 100 4
16. Do your courses cover teaching and learning
theories, approaches?
Definitely true 3 75 3
Mostly true 2 50 2
Not sure 1 25 1 25 2
Mostly false 1 25 1
Definitely false
17. What are the opportunities you presented to
instructors via these programmes?
conducting research - 3 75 3
using games 4 100 3 75 7
preparing materials 3 75 3 75 7
increasing students’ motivation 4 100 4 100 8
teaching integrated skills 2 50 4 100 6
other (swap shops, literature integration, 1 25 1

newsletters, blogs, voluntary in-class observation,
in-service trainings for newly recruited teachers)
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The above mentioned criterion about the approval of the director to administer these
programmes much better at schools was analysed in terms of moral support and time. In a
like manner, foundation universities declared a great deal of attention of administration
whereas state universities did not seem to get their benefit to that extent according to this

table.

Additionally, teacher trainers noticed theoretical aspects of trainings and gave place to
approaches, theories and techniques in their courses. This was also clear in the following
question, 17, when the items were read. Then, the similar result came out again and state
universities fell behind in supplying variable opportunities to the instructors apart from

‘using games’ or ‘increasing students’ motivation levels’ in the main.

Upon entering the data into SPSS, the responses revealed that only for question 15, there
was a significant difference with regards to teacher trainers’ preferences (see Appendix

12).
Table 36

Beliefs of Teacher Trainers about CPD

Questionnaire for Teacher Trainers State Foundation Total
University University
Part 2 f p (%) f p
(%)

18. In your opinion, what are the teachers’ immediate needs according to
priority of the importance (1 refers to the most significant item)? 1 2 3 4 5 1 2 3 45
time management 2 1 23 3 1 25
teaching four basic skills 2 2 4 1 5
using technology 1 1 4,5 -
research - -
teaching students at different proficiency 2 1 11 15
classroom management skills 2 4 1 3 4,2
giving feedback/ dealing with errors 11 2 1 11 34
teaching vocabulary 1 3 3,5 1 2
teaching grammar - -
teaching pronunciation 1 2 1 1 2,5
strategies for evaluation and assessment - 1 1
other (the sense of belonging and feeling valuable) 1 5 -

19. What are your suggestions to improve CPD in your institution?

providing integration of ideas among colleagues

3 75 4 100 7
helping them to see the theoretical background of teaching practices - 2 50 2
motivating them to seek for their own professional trainings 4 100 4 100 8
offering creativity 2 50 4 100 6
handling recent issues about language teaching - 4 100 4
creating a learning environment among colleagues 4 100 4 100 8
some time for teachers to organize or attend CPD events 1 25 1

20. Do you believe that these programmes increase continuing
professional development and make changes on teachers?
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Definitely true

1 25 1 25 2
Mostly true 3 75 3 75 6
Not sure
Mostly false

Definitely false

Question 18, one of the key codes in the questionnaire, released that the pivotal element for
teacher trainers at state universities was affective: feeling worthwhile and important in the
institution. This was different for foundation universities where teacher trainers mostly

needed to know more about ‘how to teach four basic skills’.

Even though the missing data were high in number for question 18, and no comparison
tests could be implemented, descriptive analyses of each item can be shown separately in

Appendix 12.

The same need ‘how to teach four basic skills’ was also clear in the following question, 19.
Teacher trainers at state universities handled collegiality and motivation issues as
suggestions to enhance these programmes at school. Nonetheless, foundation universities
also proclaimed that they were in need of creativity, recent trends to be covered in further
workshops as well. The last question brought out the fact that universities in that study

showed a positive opinion to productivity of these courses on instructors.
Table 37

CPD Implementations for Teacher Trainers

Questionnaire for Teacher Trainers State Foundation  Total
University  University
Part 3 f p) f p(%)

1. Please choose any one (s) of the following
relevant reasons for the programmes in your

school. 2 50 3 75 5
Request from the director

Request from instructors 2 50 2 50 4
General academic policy to follow 2 50 3 75 5
Increasing students’ achievement levels 3 75 1 25 4
The number of novice teachers 4 100 3 75 7
The promotion of other teacher training 2 50 2
programmes, such as INGED, TESOL

Creating a peer learning environment among 1 25 1
teachers in which they exchange ideas, and share

experience

2. Please tick the item(s) you include as the
content of your programme.
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Teaching four basic skills 4 100 3 75 7
Using technology 3 75 3 75 6
Research - 2 50 2
Teaching students at different proficiency 2 50 1 25 3
Classroom management skills 2 50 4 100 6
Teaching grammar 2 50 4 100 6
Teaching pronunciation - 4 100 4
Strategies for evaluation and assessment 1 25 2 50 3
Giving feedback/ dealing with error 1 25 4 100 5
Teaching vocabulary 3 75 3 75 6
3. Please tick the ways of your CPD programme

evaluation feedback below.

interviews - 3 75 3
questionnaires 3 75 2 50 5
feedback from teachers 4 100 4 100 8
peer observations 2 50 4 100 6
taking part in the lesson with teachers 2 50 3 75 5
trainer observations 2 50 3 75 5
feedback gained from master, PhD studies 1 25 2 50 3
4. Please choose any one (s) of the following

relevant reasons that teachers might not be willing

to take part in CPD courses according to your

perception.

They feel they are qualified enough not to 4 100 4 100 8
participate any trainings

They believe gaining experience in years can 2 50 2 50 4
make them professional

They do not want to hear any theoretical - 3 75 3
information to adopt into their class

They do not gain any benefit for their academic 2 50 3 75 5
status

They cannot earn extra money when they attend 2 50 3 75 5
these programmes

They cannot obtain exact knowledge about what

to do or how to behave in particular teaching 1 25 1 25 2
situations, but only new perspectives to broaden

their horizon

They do not want to invest time for these 4 100 2 50 6
extracurricular activities

They may not relate their needs with the content 3 75 3 75 6
of the programme

They would rather self-professional development 2 50 1 25 3
strategies than come and listen to the trainers

They might not find teacher trainers competent 2 50 2 50 4

enough in their field
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5. Please choose any of the relevant reasons below
what professional development could mean for the
teachers in your institution.

subscription to an ELT journals

attending seminars on ELT 4 100 2 50 6
holding academic degrees 2 50 2
being knowledgeable about how to use 1 25 1 25 2
instructional technology

reading and following ELT resource books -

the exchange of ideas with colleagues 4 100 4 100 8
carrying out action research - 3 75 3
recording class performance to examine later - 4 100 4
implementing new teaching methods in class 1 25 2 50 3
being able to motivate oneself/gain autonomy 2 50 1 25 3
learning the ways of using technology in class 2 50 1 25 3
dealing with students’ needs and being able to 2 50 3 75 5
redesign the lesson

the competence of evaluating the effectiveness of - 3 75 3

one’s teaching

Having revised the numbers and frequency of each basis, it was apparent that the teacher
trainers demanded and performed these programmes mainly due to a great number of
novice instructors. Furthermore, they noted that ‘teaching four basic skills’ was the
backbone issue in their programmes both at state and foundation universities. The teacher
trainers reported to determine contents and assessment about the courses through feedback

from the instructors as the prerequisite of the system.

The questionnaire also released the probable reasons lying behind the reluctance of
instructors toward CPD from teacher trainers’ perspective. As a result, the teacher trainers
declared that instructors thought they were already qualified a lot, and did not necessitate
attending any new trainings or courses to update themselves. Additionally, instructors
appeared to respect CPD by ascribing it the meanings of seminars, the exchange of ideas
with colleagues and dealing with students’ needs, then redesigning the lesson in the light of

those requirements.

4.1.3. The Directors

As the last leg of trio, the replies of four directors were displayed by similar tables.
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Table 38

Demographics of Directors

Questionnaire for Directors State
University

Foundation
University

Total

Part 1 f p (%)

f

p(%)

Years of teaching experience:

newly graduate

1 to 5 years

6 to 10 years

11 to 20 years 1 50

50

21 to 30 years

more than 31 years 1 50

50

Major:

English Language Teaching 1 50

1*MA
+1

100

3*

American Culture and Literature

English Linguistics

English Translation and Interpretation

English Language and Literature

1*BA

50

l*

Other: Educational Leadership
Japanese Language and Literature 1 50

1*PhD

1*

Educational background:

Bachelor’s Degree

Master’s Degree

Doctor of Philosophy 2 100

2

100

4

As is noticed in the table, the directors at universities were all experienced. Half of them

(N=2) have been maintaining their academic life more than 11, whereas the other half

(N=2) have completed at least 30 years in teaching career. Even though majority of them

graduated from English language departments, only one held his degree in another

language department. In addition, one of the directors completed his major in different

fields, such as ELT, ELL and Educational Leadership. Last of all, they all held PhD

degrees.
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Table 39

CPD Practices from Directors' Perspectives

Questionnaire for Directors State Foundation Total
University University

Part 2 f p f p
1. What is the number of English language teachers in your
institution?
101 to 150 1 50 1 50 2
151 to 200 1 50 1 50 2
2. Do you have a professional development unit at school?
Yes

2 100 2 100 4
No
3. What are the ways of professional development
opportunities to your English language teachers at school?
academic support through CPD

2 100 2 100 4
extra time for CPD 2 100 100 2
CPD programmes 1 50 1 50 2
mentoring 1 50 1 50 2
other ways of motivation: providing them to present their MA 1 50
or PhD thesis
implementing a Micro-Credential Badge Programme 1 50 2
4. Who are the decision makers of the content of the CPD
programme?
you 1 50 1 50 2
teacher trainers 2 100 2 100 4
teachers all together 100
by adapting an already running programme
other (bookshop volunteers) 1 50 1
5. How do you inquire about English language teachers’
continuing development in academic studies?
with the help of teacher trainers

1 50 2 100 3
with an evaluation system in your institution 1 50 2 100 3
6. How could you be informed about teachers’ needs to
sustain their professional development?
via needs analysis 5 100 2 100 4
teacher trainers’ contact with teachers and their reflections 2 100 2 100 4
in meetings 2 100 1 50 3

All directors had considerable number of instructors in schools though it may change from

100 to 200. Consequently, they expressed that PDU was necessary to be able to follow the

recent changes and reflect them to the academic staff. To implement any projects as

training and evaluate them, they appear to trust their teacher trainers pretty much. As was

in question 6, it was because they not only kept on trainings, but also they could observe,

do needs analysis, share reflections and contact in a friendly environment with instructors

to sustain trainings.
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Table 40

CPD Process in School

Questionnaire for Directors State Foundation

University ~ University

Total

Part 2 f p%) f  p*)

7. Are your professional development programmes
voluntary or compulsory for English language

teachers to attend?

voluntary

compulsory 1 50 1 50

8. How long do the CPD programmes last?

up to 30 minutes

up to 45 minutes

up to 60 minutes 1 50

up to 90 minutes 1 50

up to 120 minutes 1 50

it varies depending on session 1 50

9. How often could you organize these trainings?

once every two or three weeks 1 50 1 50

Once a month

once a term 1 50 1 50

once every six months

once an educational year

10. How do you obtain academic assistance for your

trainers’ professional attainment?

sending them other courses D) 100 1 50
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if necessary sending to other cities

other (providing courses within the institution) 1 50 1

11. How do you provide opportunities for your

trainers’ professional attainment?

sending them other courses D) 100 ) 100 4
if necessary sending to other cities 1 50 1 50 2
other (hosted conferences) 1 50 1

12. Could you fund for professional development

activities at your school?

Definitely true 1 50 1
Mostly true 1 50 1
Not sure

Mostly false 1 50 1
Definitely false 1 50 1

About 7" and 8™ items which the directors could not be in an agreement with one another,
they conceived that these CPD activities were administered at school at least once a term.
To increase the quality, they also supported the teacher trainers by sending them other
courses about CPD. Still, the problem of state universities at that point was the budget.
This was due to the fact that the government did not provide extra grant for principals to
manage CPD events. Foundation universities seem to have more alternatives about funding

and offer this financial help to their academic staff.

125



Table 41

Opinions of Directors about CPD

Questionnaire for Directors State Foundation = Total
University  University
Part 2 f  p(%) f  p(%)

13. Could you provide support (extra time) for
professional development activities at your school?

Definitely true 1 50 1 50 2
Mostly true 1 50

Not sure | 50 |
Mostly false

Definitely false

14. Do you have a specific format or school based
system to evaluate teachers’ progress in the light of
these courses?

Definitely true 1 50 1
Mostly true 1 50 1 50

Not sure 1 50 1
Mostly false

Definitely false

15. Do you believe that professional development

practices are to be fulfilled according to teachers’

needs?

Definitely true 2 100 2
Mostly true 2 100 2
Not sure

Mostly false

Definitely false

16. Do you think that your school represents a

warm learning atmosphere for all teachers?

Definitely true 2 100 1 50 3
Mostly true 1 50

Not sure

Mostly false

Definitely false

17. What do you think about the programmes
developed and carried out by teacher trainers?

you know the procedures of how they design it 2 100 2 100 4
you have already attended one of the trainings 1 50 2 100 3
they pay attention to teachers’ reflections, and your 1 50 2 100 3

view

In the same respect, 13" and 14" questions displayed the directors at state universities

might not enhance enough trainings since they could not allot extra time to teacher trainers
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to design new alternatives. Nor did they keep track of a specific and unique evaluation
system to adopt while assessing the progress among instructors as much as the foundation
universities. Even so, all four universities tried to organize trainings based on the needs of
the instructors in a warm learning atmosphere. Furthermore, they were aware of the
procedures the teacher trainers had pursued, and curious about the feedback they got from

academic staff.

The responses were to be checked with Mann-Whitney U test by regarding the directors’
selections (see Appendix 13). Consequently, no significant difference among the answers

of the directors to the likert questions of 12, 13, 14, 15 16 could be noticed.
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Table 42

Practices of the Programme

Questionnaire for Directors State Foundation Total
University  University

Part 2 f p) f  p(%)

18. How do you delegate the duties of teachers

and teacher trainers according to importance 12345 12345
(from 5 to 1)?

the experience 2 2 1145
their major 1 1 1 13
educational background 1 13 11 1,5
their certificates 11 3,5 1 1 2,5
general view towards them at school 1 3 11 3,5
19. What are your suggestions to improve CPD in

your institution?

providing integration of ideas among colleagues 1 50 1 50
helping teachers to see the theoretical background of 1 50 1
teaching practices

motivating teachers to seek for their own 2 100 2 100 4
professional trainings

offering creativity 1 50 I 50 2
handling recent issues about language teaching 2 100 2

[\S}

creating a learning environment among colleagues 100 2 100 4

The most significant criterion for directors at state universities as to select teacher trainer
was their experience. However, that changed at foundation universities because they

marked educational background as the best.

The statistical descriptive analysis of the results can also be reflected to the tables (see

Appendix 13).

Last of all, as for the suggestions of the directors on the way to improve the value of CPD,
the critical points from their views were motivation and an encouraging atmosphere among

instructors to advance their professional development together.
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Table 43
Preferences of Directors about CPD

Questionnaire for Directors State Foundation  Total

University  University

Part 3 f  p(%) f  p%)

1. Please choose any one (s) of the following
relevant reasons for the programmes in your

school.

Request from the director

Request from instructors 1 50 50 1

General academic policy to follow

Increasing students’ achievement levels 2 100 2 100 4

The number of novice teachers 1 50 50 1

The promotion of other teacher training

programmes, such as INGED, TESOL

Forming the culture of the institution according to 2 100 1 50 3

the learning organization

2. Please tick the ways of your CPD programme

evaluation feedback below.

interviews 1 50 2 100 3

questionnaires 2 100 1 50 3
feedback from teachers 2 100 2 100 4
peer observations 1 50 1 50 2
taking part in the lesson with teachers 1 50 1
the data gathered from the studies of MA, PhD 1 50 1

3. How do you conduct CPD in your school your

institution?
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Your institution 2 100 2 100 4

British Council 1 50 1

English Language Education Association (INGED, 1 50 1 50 2
IATEFL, TESOL)

International Publishing Houses 1 50 1 50 2

Part 3 searched for the reasons underlying the directors’ motive to have PDU at schools. In
order to reveal the reasons, they were asked this question, and then the most rated answer
appeared as ‘increasing students’ achievement levels’. This success also derived from the
assessment methods they adapted. One of them was through feedback from instructors, and
it was followed by interviews and questionnaires. In addition, in spite of some external
assistance they might need from time to time, the directors felt that they can best deal with

this process via the seminars they could arrange by themselves.
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Table 44

Personal Beliefs of Directors about CPD

Questionnaire for Directors State Foundation Total
University University
Part 3 f p(%) f p(%)

4. Please choose any one (s) of the following relevant reasons

that teachers might not be willing to take part in CPD courses

according to your perception.

They feel they are qualified enough not to participate any 1 50 1
trainings

They believe gaining experience in years can make them 1 50 1
professional

They do not want to hear any theoretical information to adopt 1 50 1 50 2
into their class

They do not gain any benefit for their academic status 1 50 2 100 3

They cannot earn extra money when they attend these 1 50
programmes

They cannot obtain exact knowledge about what to do or how

to behave in particular teaching situations, but only new

perspectives to broaden their horizon

They do not want to invest time for these extracurricular 1 50 1 50 2
activities

They may not relate their needs with the content of the 1 50 2 100 3
programme

They would rather self-professional development strategies
than come and listen to the trainers

They might not find teacher trainers competent enough in their 1 50 1
field

5. Please choose any of the relevant reasons below what

professional development could mean for the teachers in your

institution.

subscription to an ELT journals

attending seminars on ELT 2 100 1 50 3
holding academic degrees 1 50 1
being knowledgeable about how to use instructional 1 50 1
technology

reading and following ELT resource books 1 50 1
the exchange of ideas with colleagues 1 50 1 50 2
carrying out action research 1 50 2 100 3
recording class performance to examine later 1 50 1 50 2
implementing new teaching methods in class 1 50 1 50 2
being able to motivate oneself/gain autonomy 1 50 1
learning the ways of using technology in class 2 100 1 50 3
dealing with students’ needs and being able to redesign the 2 100 1 50 3
lesson

the competence of evaluating the effectiveness of one’s 1 50 1 50 2
teaching

The last two questions were asked to the directors similar to the teacher trainers.
Accordingly, the most plausible reasons were their gaining from these courses, which was

generally ELT knowledge, and their mismatching needs when compared to the content of
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the programme. Their reflections to the actual meaning of CPD were attending seminars,

carrying out action research, using technology in class or dealing with student needs.

4.2. Interviews

As the second data instrument after the questionnaires, the interview questions were
detailed so that the researcher could find out more information about the points aimed at
throughout the study. The qualitative data was then quantified indicating the number of

instructors stating the codes and themes.

4.2.1. The Instructors
Table 45

The Meaning of CPD to the Instructors

Themes Codes S.U. F.U.
1 Life-long learning for teachers both in formal and informal 1 2
settings
3 A means of providing help for teachers’ needs which vary 1
from their years of experience
4 Making oneself more productive to students as an 2

instructor
7  Not limiting one’s ability within time 1 1
10 Learning by experience 1
11 In addition to the theoretical knowledge gained from one’s 1
B.A., the education is one must still maintain
15 Learning how to engage students in teaching 1
Being included in teaching itself 1
8  Getting the benefit of all resources on behalf of advancing 1

one’s teaching ability as much as possible

Improving Ability | Life-long Learning Process

en

E 9  Expressing oneself much better 1

§ 13 Making one feel confident 1

= 14 Keepmg oneself alive in teaching 2

© 16 Refreshing oneself 1
2 5 Keeping up with the recent novelties in ELT 2 4
% g 6  Exchanging information or experience with colleagues 2 1
2 § 12 Being open to change 1
o} <=
® 20

The first item which checked the value of CPD from the instructors’ perspectives informed
that from one institution to another the instructors sensed CPD context differently. 19

codes were created and based on the answers of the instructors to the first interview
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question. Then, four themes were formed to combine similar codes under the same

principles.

The statements 1, 3, 4, 7, 10, 11, 15 referred to ‘life-long learning process’, 2, 8, 9, 13, 14,
16 can emerge under ‘improving the ability of teaching’ theme. 5, 6, 12 stressed the

importance of ‘readiness to change’.
Table 46

The Instructors' Experience about CPD Training Programmes

Codes S.U. F.U.
1 The ones carried out by CPD unit in the school 7 10
2 Trainings performed in previous working places, such as colleges 2

or other private schools

3 Seminars run by external corporations like British Council about 1 1
ELT

4  Workshops of other universities about language teaching 1 5

5  Having trainings about education technologies 1

6  ELT Conferences (without stating by whom they are run) 3 2

7  Attending trainings abroad 1 1

8  Online webinars 1

9  Some compulsory ones to unattractive places with transportation 1
problem (as a punishment by the director)

10 None 1

The programmes appeared to be conducted by CPD unit at schools, external corporations
or online courses. The contents were chosen according to academic degrees like MA or

PhD by the instructors.
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Table 47

The Instructors' General Impression of CPD Training Programmes

Themes Codes S.U. F.U.
1 They broaden one’s horizon 1 2
< B —
o .2 6 Raising awareness 1 3
£ >
S
o' ©
°
a -
3 Exchanging information with teachers and colleagues 3 1
4 Learning new techniques to adopt in classes 2
a 5 Learning new vocabulary from American or English 1
DOQ ) teacher trainers
=
£ =
M
5 2 Meeting new instructors, teacher trainers 1
= 5 8 Motivating 4 1
S5
A <
> 7 Priceless when they are to the point 1 1
=
2
I3
g
&

The first and sixth elements can be labelled as ‘developing a point of view’, whereas
‘keeping on learning’ was applicable to number 3, 4 and 5. ‘Social activity’ was to cover
meeting new instructors, the entertainment and motivation in programmes. Finally,

‘practicality’ would only cite the seventh item.
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Table 48

The Instructors' General Impression of INSETS

Themes Codes S.U. F.U.
1 Positive 5 8
. 2 Professional 1
g %5 4 Real opportunities to instructors 1
= g 7 Easy to access 1
& 10 It was beneficial (at least four or five years ago) 4
3 Not treated well in this school 4 1
5 The base is only general topics like “how to teach ...?” 1
0 v 6 It is to be volunteer-based, not compulsory 1
> .
=5 8 Boring 1
& % 9 Unnecessary especially when they touch on the same 1
< topics

Those answers can be divided into two options. The instructors with a positive regard

expressed their manner through the phrases in 1, 2, 4, 7 and 10. However, the other

instructors did not consider its importance to that extent, and reflected their thoughts

negatively in 3, 5, 6, 8 and 9.

Table 49

Learning Opportunities in Schools

Themes Codes S.U. F.U.
2 Enough 1
E = 4 Quite a few 1
© 2 .
<= — QO
o E o
=y
48 Z
1 Few in number 1
s 83 Not enough 3 1
‘é’ E E 5 A drop exists when compared to last year 4
Q0 &
6 None- in the last four years- 5
5
=
o

Instructors assessed the abundance of the CPD activities on the way to gain new learning

opportunities. Some declared how satisfactory they were with the second and fourth

figures. Yet, the first, third, and fifth ones revealed the fact that others did not advocate

their colleagues.
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Table 50

The Interval between Sessions

Codes S.U. F.U.
1 Once or twice a term
2 Once a month 4 3
3 Once every two or three weeks 2
4 Once a week in the past 1 4
5 Never ever (in the past, it used to be twice or three times a term) 3
6 Short courses (every week) 1
7 It depends on the workload of the CPD unit
8  Irregular 1 1

As is seen in the table above, the irregular intervals among those sessions became clear.
The majority of answers gathered around ‘once a month’; however, other elements

revealed that this issue was in fact a problem among instructors.
Table 51

Effects of Training in Classroom Practice

Themes Codes S.U. F.U.
" 1 Ice-breakers 3
% 2 Warm-ups 2
‘E 7 Role-plays 1
3 5 All practical exercises 2 3
= 3 Communicative games 3 1
4 Technology use in language teaching 1
>
an
S
S
=
<=
8
=
" 8 Teaching vocabulary 1 1
E 9 Teaching integrated skills 1
CQQ 10 Reading activities 1
£ 13 Reflective teaching and learning 1
= -
9 15 Teaching grammar 2
& 16  Teaching all skills 2
6 The ones conducted through the main course book in 3
2 the school
% 12 Organisation of a white-board 1
O 14 Self-reflection 1
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As to the instructors’ experience about how they reflect the things they learned from
trainings to their teaching performance, initially ice-breakers, warm-ups, role-plays, all
practical activities and games would be listed under ‘techniques’. Besides ‘technology’, the
items 8, 9, 10, 13, 15, 16 related with ‘teaching skills’ were also to be mentioned as the

other themes.
Table 52
CPD in Instructors' Teaching Performance

Useful:

Themes Codes

Current trends in ELT

Exchanging ideas with the colleagues

Giving a different point of view

Putting every new suggestion into practice in class
Learning vocabulary 1
CPD, teacher and peer observations in a balanced tripod 1
Using materials 1
Increasing self-confidence
Everything practical

10 Helping teaching a lot

— | == [

(O8]

Being Open to

Change

AIN[O[—[co[Q|[Wn|w

(@)
N [—

11 Short courses (about pronunciation)

12 Strengthening the communication between the teachers
and the students

14 Different teacher trainers 1

15 Motivating 2 1

[Em— (U [S—

The Reinforces

Firstly, a positive impression on the instructors was remarked when these elements were
taken into consideration: following recent developments in ELT, exchanging ideas with
colleagues, gaining a new perspective, offering some suggestions to be activated in
courses, learning vocabulary, keeping a balanced tripod among CPD, observations and
teacher trainers. They can be all gathered around one theme: being open to change. In
addition, the fourth, sixth, tenth, eleventh, twelfth, fourteenth and fifteenth items can come
together, and they can be called as ‘the reinforces’. On the other hand, there were some

instructors who declared ineffective points in these trainings, too.
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Not useful:

Themes Codes S.U. F.U.
1  No training can be called worthless in any way 6 3
% More qualified teacher trainers instead of the 2
= e colleagues working are to be selected for CPD
g 3 P
8 2 6  Visiting speakers
5 2 9  Course-book promotion from publishing houses 1
= o 4 When they do not match with students’ needs in the 1 1
= g class
82 »
509
253
= Z
. 7  Recorded, frequent peer observations 1
)
®
2
2
O
o
= 3 When every session covers the same topic 1 1
Z 5 When it is about well-known subjects 2
:q::) g‘ 8 Ifitis theoretical 1 1
G
r =

As is illustrated in the table above, the instructors did not assume those activities worthless
in general. However, CPD events were criticized in terms of not having been presented by
real teacher trainers. Considering dissatisfactions with the proficiency level of the visiting
speakers and workshops in the form of advertising course-books by publishing houses, the

theme can be specified as ‘external resources’.

The second theme ‘failure in matching needs’ covered solely the fourth statement: ‘when
they did not match with students’ needs in the classes. Furthermore, recorded and frequent
peer observations would lead us to the third theme: ‘observation. Last of all, the instructors

expressed their discontent when CPD has involved ‘repetition of theory.
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Table 53

Changes in Instructors' Classroom Practices

Themes Codes S.U. F.U.
3 Giving feedback to students 1
4 Adapted methods and techniques
5 Offering variety, more creativity and dynamism to the 1
lessons
o0 8 Strategy development 1
E 9 Giving instructions 1
Q 11  Teacher-time talking/ speaking 2
= 14 More thought-provoking, challenging, and stimulating 1
§= teaching
g 15  Lesson plans
& 21  Inviting students’ feedback on techniques
E 22 Changing teaching methods and techniques 1
g 24  Being able to motivate students more than in the past 1
12 Gaining awareness, cOnscious 1
13  Being confident
18  Self-criticising and questioning the teaching 1
performance
é ® 19  Freeing oneself from prejudices 1
< 2 20  Feeling empathy to the students 1
%‘3 i 23 Changing approach, and opinion about classroom 1
s 2 management skill (being more flexible)
O &
— 6 Answering the needs which change from one year 1
S W experience to another
% % 17  The reality is experience in years, not those trainings a 1
5E lot
2EE
== A

Despite the long list of codes, three major themes can be established about this question.
Feedback, methods, techniques and strategies, creative teaching, importance of
instructions, giving a balance to talking time between teachers and students, encouraging to
learn English, planning the lesson, practicality and motivation would attribute to
‘improvement in teaching’. When instructors recorded a change in their manners towards
teaching the target language, they pointed out ‘getting a new perspective’. Gaining
awareness, being confident, self-criticising, having empathy to the students, overcoming

the prejudice and obtaining a new opinion to manage classroom constructed this theme.

139



Upon noting down the common answers of the instructors to this question, another theme
might be ‘the importance of experience’ since some instructors seemed to respect

experience more than trainings at school.
Table 54

The Changes in Teacher Training Unit

Themes Codes S.U. F.U.
1 There was no unit about teacher development 1 1
10  More refreshing trainings 1
11 Trainings based on skills 2
12 Start serving directly to instructors’ needs 2
13 Peer observation and reflective teaching have begun to 1
give assistance especially to novice teachers
o 14  More systematic now 3
2 15  New implementations like course recording and 1
'z assessing with teacher trainers have been popular
P 16  The variety in presentations 1
2 It used to be active in its first years 3
3 The reason behind the failure stems from the director 1
4 It used to encourage its instructors more 5
5 It used to reward the staff by sending them to seminars 1
or workshops in Turkey
6 There were more external teacher trainers in the past 2
7 The mentors and teacher trainers used to observe the 2 1
classes more often
v 8 Peer observations used to be compulsory, then turned 1
b= into voluntary-based form
& 9 Nearly no training has organised for seven years in the 3
a school
5 17  No change at all 1
= 18 No idea 2
o

Although this statement and the one above were quite similar to each other, question 10
arouse from personalised views about PDU at each university. Accordingly, ‘positive’ in
the institutions was remarkable by virtue of the establishment of the unit, more refreshing
trainings, based on the required subject matters, responding the needs of the instructors, its
systematicity, variety and embracing new treatments into its content. On the other side,
having checked the second, third, fourth, fifth, sixth, seventh, eighth and the ninth basis,

the most convenient theme would be ‘negative’.
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Table 55

Instructors in the Role of Teacher Trainers

Themes Codes S.U. F.U.
0 3 More practical ideas 1
= 10  Teaching “how to teach in different ways?”
E % 12 Coping with student-based teaching models
=8
:; f:
0 =
S E
=2
83
4 Representing more real life classes and problems 1
instead of reformed classes
6 Analysing different students’ profiles
8 Being knowledgeable about the school that s/he will 1 1
make a presentation
11 Including the students who need special training
13 Allowing teachers’ opinion, and manner problems to
" happen in trainings
2 14  Only addressing how to use the course book (in the 1
'TE school) better
R 15 Being not so certain about the probability of how 1
£ much it will be successful in the class
%" 16  Handling the issues which require clarity in teaching 1
g
5 Dealing with the topic that has never been discussed 1
before
_ § 7 Making it more motivating by presenting the content 1
s 5 of his/her programme firstly
= % 9 Anticipating the questions 1
S @)
5 17  About the exam system (assessment and evaluation) 1
g 18  The perspective, tone of voice, the address form, and 1

perhaps the favour

In that question, the instructors quoted their prospects under four themes. The first one was
‘dealing more with teaching models and techniques’ as is seen in the tenth and the twelfth
items. The second theme ‘facing the realities’ included the features that instructors could
only realize after experiencing class problems. This was due to their statements like
practical ideas, analysing students’ profiles separately, being informed about the school

and needs before presentation, recognizing special trainings among students, assessing the
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conceivability of techniques and requisite of touching on common ELT problems. The
minority of the population demanded ‘exceptional circumstances’ to be solved with the

fifth, seventh and the ninth explications.
Table 56

Instructors’ Suggestion about INSETS

Themes Codes S.U. F.U.
8  Schedule 1 1
9  Conducting needs analysis to the instructors 1
" before taking any decision
£ %" 15 Learning students’ needs as well 1
«é .g 17 Appealing to different student profiles 1
L = 18 Not being functional any more 2
oD %‘) 19 Being voluntary-based 1
'z g 20 Giving feedback to teacher trainers after their 1
S 2 presentations
- 12 Having an immediate access to the materials that 1
© you need in class
§ 13 Tackling how to review literature 1
- 8
=gt
2 E
& & 16 Giving information about how to use materials 1
é E more effectively

2  Being based on a professional ground

Increasing the range of trainings

4  Presenting events, and giving their certificates
with international credibility

(O8]

5 More trainings (the number) 1

6  Offering trainings in other cities in Turkey or 2
abroad

7  Stimulating, and increasing the number of the 1
participants

10 A real, external teacher trainer ought to be called 1

to give presentations
14 Informing about the seminars 1
11 Nothing, comprehensive enough 3

Other [Number of the Trainings

The instructors expressed negative opinion to schedule of the events, the participation, its
functionality and the succeeded procedure which can be assembled and called ‘missing

points in running trainings’. The second step was ‘the specific needs of the instructors’
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thanks to their interest in reviewing literature, utilising materials more effectively. The
other subject was ‘number of the trainings’. Most of the replies like first seven items
indicated the instructors’ feelings to the implementations, proposals and effectiveness of

CPD trainings.
Table 57

School’s Expectations from Instructors about CPD

Themes Codes S.U. F.U.
. 1 A lot (part of the Appraisal system) 7
s = 2 Being more productive to the school and students 1 1
Cﬁ, ‘% 3 Keeping the professional development on their own 1
g Z 4 Attending most of the trainings in the school 2
—_ < .
s B 5 Refreshing oneself 1
3 < 6 Creating a modal teacher before the students 1
y/ Nothing 5
5
= 8 Not clear 2
o

Schools expectations about CPD from academic staff appeared to be higher at foundation

universities when compared with state universities.
Table 58

The Match between Schools' and Instructors' Expectations

Codes

Instructors’ expectations outweigh

Generally there is a match

There is no match

Not the school, but the CPD unit expects more to achieve

development; so it has to lower it

It depends (according to internal and external teacher trainers)

6 It could be more stimulating with awards like CELTA, DELTA 2
trainings

AN |[—
— | W |— (TN

W
—_
\]

Regarding the given answers, the match between the expectations of instructors and school
at foundation universities can be presented for this question. Yet, state universities did not

think similarly.
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Table 59

The Instructors' Expectations after Participating in Courses

Codes S.U. F.U.
1  When they are ready pack, the expectations are definitely not met 3
2 Not enough 3
3 No
4  Yes, in general 6 6

Some of the instructors thought that expectancies were met after attending courses, while

some did not agree with this group. However, in general, both foundation and state

universities considered that CPD courses were enough to meet expectations.

Table 60

Identifying Objectives of Trainings and Role of Decision-Makers

Codes S.U. F.U.

1 CPD unit 4 7

2 Instructors (through surveys, needs analysis, feedback forms, 3 6
observation, seminars or mails)

3 Coordinators 1

4  Teacher trainers 3 7

5 Director 2 3

6  Ready pack trainings are directly adopted 2

7  Noidea 1 2

Table 60 displayed that stakeholders at foundation universities seemed to work more

cooperatively than at state universities on the way to identify objectives of trainings.

Table 61

Training Schedule for Programme Organization

Codes S.U. F.U.

1 The instructors have not demanded any particular subject to be 3 5
included in a programme before

2 Probably in one or two weeks 1 4

3 Itused to happen immediately 1

4  Not clear- 4 1

5 No answer to personal demands 1

6 It takes time 1

7 It depends on the workload of CPD unit 1
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Schedule was planned regularly and systematically at foundation universities unlike at

state universities.
Table 62

Active Involvement and Team Learning among Instructors

Codes S.U. F.U.
1 Participation is compulsory with team learning 4 5
2 Participation is voluntary with team learning
3 Participation is voluntary; yet there is no team learning 5
4  Participation can be both compulsory and voluntary (from time to 1 2
time)

Instructors at foundation universities reported that participation to events was functional
with compulsory regulation and team learning. Still, state universities could not seem to

run the programmes with team learning.
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Table 63

The Best Professional Development Activities and Practices

Themes Codes S.U. F.U.
2 Communicative ones 1
3 Observations 1 1
0 5 Based on team learning 2
Z g
5 E
Q>
25
O <
o 7 Introductory courses about new course books 1
s 8 8 Giving information about testing (assessment and 1
£ 5 evaluation tips)
g g
A~
- 6 The ones making you be aware of new 1
2 5 = developments
0T i~
5 g
=
CRSE-=
1 As long as being active during the event 1
'% 4 Classroom-based activities 1 6
o > 9 Attractive ones for students to listen the lesson 1 1
S =
g § 10 The ones which require the use of technology 1
&
11 Noidea 3
5
=
o

Having transcribed the instructors’ speech, four themes were originated. Firstly,
‘cooperative activities’ was formed following the second, third and the fifth items.
Introductory courses and learning more about testing paved the way for the second theme
‘pragmatic practices’. ‘current trends in the field’ arouse when the sixth response was

involved into the codes. The other primarily reported answers got the third theme

comprised: ‘motivation and practicality’.

146



Table 64

The Biggest Complaint of Instructors about INSETs

Themes Codes S.U. F.U.
0 5 Having no extra time 1 1
??) 7 Their design is regarded according to preparatory 1
L= programmes but the freshman unit
Hw 8  Not being constant 1
1 None 4 3
S 6  Not being active now 2
3
5
é %D 11  Having not enough time to keep on M.A. or PhD 1
E -§ lessons (full-time in the school)
= =
4 Taking very similar courses from different 1
E organisations again and again in a short time period
o g
=&
= 2 Wording while giving feedback to peers 1
< 3 Being compulsory 1 3
o 9 Not carrying out needs analysis on instructors 2

The first complaints of the instructors were put together under ‘the schedule’.
Nevertheless, another serious complaint may be ‘the inexistence of trainings’ at schools
when the first, sixth and last element were examined. Additionally, even if they took place
at schools, ‘the content’ came out as a problem and this equalled to the third theme.
Conclusively, the fourth theme ‘the opinion of the instructors’ was developed and added

into the complaints of the instructors about CPD.
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Table 65

The Facilities and Resources of the School

Themes Codes S.U. F.U.

1 Giving off-day for M.A. or PhD degrees 2

Paving the
Way for
Academic
Studies

5 Providing smart building and classes both for the 2
instructors and the students

Facilities of
the School

— 2 Purchasing books, magazines to keep up with the 1

g developments

= 4 Financial and moral support 2

E

<

§ £

_g § 7 Support from academic staff 1 1

=

3 Establishment of CPD unit 2

" 6 Trainings from bookshops 1 2
;E 8 Events from the British Council, Oxford etc. 1
g 9 Internal and external support 1 3

A é 10 Changing CPD members 1

e &

©Oo 11 Native speakers as instructors 1

5 12 Nothing 4

=

o

Having scrutinised all of the codes about the facilities and resources of school to give the
best learning opportunities to the instructors, four basic themes emerged: ‘paving the way
for academic studies’, ‘construction of the school’, ‘financial and moral support” and ‘CPD

opportunities’ respectively.
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Table 66

The Suggestions of the Instructors about CPD Quality

Themes Codes S.U. F.U.
1  Being based on more professional background 1
g
E
2 14 Providing financial support for the trainings abroad orin 1
= other cities
2 Making trainings compulsory 1 1
3 Making trainings voluntary-based 1
4  Having more sessions 1 1
9  Training through teacher trainers to run these 1 1
programmes or take part in CPD unit
10 Revealing the real, general needs of all instructors, and 2
the school
11 Being autonomous as teacher training unit and giving 1
2 seminars to other corporations
g 12 Going distribution of tasks and interests among 1
'S instructors instead of teacher trainers
t 13 Offering globally known certificates 2
3 15 Getting instructors’ opinions 2
4% 16 Being active again 1
8= 17 Adding more new members to CPD unit for them to 1
= introduce some other imaginative ideas
% 18 Having more fruitful trainings or events in the school 1
= 19 Finding the ways to motivate this new generation who is 1
H getting worse in language level, and learning potential
5 Calling for more real external teacher trainers 1 1
% 6  Choosing native speakers as teacher trainers 1
E 7  Not limiting professional development activities within 2
%D S the school
§ C% 8  Calling lecturers from ELT departments 1

Last but certainly not least, by following the given answers in the table above, three main
themes arouse: ‘the policy’, ‘enhancing in-house trainings’ and ‘getting outside help.
Instructors at state universities mostly suggested external assistance, whereas at foundation

universities, suggestions centred on in-house trainings.
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4.2.2. Teacher Trainers

Table 67

The Meaning of CPD to Teacher Trainers

-
=
(¢}
3
(¢}
w2

Codes

Reviving Oneself
to Keep up with
the Trends

Change

Updating oneself

Continuing process in teachers’ lives

NN [N |

Enhancing the institution and oneself

— (O |||~

Exchanging ideas, and contribution to learning of the
colleagues

Teaching
Itself

Teaching skill that teacher could reflect to the class

~J |-

Remaining teaching and continuing development
together

11

The stance or an approach about how you conduct
teaching

Plan

An advantage for his/her future career

The respect to the job, oneself and the future

Autonomy | A Career

Self-actualisation

Having revised 11 explanations, four themes were found to represent all of these answers.
Change, updating oneself, continuing process in teachers’ lives, enhancing the institution

and oneself besides exchanging ideas and contribution to learning of the colleagues guided

to design ‘reviving oneself to keep up with the trends’. Furthermore, ‘teaching itself’

emerged via the first, seventh and last quotes. Some teacher trainers chose CPD to be
reflected into their forthcoming career, and thus the theme was ‘a career plan’. Eventually,

the only item ‘self-actualization’ was associated with ‘autonomy’ as an indication of self-

fulfilment.
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Table 68

The General Impressions of INSETs

Themes Codes S.U. F.U.
1 A worse scenario when compared to the management 4
in the last five or six years
2 Mostly giving orientation to majority of novice and 1
part-time instructors in the school
5 Not contented 4
0]
2
=
on
[P
Z
3 Full support 4
E 4 Professional 2
2
o
[a W

They accounted two clear results about the opinions toward INSETs at universities:

‘positive and negative. The first two and last ones symbolised their pessimistic stance,

while the third and fourth gave confirmation to those trainings.
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Table 69

The Changes in Teacher Training Unit
Themes Codes S.U. F.U.

1 Within years, it lost its prestige 4

Getting
Worse

2 It has improved a lot 4

3 A change from semester system to modular system 2 2
(its effect on CPD)

4 The instructors themselves are involved in running 1
workshops during the Modules

5 It used to base on compulsory attendance and 4
observations
2 6 The interaction of technology (such as lesson records) 2
Q
Q
A 7 Incorporating short courses in addition to trainings 2
Q
% 8 CPD members, plan and programme, the numbers of 4 2
[a W]

trainings have changed

The change can be defined and put into two distinct themes: ‘getting worse’ and ‘path to
success’. In state university context, teacher trainers complained about the deterioration in
training programme and losing its prestige. However, at foundation universities that was

completely different in that the unit improved a lot over years.
Table 70

Teacher Trainers' Thoughts about the Number of Trainings

Codes S.U. F.U.
1 Not enough in number 1
2 Enough in number 4
3 No trainings 3
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Foundation universities seemed to be pleased with trainings run in their institution.
Nonetheless, teacher trainers at state universities stated that the trainings were not enough

for instructors to improve themselves.
Table 71

The Ways Teacher Trainers Plan INSETs

Themes Codes S.U. F.U.
1 Feedback from instructors, and surveys 3 3
2
2 @« 2 According to needs analysis 4
= &
Z £
i = 5 Classroom observations by teacher trainers 2 3
s @
agt=
o 3 Recognising instructors and students’ profile (their 1 2
= dynamism)
g2
—
QO —
g 2
A <
4 Regarding the director’s annual plans and aims 1
on
£5 8
8% o =
ad g 2
PPN g
=S
" 6 Adopting ready packs about some basic topics like 1
_§ how to teach vocabulary, grammar
S
=
< 9
S o
U
A Ay

CPD activities were based on ‘data analysis instruments’, such as feedback, needs analysis
or observations. Hence ‘descriptive analysis of instructors and students’, and ‘respecting
the policy by the principles’ could be the other themes. Later, ‘ready presentations’ can be

assigned as the fourth theme.
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Table 72

The People Teacher Trainers Plan the Programme with

Codes S.U. F.U.
1 Cooperating with other teacher trainers as CPD unit 4 4
2 Only her as the single teacher trainer left 1
3 Also presenting and receiving approval of the management 2 2

The programme was planned either with other teacher trainers in CPD unit or the director

of the school in two contexts.
Table 73

Important Elements in Preparing Trainings

Themes Codes S.U. F.U.
1 The immediate needs instructors are deprived of 2 1
2 during the lesson
[
S
4 A YR - T
E 2 5 The priority is determined by taking instructors’ 1 2
Z. ‘é and the school’s needs into consideration
o -
2z
= o 2 Instructors’ expectations and claims 2 3
== 9
80 9 B
S22
b3 0.5
> 6 Practicality 2 2
=
2
5!
g
[a W
3 Everything was in an attempt to widen their 1
viewpoint
2
(]
% % 4  Together with curriculum development and testing 1
oz units
£8
=
= A
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Regarding the elements to be regarded while preparing objectives of the trainings for the
instructors, ‘The needs of the instructors’, ‘the expectation and claims of the instructors’,

‘practicality’ besides ‘taking on new dimensions’ were the themes of the ninth expression.
Table 74

Teacher Trainers' Thoughts about Expectations to INSETs
Codes S.U. F.U.

1 Trainings are so comprehensive that they find at least one or 1
two events meeting the expectations

2 Helping teachers gain confidence 2 1
3 Only personal (not all attendants do heartedly come into these 1

events)
4 Time will tell 1
5 Making them feel that they have taken a step 2 1

Teacher trainers stated that the primary objective of INSETs might be to encourage
instructors and make them feel that they took a giant step. Nevertheless, they thought
instructors at foundation universities could be more advantageous to meet their

expectancies out of several trainings.
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Table 75

The Best Sides of the Programme for Teacher Trainers

Themes Codes S.U. F.U.
5 Making teacher be aware of current trends 1
3
o _§ § 6 Expressing how to integrate skills to one another 1
S o 8
B 5 H - - :
S g = 8  Offering practical materials 3
EE g
=2 3
=50
- 1 Being voluntary-based 1
S
5
Q.
2
=
~
2 The enthusiasm among the participants 1
(0]
<
0 3 Having a good rapport between teacher trainers 1
g and instructors
=
<
S -
<= 8 4  Its enabling to share 1
2~
R
== 7  Classroom observations 1
o
&

The first theme was called ‘illuminating instructors about current trends’. Taking “being
voluntary-based” into account, the second theme ‘participation’ was established. Finally,
‘relationship among the colleagues’ could be appointed as the third theme to represent the

second, third, fourth and seventh elements in the list.
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Table 76

The Best Activities for Instructors

Themes Codes S.U. F.U.
1 Vocabulary 1
2 Pairing 1
3 Speaking (swap shops) 1
§ 4 Games 1
g
A 6 Workshops 1
E
g 7 Group-works 1
=
= 10  Peer observations 1 1
@)
5 The things in line with their needs, want 3
8 Energisers 1
@ 9 Motivating practices 1
._g
7! 11 Video conference
an
g
= 12 The ones which do not take time or extra effort 2 2
é (practicality)
7!

‘Collaborative practices’ and ‘stimulating studies’ could be defined as two basic themes of
this study. Pairing, swap shops, games, workshops, group-works and observations would
be classified into the first category, while energisers, motivating practices, video
conference and any practical equipment in accordance with the needs were to present

themselves in stimulating studies.
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Table 77

The Complaints to Teacher Trainers

Themes Codes S.U. F.U.
- 3 Being repetitive 1
z
B % 6 Being compulsory 2 1
s 8
,Lé & 7 Being theoretical 2
SR
1 Schedule (when the lessons and seminars overlap) 1 2
2 Being on Fridays 1

% 4 The interval between sessions 2

z

Q

95
5 Observations 1

8 Prejudices (the attendance and opinion would 1

Personal
Barriers

change depending on the presenter of the trainings)

The complaints of the instructors created three themes: ‘systematic problems’, ‘schedule’

and ‘personal barriers’.
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Table 78

The Facilities and Resources of Schools

Themes Codes S.U.
Observations
Trainings run in the school 1
Supplying mentor for each novice teacher
Having a CPD unit in school
Social activities (Packs Group)

0 Having an independent unit only dealing with
extracurricular activities
Having conferences given by famous teacher trainers
INSETs in attractive seaside points
External teacher trainers

1 Academic support from the lecturers coming from
ELT department of the university

4 Not now, there used to be facilities 3

— |\O [C0 || (W
—_ = [ [ = [ = [

Internal

External
—_ N[N [—
[S e RN =

Other

The themes might be identified as ‘internal’ and ‘external’ assistance. Class observations,
all practices by PDU, giving mentor to the novice teachers, any kind of social projects
under the name of extracurricular activities were labelled as ‘internal’ facilities.
Nevertheless, when teacher trainers from other schools or lecturers from ELT departments

were invited to the conferences, ‘external’ help became a part of this effort.
Table 79

Active Involvement and Team Learning among Instructors

Codes S.U. F.U.
1 There is active involvement to events; it is compulsory 2 4
2 There is no active involvement; it is voluntary-based

The teacher trainers clarified that the trainings were either voluntary or compulsory. Thus,
the number of instructors attending events was higher at foundation universities according

to teacher trainers.
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Table 80

Training Schedule for Programme Organization

Codes S.U. F.U.
1 It is planned at the beginning of the year, and it is term-based 4 1
2 It covers everything, so they do not lay any claims 1 1
3 It depends 1 1
4 Not in a short time 2 2
5 It takes utmost a week 1

According to table 80, foundation universities appeared to have more flexible attitude

towards training schedule for organizations.
Table 81

The Interval of Organizations

Codes S.U. F.U.
1 once a week 1
2 every other week 2
3 every three weeks 2
4 once a month 2

The interval between organizations can be recorded to be less at foundation universities.
Table 82

Teacher Trainers’ Evaluation about INSETs

Theme Codes S.U. F.U.
1 Their learning 1 2
2 Their expectations 3
3 Their needs 1 3
o 8 4 Their satisfaction 3 2
= g 5 Outcomes 2
% g2 6 Students’ success 2 3
= O 7 Their readiness to change 1 2
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The best theme for these alternative replies would be ‘learning outcomes’ like the amount
of knowledge the students could get after the lessons, their expectations, needs and

readiness to change.
Table 83

The Ways Teacher Trainers Evaluate the Programme

Codes S.U. F.U
1 Through feedback right after the trainings (their satisfaction) 2 2
2 No attempt 1
3 By looking at students’ success 1 1
4 Through observations 1
5 Through questionnaires 2 1

Written and oral feedback, students’ success, observations and questionnaires can form the

ways of evaluation by the teacher trainers.
Table 84

The Ways Teacher Trainers Get Informed about Expectations

Codes S.U. F.U.
1 Through feedback right after the trainings (their satisfaction) 2 3
2 Through observations 1
3 Through questionnaires 4 3

The effects of the programme on academic staff would be learned via feedback,

quantitative and qualitative instruments.
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Table 85

Teacher Trainers' Suggestions about CPD Quality

Themes Codes S.U. F.U.
1  Paying attention to make an investment on its 1
teacher trainers
2 Regarding “budget, office and value” issues to 2

CPD unit

6  Allowing extra time or office hours for CPD 2
members

9  Providing financial support 1

10 Having them gain conscious about working as a 1
team

Reforming PDU

3  Modifying the modular system (active in the 1

7]
2 % school in the last two years)

So 8 23 4  Running sufficient number of trainings (neither 1
g ks :% é too much nor very few in total)
— S
Ome §

2 7 Ag)plying follow-ups right after workshops and 1

observations

0.8 2
E2g
2.5 5
g
- 5 Promoting personal studies by which the 1
2 instructors could focus on their own deficiencies
E
2%
o
5 8 It depends on the change of academic staff, 1
< lesson planning or new necessities
o

The first section concerning to the teacher trainers’ advice would be grouped under
‘reforming PDU’. ‘Giving a balance to trainings and lectures’ was to be called as the
second theme. ‘Missing points in workshops’ can also be enlightened within the role of

third theme. Then, the last theme would be ‘personalised work’.
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4.2.3. Directors
Table 86

The Meaning of CPD to Directors

Theme Codes S.U. F.U.
1 After completing B.A. degree, a teacher must keep on 1
training
2 Teaching requires to be always on the road 1 1
3 Especially teachers graduated from other departments 1
but ELT have to update themselves constantly
%0 4 Keeping up with the current educational technology 1 1
% and methodology
-
§ 5 Learning never stops in one’s life 2
g
§ 6 Carrying teachers’ leadership feature continuously 1

The directors’ interviews were transcribed and the only theme to be defined for this

statement could be ‘continuous learning’.

Table 87

The General Impression of Directors to INSETS

Themes Codes S.U. F.U.
3 Keeping CPD unit mostly busy with novice 1
o teachers
2 4 The resistance from some experienced teachers, 1
'% which disinclines the management
& &
= /|
" 2 Not as requested. The interference is only when 2
= § the needs are so notable, upfront
Zs2
> 54
o 1 Teacher training is the most pivotal issue because 1
% it reflects to students’ achievement
'S — 5 One of the best CPD among teacher development 1
L'é % units in the country
A

163



The most remarkable theme from the comments of the directors was ‘the experience’. The
second theme came out as ‘mismatch with expectations’. The ‘proficiency level’ was the

final theme to be adopted for that explanation.
Table 88

Directors' Encouragement to Improve Instructors

Themes Codes S.U. F.U.
1 Giving an off-day for instructors to hold their M.A. 2
or PhD degrees
2 Providing mentoring, observations and educational 1 1
§ programmes for novice teachers
=)
£
3 3 Keeping teacher trainers occupied with reading, 1
= discussion topics
4 Appraisal system 1
=
o 2 5 After a year from the courses, external teacher 1
= trainers continue watching teachers’ performance
6 Some of the staff are like cancer patients, now 1
5 there's nothing to be done for them
<
o) 7 The ethos 1

At foundation universities, both techniques and the system were considered as to
encourage instructors’ achievement, whereas techniques were the only element to be

regarded at state universities.
Table 89

The Changes Directors Made in PDU

Codes S.U. F.U.
1 There was only the name of CPD with one teacher trainer 1
2 New teacher trainers have been educated to run CPD unit 1
effectively
3 Nearly the same 1 1
4 Due to orientations to new full-time teachers whose number 1
have increased a lot in the school, the workload capacity of the
professional development unit has decreased
5 Introducing a new system called micro-credential, badging 1

system
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The directors reported that some small changes and big changes were to be appointed

activate trainings in the institutions.
Table 90

The Number of Trainings in Schools

Codes S.U. F.U.
1 Not enough 2
2 Enough 2

As is seen, the directors at state universities declared that they could not administer enough
training to their academic staff, whereas foundation universities felt confident about

number of trainings.
Table 91

The Ways Directors Plan INSETs

Themes Codes S.U. F.U.
o 3 Timetable for INSETs and pre-post observation 1
= dates are set at the beginning of the term
=
O
%)
2 CPD unit 2
-]
A
[a W
% 1 Together with Modern Languages 1
s &
5 =
- a0
S g
= A
5 For the novice who are at the very start of their 1 1
career
6 When instructors from other departments but ELT 1 1

are recruited

7 For part-time teachers to get used to adapting the 2
system in school

Instructors’
Profile

4 When the management face difficulties and 1
- obligations
% 8 Upon the demand of guest speakers, the 1
o

management unit takes decision all together
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In reference to the responses above, ‘schedule of these activities, ‘PDU’, ‘Modern
Languages’ and ‘instructors’ profile’ could be accepted as themes. The directors at
foundation universities seemed to consider more items while planning INSETs compared

to state universities where the directors mostly took instructors’ profile into account.
Table 92

The Points to Consider in Preparing Trainings by Directors

Themes Codes S.U. F.U.
1 Experience 1
. 2 Their major 1
E = g 3 Awar@ness of current developments considering 1
§ % 3 experienced teachers
o 5 The priority of needs according to needs analysis 1
= - 4 Orientations to new starters 1
2= 6 The feedback from observations 1
3 L 7 Opportunity 1

As to the items regarded by the directors while preparing the objectives of trainings for the
instructors, ‘Teacher-based factors’ like experience, the major, awareness of current
developments, and ‘the school policy’, such as giving orientations to novice instructors,

putting emphasis on feedback after observations were identified as two essential themes.
Table 93

Directors' Thoughts about Expectations to INSETs

Themes Codes S.U. F.U.
w 2 Instructors feel that they have gained at least 1
é IS something from trainings
Q
S 2 E
iL 8
ST
oy 3 Probable as long as students’ success level, 1
S £ observations, their reflections to the expectations are
% 3 kept in mind
o > 2
~ &' »
- D 1 CPD unit makes adjustments all the time 1
=EA =
LA~ o
€ o©
g S g
S
o=
5 4 Not possible to claim that it meets overall 1
vg expectations
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Accordingly, directors thought that expectations to INSETs could be learned through

feedback by the instructors, feedback by students and the comments by the PDU members

as were specified in the table.
Table 94

The Facilities and Resources Olffered to Instructors

Themes Codes S.U. F.U.
1 The director himself as teacher trainer 1
6 Being able to conduct action research and present it 1
o in symposiums
< 7 Sending staff abroad 1
@ 8 Assigning staff to get trainings to different cities in 1 1
S Turkey (supporting financially)
§ 9 Giving an off-day for instructors to hold their M.A. 1
5 = or PhD degrees
% E 10 Keep.ing the quality of ingtructors exceptionally well 1
% 78 remains at the top of the list
8 3
O w
2 British Council 1
5 3 Academic staff from ELT department 1
é é 4 Teacher trainers from bookshops 2
O m 5 Experts from American Embassy 1

‘Occasions enhanced by the school itself” as was shown in the first and the last five replies,

and ‘other entities’ like ELT lecturers, bookshop presenters or experts from the embassy

would be appropriate themes.
Table 95

Training Schedule to Organize a Programme

Codes S.U. F.U.
1 In a very short time 1
2 In the same year 1
3 Nearly in a month 1 1

The directors declared that the schedule in organizing a programme might change. It could

even take a year or it can be conducted in a very short time.
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Table 96

The Interval between INSET Sessions

Codes S.U. F.U.
1 Once every three weeks 1 2
2 Every other week
3 Not regular 1

As is seen, from directors’ point of views, foundation universities could carry out INSETs

more regularly (once every three weeks) than state universities.

Table 97

Directors’ Evaluation about INSETs

Theme Codes S.U. F.U.
1 Students’ success 1 1
g 2 Their satisfaction 2
?‘f é 3 Time management 1
% é 4 Being well prepared and ready to give the lesson 1
0o 5 No idea 1

Despite the diversity among the replies, the only theme to be originated was ‘course-
related outcomes’. This is because directors at state universities mostly centred on
students’ success and satisfaction levels, whereas directors at foundation universities

seemed to have more comprehensive criteria to evaluate trainings.
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Table 98

The Ways Directors Evaluate the Programme

Themes Codes S.U. F.U.
1 Through questionnaires 2 1
Students’ success 1
Attending to meetings 1 1

Quantitative
Instruments

2 Feedback from students 1 1
% 4 Their satisfaction 1
‘::3 5 Their reflections 2 2
E 7 Talking with teachers 1 1

Quantitative instruments, such as questionnaires, and reflections were settled as the ways

that directors adapted to evaluate the programme.
Table 99

The Ways Directors Get Informed about Expectations

Themes Codes S.U. F.U.
1 Level heads inform after having meetings with 1
the instructors
3 Individual conversations with instructors 1 1
a4
8
s
8
—
E
o
v 2 With the help of surveys (conducted right after 2 1
§ the course)
3 4 Observing the organisation 1
=
=
L
£
=

Although there might be listed quite a few techniques to get information about the running
courses from the instructors, the directors in that study selected two ways: ‘oral feedback’

and ‘written feedback.
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Table 100

Directors' Suggestions about CPD Quality

Themes Codes S.U. F.U.
w 3 2 Having a more apparent diversity of trainings 1
g € 4 Eliminating inoperative points which will be clear in 1
S = g time
o O
5E¢
2 O &
o 3 Working on how to schedule better 1
=
0]
=
O
%)

1  All kinds of in-service training courses ought to be 1
regarded by the staff

Encouraging
Participation

The directors at foundation universities suggested some alternatives about CPD quality,
while only one offer ‘encouraging participation’ to the programme was asserted by the

director of one state university.

In this chapter, quantitative and qualitative data collection instruments utilized in this
current study were given to examine each item in detail and to reach sound results. To give
a clear portrait according to the results, the pursuit of professional development, the
enforcements and the functionality of trainings at foundation universities were recorded to
be more qualified. In fact, the instructors at state universities could not even clearly express
their expectations in line with the schools. Similarly, teacher trainers at state universities
could not find their programmes effective for instructors to incorporate themselves in
teacher education facilities. Moreover, directors at state universities asserted that they were

aware of the inadequate numbers of trainings offered to instructors at school.

By taking into account all of the above given tables, the analyses of the interview questions
and the questionnaires, a profound discussion will be made in the light of research

questions of the study in the following chapter.
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CHAPTER V

DISCUSSION

In this chapter, the findings of data gathered from four universities were discussed in the
light of the research questions and the results stated in previous chapter. This chapter
included the discussions of instructors’ needs, practices, opinions and evaluation besides
the best practices in the programmes and other stakeholders’ views. Accordingly, a new

CPD model was suggested.

5.1. What are the immediate needs of instructors working both at foundation and

state universities?

5.1.1. Do CPD needs at foundation and state universities differ?

Despite painstaking plans of teacher trainers, CPD events may be useless just because of
not noting instructors’ real and immediate needs on the first step (Arikan, 2006; Celik et

al., 2013; Duzan, 2006).

While conducting this research on the instructors in order to introduce the running system
at their universities, they particularly expressed their needs. One of the instructors, IS5

(Instructor-State University-5), corroborated this with her remarks:

“Now and again, the INSETs in our institution are held based on quite general topics that
every teacher knows. Yet, within years, you need to hear some other specific, essential

’

issues which completely match with your and the students’ needs in the class.’

During the interviews, the participants also uttered the importance of needs analysis which
ought to be administered before working out the guidelines of any activities. IS1 furthered

this issue:
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“I try to take part in all of the events organised by the school; however, as a human being,
our needs change in time. Thus, academic unit must conduct needs analysis, a prerequisite
for any training, on us every school year, and observe the changing needs from one year to

another.”

Together with the interviews, the responses to the questionnaire in table 29 proved that in
two contexts, state and foundation universities, students’ motivation had appeared as the
pivotal professional need among all features as Sentuna (2002) underlined in her study.
Similarly, IF3 (Instruction-Foundation University-3) reported his view by promoting the

necessity of motivation in education:

“If we are talking about trainings in the 21" century, then in that time line increasing

students’ motivation should be cared at utmost level.”
IF2 portrayed how critical it was to deal with students and their needs:

“In fact, when we are holding an event with our own teacher trainers, I feel that I can
reflect what I have gained to my students directly. I could strengthen my communication
skills so as to prove that we are a team altogether, and we as instructors must be informed

to handle students’ needs.”

The seventh question in instructors’ interview estimated to what extent instructors’
knowledge through CPD events can be correlated to raise students’ motivation in classes.
As is seen in table 51, the most rated answers were ‘ice-breakers, communicative games,
practical samples and using course book more productively’. This released the fact that
when instructors found the ways of increasing students’ attention to the courses with the
help of games, colloquial and educative exercises, they felt that they could teach much

better, and administer their classroom management skills well.

The instructors (IS2, 1S6, IS9, and IF1) affirmed their point of views about it by saying the

words transcribed down, respectively.

“Whenever students seem to be exhausted or lose focus and concentration to the lesson,
you can immediately appeal to ice-breakers to recreate and refresh them so that they can

be more alert to the communicative activities.”

“The teacher trainer has drawn something on the board like neighbours’ houses and
showed the neighbourhood among landladies by making a contact with this and the

speaking practice of the students in the form of ice-breaking activity. That is quite
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remarkable and I have had adopted it in my first class right after the event. I could observe

how it has worked on my students!”

“Warm-up activities that I have run through pictures and picture cards which demanded
students to talk with each other so as to break the ice and catch their attention are

necessary.”

“Lots of games or different appliances of course-book exercises to allure students are

’

effective to motivate them by my side.’

As to the differences between state and foundation universities in displaying their needs to
CPD, their percentages varied depending on their replies as can be observed in table 29. To
start with state universities, their answers to teaching integrated skills were a lot higher
than the foundation, whereas the needs of instructors at foundation universities showed
higher percentages than the state universities’ with the exception of the fourth item. It
means instructors at state universities were more successful in increasing students’
motivation, using technology, preparing materials and conducting research. That
distinction also exposed that instructors at state universities were more cautious about
integrated skills instead of teaching the language solely by focusing on one main language
skill, such as writing a paragraph about a topic in a lesson without grounding it to any other
practice. This was a challenge to imaginative communication, one—way competence in the
target language. Still, it was an attempt to develop a range of abilities for communicative

competence of learners. IS8 exemplified it:

“Quick Response Codes, for example. It has been presented to us by one of our colleagues
in order to view practical techniques in teaching language skills and subject areas, such as

vocabulary. I like it pretty much.”

The first two needs of the instructors at state universities were fairly relevant to one
another. The instructors demanded their students to speak the language within a real
context or for a meaningful purpose owing to making them feel more motivated, which can
be probable via integrated language learning. Though course-books were aimed to be
prepared by holistic and communicative approaches coherently, covering both receptive
and productive skills in a balance, the instructors appealed to state of art techniques and
considerations presumably to be proposed in CPD events. This was also visible nearly in
all instructors’ responses to the first interview question in table 45 about the meaning of

CPD for them. The replies of IF4 and IF5 to the question corroborated that respectively:
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“This is improving one’s ability of teaching, techniques, awareness, learning what other

instructors’ doing, and engagement of students in teaching.”

“For me, the main thing is to keep in touch with the new developments in my field. As a full
time instructor, I cannot find any time to research and become wholly absorbed in

journals. As I want to know new developments, this is the way for me to keep in touch.”

As for the other common need among the instructors, using technology in language
classes, even though the technology was the backbone issue in ELT world, its rank as the
second and third utmost essential needs must be due to the complementation of those three
factors to each other to some extent. In other words, students’ motivation, integrated skills
and technology complemented one another to perform effective teaching. Thus, the
instructors must have declared their needs to the technology on the second rank. It can be

exemplified clearly with IS4’s explanation:

“Especially the activities like games or the ones on the basis of using technology are my
favourites. For instance, adapting what’s-app into classes works well while teaching
idioms which are generally a really compelling task for teachers. I have tried it and

’

experienced that it has changed the pacing and the flow of my lecture on a large scale.’

That impact of the technology on instructors and students could also be related to self-
improvement process. This is because both sides sensed the crucial developments in
teaching, and when students preferred to lead themselves into a more technologic approach
to learn the language, they gained self-confidence, awareness and autonomy, which was
the most aspired point in language learning from instructors’ perspective. Furthermore, the
relationship between two parts also fulfilled the social process as presented by Schon

(1986). IF10 clarified it:

“Over the years, with my experience and the CPD events- in some sort-, I have been able
to plan my lessons in a very short time, offer practical ideas to my teaching, have back-up
plans, keep variable teaching strategies in mind, create more enjoyable teaching

’

atmosphere for students, such as Kahoot game, and so on.’

To deepen and illuminate the needs of the instructors, firstly table 55 can be inspected.
Though some instructors stated that they might not go any changes on the programme
supposed that they were the teacher trainers, the others manifested the ‘activities to be
taken’ into the courses. As was also defined within themes beforehand, teaching and the

problems encountered in performance emerged as the basic missing points by the
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instructors to a large extent. Nevertheless, when the contexts were investigated separately,
instructors at state universities seemed to necessitate these activities only to ‘save the day’.
Unlike at foundation universities, they were ‘perfunctory’ without researching extensively
what the real programme would entail. Likewise, when the results in the following table
(table 56) was considered, the state universities were found to be pessimistic about its
function, whereas the most rated answer revealed that foundation universities were less
distressed about them. It illustrated the fact that the instructors at foundation universities
were more informed about their exact needs. However, this finding did not match with the
research conducted by Irgatoglu (2018). This must stem from the fact that several activities
in different topics were organized at foundation universities; hence some of the instructors

might have thought them as time-consuming to some extent due to repetitions.

5.2. What kind of CPD events are instructors usually involved in their institutions?

Depending on instructors’ and students’ needs, expectations of all academic staff and the
general attitude of the school toward keeping up with the current trends in language
teaching, the content and the coverage of those events may be reformed at each school
diversely. Some different answers to CPD activities were explicitly shown in table 29.
Regarding that, state universities attempted to balance methodological knowledge (such as
teaching the language skills) and current trends (like technology in ELT) in their courses

though some instructors still could not see this harmony as in the interview of IS5:

“In my institution, the trainings are often on the basis of ‘how to teach ... . All the same,

we need to solve other specific problems that we face in classes within years.”

Table 53 must also be covered to clarify the changes in instructors’ performances with
CPD. By looking at the table, it was evident to assert that though some instructors were not
contented with them as Parry (2015) claimed, on the way to improve their teaching
performance, most of ELT topics were touched upon in both contexts. Likewise, Sentuna
(2002) stated that the contents must be planned extensively to cover challenges of

academic staff as in real life. IF4 gave an example about it:

“...something which does not always come in view is perhaps inviting students’ feedback
to teaching techniques, classroom management, and delivery, thus generating their

’

enthusiasm.’

175



IS4 also gratified:

..... even the feedback provided to students or the methods, techniques in teaching

language. Every year they make progress.”
Then, IF5 added his comment with an unusual practice in workshops:

“... point in these recent workshops has been the short courses about pronunciation. |
think it is a general problem especially in undergraduate English courses. We don’t spend
enough time on pronunciation. We can’t assume that it has already been done, if they say

something wrongly, we just ‘let’s go on with the next question’ or some kind of thing.”

In the same respect, IF7 emphasized that teaching must be basically stated in those

organisations, but they had to lead them to discuss the current trends, too:

“Even though we try to keep away from the workshops including a great deal of
theoretical information, personally I am curious about how to teach in different ways. This
is owing to the fact that we all use tablets as mediators in lessons, and of course we learn
how to adopt it through CPD workshops .... Furthermore, we have just commenced to go
through with research in our classes. That must be fairly extraordinary for most of the

instructors at other universities.”

Thus, similar to Giiltekin (2007), the significance in choosing the content of the
programmes with teaching skills, content areas, giving feedback and technology,
assessment was stressed. Furthermore, the affective aspects of CPD were introduced with
table 52. The pleasure of instructors released that such kind of themes were applied and

found to be useful.

To conclude, as Lieberman and Mace (2008) reminded, the instructors were not satisfied to
take part in trainings including repetitions. On the contrary, they were in demand of

variety. [F10 also supported this fact:

“Only because of Appraisal system at school, we are to attend seminars, workshops and
trainings no matter about what they cover. However, I do not want to hear similar contents
over and over again. After the events, I question myself about what I have gained from

them. The answer is mostly ‘nothing new’.”
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5.3. What are the instructors’ opinions about CPD events?

Having specified the types of CPD activities that instructors were introduced at
universities, it was of high prominence to cite what instructors thought about them in real
terms so as to address teacher cognition (Borg, 2015). Another reason behind revealing the
opinions of instructors about CPD was to monitor the study from the perspective of

Mezirow’s (1991) transformative learning theory.

The instructors at foundation universities were found to be contented with CPD. This
might stem from the fact that they were more predisposed to work together by observing or

sharing their performances, which was also clear in question 9 in table 29. IS2 said:

“It means that you will meet teacher trainers, and have chitchats with colleagues so that

)

you can learn from their different experiences.’

111 12% and 13" items were crucial in enlightening the impressions of instructors about
CPD at school again in table 29. Accordingly, the positive attitude of instructors at

foundation universities can be noticed. IF1 advocated this:

“I have been teaching nearly for 36-37 years since 1981. The majority of our trainings are
really pragmatic, educational, and I definitely feel that they still contribute a lot to my

performance. Above all, they increase my awareness to new trends in ELT.”
Nevertheless, the comment by IS1 could not define them so practical at state universities:

“My general impression about these events is by and large positive; yet, they are
incontestably quite limited in number. The training unit has done their best over years
without getting any financial help from the management. As I told you, I totally believe in
intrinsic motivation and sentimental values of my teacher trainers on the way to encourage
us to lead self-actualisation. However, I cannot see any tangible improvement in my
teaching career through CPD activities. They can be equal solely to 10 % of my

progression at utmost level.”

Question 18 in the same table was included to have instructors discover their opinions
behind the need of these trainings. Consequently, as Coskuner (2001) and Ar (1998)
pointed, the reluctance of instructors at state universities to be autonomous and share
problems with colleagues must derive from the fact that they could not get the benefit of

observations or mentoring as they did in the past. That was also advocated by 1S4, IS8,
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IS9, and IS10. Due to schedule, they could not practise the former system any more at

schools.

At foundation universities, observations were continued as the key element of CPD

success. [F9 even complained about its frequency:

“I have been here for 6 years. I have been both observed and observing others by
recording their performance into a camera. However, there are quite a few in number, and
we have been exhausted about this treatment... At first, we were used to being observed by
two colleagues of us, then another two, and another two... Now finally, they are based on a
strict system. Accordingly, only peer observations, visits of PDU and teacher trainers are

held with pre and post sessions.”
IF7 was with IF9:

“We used to be appointed to a mentor in order to be observed twice a year (If you were in
your first teaching year at this university, then the number would increase four to five).
Every term, there used to be two peer observations. I did observe my colleague twice, and
s/he observed me twice, which makes four in total. Unfortunately, some of my colleagues
could not manage to address the others’ performance by choosing the correct words, thus
sharing feedback turned into a chaos. Consequently, they decided to have merely one
lesson to recording, and peer observation in order to minimise this conflict but to increase

the influence of observations on instructors.”

The rate (96 %) of peer observation at foundation universities in table 28 could also be
matched with the above mentioned comments of the instructors, and it could prove the
value of observations and the collegiality. Furthermore, table 29 also indicated the positive
opinions of instructors at foundation universities towards supportive learning atmosphere.
Despite the difference in contexts, similar findings were recorded by Yurtsever (2013) in
that at state universities instructors also stressed the importance of working in a peaceful

environment.

As is seen in table 30, the instructors at state universities believed the best part of the
programmes was sharing experience as Arikan (2002) and Richards and Farrell (2005)
indicated under the name of TSG and group-based exercise. Moreover, as they learned
within a specific socio-cultural environment, they appeared to have advanced their
professionalism via CoP (Lave & Wenger, 1991). Still, they cannot be recorded to learn

more about own teaching styles when compared with the foundation universities. Though
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it might highlight their lack of enthusiasm on the way to inquire the abilities and needs
herein, this irrelevancy can also be grounded to the other responses listed in question 18.
Consequently, it was probable to declare that they might have ranked ‘sharing experience’

only after choosing other top rated principles in the list.

Table 31 was also covered in the questionnaire so that the instructors would confess their
sincere feelings about these activities. By selecting the meanings of CPD from their
viewpoints, the instructors proved that they were aware of their troubles related to
enhancing students’ achievement in the class. Yet, they spent long time on that problem
and could not find a solid answer. As a solution, they might hope to widen their horizon
with these trainings and share these difficulties with others. After IS1, explanations by IS9
supported the fact that it was of great importance to advance the teaching skills, and to use

them in class to have students get the benefits.

Another investigation can be conducted on instructors’ expectations; thus it would be more
probable to understand their CPD conception. As can be seen in 19" question, the
instructors at state universities were again in need of finding solutions upon encountering
the matters. By looking at the next top rated principal, it can be interpreted that they were
glad to gain autonomy and have its conscious in their minds. IS7 and IF9 mentioned it,
respectively:

“I begin to inquire my performance, contact what knowledge comes from where, and thus

’

overcome my prejudice.’

“Everybody is now more conscious about what to do in classes. Moreover, they know how

’

to approach to the troubles they face even though they are not ELT graduates.’

According to responses to the interview questions, the instructors felt that schools had
higher expectations from academic staff. They were awaited to refresh themselves and
keep on their studies to be a ‘good’ teacher. However, in comparison to foundation
universities, state universities did not appear to achieve this aim by looking at the degrees
from the interviews in table 57. Thus, it was easy to detect that state universities had

conflicting points of view about the expectancies of both sides. IS1 conferred this:

“The PDU members work heartily to do their best so that they can take one step further.

Nevertheless, unfortunately, the desired expectation from the principals cannot be met.”

That was also pointed by Tiirkay (2000) in that this trouble was experienced due to hearsay

information without regarding the instructors’ real expectations.
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As for foundation universities, the instructors expressed their contentment mostly with the
second item in table 58. Still, even though the instructors at state universities affirmed that
they cannot set their hopes on school but personal attempts to accomplish CPD, they

appeared to be satisfied after attending the workshops.

5.4. How well could novice and experienced instructors’ beliefs reflect the benefit of

CPD into their lessons?

Sambell et al. (2017) had underlined the importance of experience for PD discipline. This
was also defined as a remarkable point by some instructors who declared it in their

interviews. IS1 was the one who did remark about it in her quote best:

“Actually, the meaning of CPD and its coverage depend on the teaching experience or the
age of the instructors. Every academic year requires teachers to be prepared to do
something different. For example, while I was completing this questionnaire, I could
comprehend that the principles listed under each question would return with all diversely
selected alternatives by every one of the instructors, which stems from the fact that the
needs and approach to CPD change completely from one year to another. If you had asked
me to fulfil this form three or five years ago, I would definitely choose other options to get
assistance. I have already found the solutions to overcome my problems over the years,

’

and this affects my manner toward what themes to comprise in those events.’
IS8 agreed with IS1 and pointed this out in her comment:

“On the very first days of my teaching, they used to make more sense than now. The more
experienced I have been, the less attractive they have turned into be. Why don’t they

suggest any topics like how to address different student profiles in lectures?”

Finally, IF6 mentioned the dissimilarities among instructors in accordance with their

teaching experience:

“My needs have changed over years, and I can easily watch what new instructors need and
how they differ from mine. For instance, whereas they concentrate on classroom
management skill techniques, read more about it and they have been often observed by the
teacher trainers, me as an instructor working in this institution for more than 6 years, |
can tell you that using technology is my first favoured field to be touched on in seminars.
This is because you have to supply dynamism and creativity to students during the

lessons.”
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By taking into consideration of the instructors’ years of experience at two universities in
table 26, state universities can be declared to have employed less experienced academic
personal, whereas the instructors having more than 31-year work experience were
preferred to lecture at foundation universities as was demonstrated in table 25 and table 26.
Similar to Kabaday1 (2013), it was also proved that instructors at foundation universities
were more inclined to learn ELT subjects. This was concluded the same by Giiltekin
(2007) who found teaching skills were mostly in demand of the experienced instructors at
foundation universities. Their comments would also enlighten their reflection-on action
(Schon, 1983, 1986) and clarifying the reflection by experiential learning model (Kolb,
1984) in detail:

IF1, a 30 year-old experienced instructor, mentioned:

“More communicative activities, such as information gap, attract me a lot to cover in the

’

lessons. Besides that motivators like usage of technology is also invaluable.’
IF2 also declared reflectivity as is seen as the least favoured section in the table:

“I could watch my own teaching, and then I could change some methods in classes. That
has been probable through self-reflection and the courses under the name of reflective

teaching and learning.”
IF5 gave another example:

“I can give you a very practical example. One of our colleagues has given a workshop on
these blackboards. It was white board I should say. It was many years ago, yes. When you
drew a line on white boards, it suggested you do a quick line. Not a smart board, just a
white board. It was drawing across the straight line, and they were very practical. That

’

made it a lot easier to draw a line. I mean organisation.’

Like investigations by Alan (2003) and Sentuna (2002), novice instructors at state
universities were also referred. They mostly preferred trainings based on the course-book
in that the book would be examined and the units could be resolved to be directly adopted
in class. That was also mentioned in the interviews of 1S6, IS8 and IS9. Yet, in general, as
Duzan (2006), Turhan and Arikan (2009) and Tevs (1996) clarified, the experienced
academic staff in foundation and state university contexts were noted to be ahead of novice

instructors in terms of keeping up with CPD trends via these programmes.

181



In short, the instructors were willing to be knowledgeable about their changing needs over
time and the experience which was together with teaching performance as was confirmed

by Crandall (2000), and Sambell et al. (2017).

5.5. How are the instructors evaluated at the end of the trainings?

This part was construed depending on the results of instructors, teacher trainers and
directors. With reference to table 33 and answers to the interview questions, teacher
trainers defined specific system and instructors’ own feedback as the ways of evaluation in

both contexts. Firstly, TTS1 interpreted:

“In the past, from 2011 to 2016, their productivity on instructors was checked via
observations, questionnaires and through their feedback. Nonetheless, as no CPD events

’

are run at school now, no assessment techniques are necessitated anymore.’
TTS3 backed this notion:

“It was through the checklist in observations and the comparison of instructors’ final

analyses from trainings with their feedback. But that was quitted in 2017.”

Different from state universities, however, the foundation universities also laid emphasis
on observations. Similar to table 56 which elucidated the positive stance of instructors
working at foundation universities about giving their feedback in professional evaluation,

table 84 also signified feedback and instructors’ satisfaction from teacher trainers’ outlook.
TTF3 and TTF1 clarified this in their speech, respectively:

“We have a high opinion of observations. This is to help in-class applications, have
instructors feel contented, and to make a stride in the end. .... Their own feedback has also

’

been reckoned to assess the performance.’
“Their feedback, observations and video conferences are overrated.”
Last of all, TTF4 underlined it:

“It has been via feedback forms about last few weeks.’

In addition, as Korkmazgil (2015) put the emphasis on it, short trainings in CPD
programmes were noted to be excluded provided that they could not lead instructors to

training professionally enough.
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As to the directors, as their replies were listed in table 39, both of foundation universities
drew their attention to that issue by adopting a particular evaluation system and the

supports of teacher trainers. DF2 upheld this result in his interview:

“I am sitting at the meetings. So, I can hear their conversations. It is apparently because |
am trying to learn about the organisation. This is partly because I am working on this
badging, micro-credentialing system. So [’ve got to sit and talk with them about this and
other issues. But in terms of what is working, and what is not working, I have my ears. So,

I will hear something if people are not happy. So far, the feedback I am getting is perfect.”
DF1 added:

“Observations, questionnaires, students’ level of success, and projects have been taken

into account.”

Nonetheless, one of the state universities depended solely on teacher trainers’ support, and
the other used solely the evaluation system of the institution. Though this would shed light
on the fact that the evaluation system of the institution was more systematic than teacher
trainers’ remarks, neither of them could perform as well as at the foundation universities.

That was also clear in table 41 with question 14.

Upon searching for the responses of the directors to the interview questions in table 98, it
was seen that students’ achievement rate and the instructors’ complacency from trainings
were of importance in both contexts. At the meetings or talks with the instructors, the
directors reported to get important messages. Moreover, some tools, such as surveys or

observations might provide assistance to obtain information.
Likewise, DS2 mentioned that in his report:

“It's via a survey. But it's not always healthy, it can be sloppy. Apart from this, individual

conversations are being executed.”
That was also same within the comments of DS1:

“It has been carried out through online questionnaires in digital environment or submitted

to the instructors to complete it in hardcopy.”

Under that circumstance, it became explicit that the directors at state universities did not
utilize any specific evaluation system but some conventional techniques on instructors.
This so-called systematized evaluation format cannot be detected in teacher trainers’

declarations but merely in the director’s at foundation universities.
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Another agreement was disclosed when the interviews of the instructors were explored.

IS1 showed this inconsistency:
“Our feedback is not scrutinised by PDU members.”

This was also reinforced via table 49. Moreover, the instructors notified that no CPD

events were organized at universities for the last four years.

In short, nearly no original evaluation techniques to assess instructors’ improvement could
be found from the results. The only vehicle to enlighten the evaluation was observations,

feedback and questionnaires.

5.6. What are the best practices in both contexts? What are their problems, and what

kind of suggestions can be offered?

Table 27 was given to unearth the instructors’ individual preferences about CPD in
trainings. The best practices were discovered to be probable on condition that they were on
the basis of the instructors’ needs. Table 29 also displayed that state universities cannot be
claimed to support the contents of CPD in parallel with the instructors’ needs thoroughly.
Nonetheless, foundation universities appeared to be more contented with them because

they could find the correlation with their own needs as was confirmed by Coskuner (2001).

The findings can be enriched with the analysis from the interviews, too. Depending on
table 48, the instructors explained their best practices with their general impression of
INSETs in their own institutions. Conforming to their speech, some explanations can be

deduced about INSETSs. IF6:

“Though it is compulsory to attend all events at school, and you cannot say ‘no’ even the
ones that you feel you are quite good at, ...., it is offered us by the school, and everything is
ready for us, which makes me think much of it. I also feel more confident and well-
grounded when they are held at school by our own trainers instead of other external

’

teacher trainers.’

The best practices of instructors can also be seen in table 53. For instance, in furtherance
this analysis, IS4 proclaimed that every year she could observe the changes in giving

feedback to students during her performance.

In like manner, IS7 uttered one of her memory that she had experienced in workshops at

her school as is seen in table 51:
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“It was about SE Model in ‘If Clauses’. Right after learning how to conduct it in the class

on my students, I adopted in my lecture. It was a big success!”

Table 52 demonstrated those useful and ineffective points of CPD. Accordingly, sharing
experience was on the first rank. This revealed the same consequence with Coskuner
(2001) who ascertained that negotiation among colleagues would make teaching more

productive than self-study activities. [F4 exemplified it:

“The priceless points are when we are interacting with very experienced teachers, and
they are also spending a lot of their time engaging in professional development, so they

’

have a good experience and you can get feedback from them.’

IF6, IF7, IF9 were also glad to take part in them so long as they were not so theoretical and
with exercises displaying its adaptation to classes, which was also signified by Sahin
(2006) in that instructors cannot feel improvement in theory-based models. IF10 was the
only reluctant instructor and she had an opposing manner, which was due to her acceptance
that the school offered these trainings to academic staff only to get points for the Appraisal

System. Still, for her, they did not contain any academic information.

Moreover, IS1, IS2, IS3, IS4, IF1 and IF2 announced that no training can be accepted as
‘not useful’, thus they called it ‘worthwhile’ at least to some extents as in table 52. IS1

explained:

“No event can be labelled as ‘worthless’. You will at least learn what handicaps other
instructors face, hear their problems and the ways they could overwhelm them. Finally,

you will be able to seize the truth that you are on the right track.”
The changes of CPD activities were illustrated in table 54. To start with IS7:

“I could obtain the feat of self-criticising and question my teaching performance on my
own. It has also broken down my prejudice that the more you teach, the better teacher you
are. As an outstanding component, they have headed me to find where each teaching

approach, method or technique comes from so that they could become apparent in mind.”

On the ground that IS10 worked in the same institution with IS7, their comments were

fairly similar to one another:

“When CPD events put teaching techniques in an easily adoptable form, they are

invaluable.”
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IF6, IF8, IF9 underlined the importance of teaching skills within the scope of CPD events.
They referred the impacts of CPD activities as long as they made them feel knowledgeable
about the current trends in ELT similar to Kabaday1 (2013). Role-plays, some materials
ready to be manipulated in the lessons, speaking activities which helped instructors to use

‘teacher time talking’ well can be listed as its other influence.

In table 63, the instructors again asserted the contributions of CPD into their lectures

mostly when they were practical, and easy to be implemented. IF7 remarked:

“We mostly require some practical activities indeed. But in a voluntary-based session, |
have got the experience of carrying out research and giving place to it in my academic

’

studies.’

IF7’s review affirmed that the instructors were not as complacent with the obligatory
attitude of the principals to CPD activities as was notified in table 64. This would also lead
us to conclude the same with Ozer (2004) who underlined that when schools concerned the
opinions of the instructors and conducted events in a non-obligatory atmosphere, they
would lead them to higher success. In addition, Yurtsever (2013) laid emphasis on it in

terms of making instructors gain autonomy.

In table 31, the last question in the questionnaire was examined and found that the
instructors mostly participated in their own teacher training units’ arrangements rather than
getting any outside assistance. This might also be how they preferred it to happen by
respecting the views of IF2, IF3, IF4, IF5, IF7, IF9, IS7, IS8, and IS9.

IS1, IS3, IS5, IF10 would rather external teacher trainers’ support. The basic factor from
their perspective was the teacher trainers at schools were not like qualified teacher trainers
but only colleagues. They wanted to broaden their horizon upon meeting a qualified guide,
and ground the knowledge to a theory as well as regarding them as mentor to realize the

lacks and failing parts of the system.

Additionally, table 76 introduced the most convenient expression about best practices. IF1

supported its outcomes:

“As a response to answer the needs of new generation, technology-based classroom

activities and the lessons carried out in technological environment to raise class energy

)

are the policies cared much and run by the training centre.’

IF5 exemplified it in her speech:
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“The school does its bit. It even offers this Smart Building to the instructors and students

so as to meet their deficiencies if there is any.”

Table 55 reflected that instructors may not have serious troubles about CPD. However, in
table 56, this remark completely changed when the context was differentiated. The state
universities revealed their negative attitude towards CPD at school, whereas nearly no
difficulties were detected at foundation universities in the main. This can also be noticed

when the comments of IS5 and IF1 were compared.

“I cannot find correct words to tell you the function of CPD at school moderately. I don’t

want to show ingratitude to PDU indeed, but this is the way it is in here.”
“The university is one of the best in enhancing teacher education in Turkey, I think.”
IS7 furthered this view:

“CPD events were active six or seven years ago. The university did not offer any training
to the instructors, thus the comment would be only to the system she used to have and take

part in the past.”

Having reviewed the instructors’ expectations from CPD trainings, it was worth checking
the correlation between theirs and the schools’ from their perspectives. Table 57 and 58
made it clear that there were nearly no expectations from the instructors at state
universities, which was supported by IS1, IS3, IS4, IS5, IS6, IS7, IS8, 1S9, and IS10.
Notwithstanding, the instructors demanded that they could have been served more
activities than the current one. IS1, IS4, IS6 disclosed that there was a huge gap between

the schools’ and the instructors’ viewpoints. In addition, IS6 said:

“I have talked about this issue with vice-directors and coordinators, and demanded to
welcome a system that Anadolu University could administer successfully where they supply
CELTA, DELTA trainings to a couple of instructors with regard to their academic

’

discipline. But, they could not satisfy my expectations as you see.’
Moreover, 1S4 clarified the inconsistency between the school and the PDU:

“PDU expects a lot more than the school indeed. That’s why, they have to reduce their ‘to
do lists’ and practices numerically. The most remarkable example about it can be
‘Newsletter’ of the school. At the beginning, it was a magazine only to be carried with the

writings of the instructors and teacher trainers. Yet, owing to less people keeping on it
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PDU was not able to implement it on its own because it had some other workloads to look

after.”

As for foundation universities, IF1, 1F2, IF3, IF4, IF5, IF8 presented their content to
participate in those courses in general. Some problems were seen in that table though.
Notably at foundation universities, they complained about the frequency, workload and
schedule of these trainings as was appointed by Ar (1998) and Celik et al. (2013). IF5

explained it:

“I enjoy taking part of most of the workshops during semesters. Occasionally, we have a
small problem. Some of our instructors are giving lectures to undergraduate programmes,
whereas the majority of us are teaching in the preparatory school. So that means most of
the workshops and seminars are actually designed according to preparatory programme.
Sometimes there are courses we would like to attend, but we can’t, just because of the

timing.”

In brief, academic staffs were in need of off-days to keep on their studies. Moreover, some
instructors would like to take part in seminars of native speakers or lecturers from ELT
departments. In other words, they were not eager to restrict their CPD merely to school
activities. However, to some instructors, instead of visiting speakers, they demanded their
own teacher trainers to reform the school events at utmost level. This was because they
believed these teacher trainers were also the observers of the missing points at schools so
they could best recover them when they had more free time with new members, conducted
needs analysis, and used motivating techniques to distract students’ attention from

technology.

As to the suggestions of the instructors in table 30 and 66, extending the limits of CPD out
of school, being cautious in selecting the external teacher trainers, considering immediate
needs of academic staff and maintaining the system with international credibility were
listed to be the most requested items. This notion was reinforced in the remarks of IS1,
IS4, IS5, IS7, and IF10. Yet, IF1 and IF2 could not find any missing points in their

institutions. IF2 indicated this:

“Even Form on Current Issues, TESOL has been established in here. What can I expect

more from my university then?”
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This thesis displayed that instructors at both state and foundation universities regarded
INSETs as the step on the way to attain success in CPD. Considering the findings of the
study, all stakeholders’ positive opinions and good practices at school of foreign languages

as Sahin (2006) recommended, a suggested model was presented below.

Initially, the programmes based on CPD were supposed to be designed in view of needs
analyses. This is because, as was also asserted by Lieberman and Mace (2008), the
instructors were not eager to take part in “one size fits all” events. Only by needs analysis
would the questions be asked, the answers be correlated, and correct decisions about how

to form the study to advance the performance of instructors be made.

Having stated the most critical points in the design, the details of forming an appropriate
model of CPD programmes could be handled according to the results of the study along
with some research findings (Atay, 2008; Aydin, 2016; Day, 1997, 1999; Freeman, 1989;
Gaible & Burns, 2005; Creemers & Kyriakides, 2010; Gibbs, 1988; Guskey, 2002;
Giltekin, 2007; Hansen, 2008; Harland & Kinder, 1997; Kennedy, 2005; Mezirow, 1991;
Roberts, 1998).

5.6.1. A Suggested CPD Model for Schools of Foreign Languages in Turkey
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Needs Analysis
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Needs Analysis

As is seen in figure 24, similar to multi-dimensional model of Lieberman and Wilkins
(2006), a dynamic and high-quality professional development model was developed by
attaching importance to contextualization, the close link between teaching and learning
(Hedge, 2000; Sparks, 2002; Wart, 2012), needs of the school and all stakeholders as
recommended by Borko et al (2010). Instead of placing objectives at the first stage of a
plan, as in Tyler’s model, the needs of the instructors were initially determined
individually with regard to perceived or expressed needs. This is because instructors
should always be thought as the key element in planning CPD programmes (Kooy & Veen,
2012). Firstly, perceived needs represented what instructors would feel or think about the
function of the programme at school, while expressed needs would focus on what was in
need by instructors. Yet, this would be superficial. Therefore, in the first step they must be
simplified through action research or case study techniques, such as observations, surveys,
interviews, data triangulation, and so on (Denzin, 2006). That step should also be
considered by respecting the opportunities of the instructors at school. O‘Sullivan (2001)
defined opportunities as period, setting, time, materials, class size, and so on which were to

be regarded in that process as welll.
Institutional Needs, Priorities and Policies

Then, instead of individualized items, institutional needs, priorities and policies all ought
to be gathered together to respect all stakeholders in the institution rather than having
fixed-mind sets (Dweck, 2008). As a consequence, their correlation was to be checked as
suggested in Metfessel and Michael’s evaluation model. This would pave the way for
revealing basic differences about contents and implementations at state and foundation
universities. After their needs were clarified (Burton & Merrill, 1991), it would be of
utmost importance to resolve them particularly in assessment procedure (Kervancioglu,
2001). However, as both expressed and perceived needs were incorporated during

assessment, it would be not appropriate to divide two needs at that point again.
Content Decision of the Programme

Table 55 also underlined that the content of the programme, covering basic ELT topics,
such as teaching skills, pedagogic and methodological information as well as current trends
should be substantiated in the light of instructors’, trainers’ and directors’ input. They can

also be promoted with external assistance, conferences or other institutions (universities,
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credentialed courses like CELTA, DELTA) besides visiting speakers. As needs of the
instructors may not be identified well in accordance with their experience and expectations
at the beginning of the practices (Bramley, 1986), internal and external training would
compensate for the missing points. This could also enlighten the reason behind the findings
shown in table 69, table 70 and table 78 that teacher trainers at state universities regarded
CPD trainings less in number whereas foundation universities respected the changes in

training unit since it was established.
Performance of Instructors and Reflection

The achievement in their teaching can be found out by monitoring their performances or
through reports. Consequently, reflection sessions were adopted both to implement
coordination among the instructors and to create an environment where they can observe
each other critically and give feedback. Yet, in order to mention a thorough reflection
phase, in line with the findings of the study, the instructors could be involved in
Professional Learning Communities (PLC), TSG, such as workshops, group discussions,
mentoring, transformative learning and experiential learning (Pollard et al, 2005; Wallace,
1991) where they would prefer to discover their learning through reflection (Kolb, 1984).
Only after this could they attain problem solving skills exploratory (Palmer, 1993) with the
help of trainers’ regular feedback and then, might they have some changes in their beliefs

(Aminudin, 2012; Coburn, 2016; Opfer & Pedder, 2011).

The significance of sharing experience through meetings, observations, the lessons as
demonstrations and hand-outs preceded in this model since it was explored after data

analysis that instructors were in need of follow-up support.

Another intrinsic item was the participation to these programmes. In parallel to the answers
of the instructors, they were to be administered on a voluntary-based (Sandholtz, 2002)
sessions at universities. Respecting the fact that they might have already attended events
with quite similar topics, these activities would be annoying for the instructors. As a result,
an appraisal system could be utilized to offer various alternatives and leave them to

instructors’ own decisions.

According to the findings, these programmes can also be organized according to the
schedule and intervals which were emphasized a lot by the instructors in data collection
period. Subsequently, they might be organized within one hour and half in compliance

with immediate needs.
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During all the processes, directors should give their support to CPD events by funding so
that the instructors could be the visitors of trainings in other cities or overseas countries
and would respect PDU members more in terms of providing them facilities and

opportunities.
Evaluation

In the last step of the model, instructors would be evaluated via reviews, checklists,
analyses, observations or the English level of students in their classes. It means that the
instructors can be evaluated in formative or summative ways by choosing quantitative or
qualitative instruments as in Stufflebeam’s evaluation model. In addition, as other
stakeholders, the opinions of teacher trainers and directors should be included into the

evaluation process.

After the model was carried out on instructors at school of foreign languages, they were to
check the programme according to each principle in figure 24. As Guskey (2000)
underlined evaluation process within three phases (evaluation of planning, assessment of
implementation process and evaluation of product), instructors ought to reconsider the
model in terms of regarding its effect on academic staff and the effective points of the

programme at school.

In brief, so as to avoid the complexity in Hammond’s model, poor planning and lack of
practicality in Scriven’s model, yet to increase the sustainability of a programme by
considering the principles of Guskey (2000), Kirkpatrick (1998, 2006), Roberts (1998),
and Siedow, Memory, & Bristow (1985), the researcher thought that this model would
address instructors’, trainers’ and directors’ needs. Furthermore, by keeping the needs at
the core, the school team was able to cooperate with one another during the events.
Consequently, this can lead working and failing parts of the programme to be delineated
well, and contribute instructors to arrive at self-actualization process and gain autonomy as

was also stated by Kennedy (2005).

5.7. What are the standpoints of the teacher trainers and the directors about the
needs, expectations and attitudes of the instructors with regard to CPD events at

schools?
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5.7.1. Teacher Trainers

In the first place, teacher trainers’ outlook about instructors’ expectation, opinions and
needs to CPD events at school can be treated. This would lead to explore table 36 and cross
tabulations (see Appendix 12) which covered the opinions of teacher trainers about the
needs of the instructors. Finally, their personal developments, sense of belonging to the
school, having an identity of ‘instructor’ were found to be the prominent factors among
them. These arouse the fact that they cannot internalize their character to the job they
conducted at these schools. It must derive from the lack of collegiality in real terms, the
dissatisfaction with the school system or not having a good rapport with the principals or
teacher trainers unlike at foundation universities where teaching basic language skills was
the dominant figure in the lists. It might also stem from the fact that novice instructors in
their institution outnumbered the experienced as was described in table 37, question 1.

However, table 25 did not give evidence to that speculation.

The other reason might be stated to the educational background of the instructors as was
supported by Celik et al. (2013) who detailed that the root of INSETs came from
undergraduate degrees. When table 24 was analysed, in spite of being on the first ranks in
both contexts, the frequency of ELT graduate instructors at state universities was higher.
Furthermore, MA and PhD degrees at foundation universities cannot be said to reach the
same band. This was also reflected to teacher trainers’ responses for question 16 in table 35
where they highlighted the importance of teaching and learning theories and their place in
trainings. In addition, by regarding the suggestions in table 36, they recommended to
involve theoretical aspects of the topics at events while state universities did have no

demand about it. TTF1 stated this contradiction in her speech:

“In trainings, practical information or ready-made practices have been presented to the

’

instructors. The theoretical side does not attach any importance nowadays.’
Being the other teacher trainer in the same institution, TTF2 also added:

“We are the ones who exactly know the real needs of them. The instructors are in need of

practical ideas!”
TTF3 continued the same point of view:

“The most preeminent figures are the ones that they need most while lecturing.”
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As to the second critical item at state universities, using technology revealed that they must
believe instructors’ knowledge in keeping up with the current trends in technology. Still,

this was not correlated with table 29 in which instructors declared the programme details.

In short, teacher trainers cannot be called to identify the instructors and their needs well at
foundation universities. It may also be derived upon checking table 34, question 11 where
teacher trainers at foundation universities could not be so determined by choosing ‘not

sure’.

The other problem at foundation universities of teacher trainers was alleged in table 77 that
from time to time, INSETs might be monotonous and obligatory. Moreover, the schedule
of the programme may not coincide with break times or office hours of all the instructors,
and thus they failed to work with other colleagues and teacher trainers. In some
circumstances, they can have some difficulties constraining them from self-achievement,
such as feeling timid during observations or having prejudices about the events. These
biases might have its source by the presenters, attendants or the general approach and

impression toward INSETs at school.

In fact, the teacher trainers were divided into two groups in table 69 to display the manners
about PDU since they started to work in this school. The ones who said that the unit was
‘getting worse’ were only from state universities. On the other side, all other replies
following the first could point out the ‘path to success’ depending on the teacher trainers at
foundation universities at a large scale. That was adhered to expectations of teacher

trainers, too. In her interview, TTS4 set forth:

“Years ago, when PDU was active, we received feedback from the instructors that nearly

60-70 % levels of our expectations were met right after CPD events.”

TTS2 could only attribute to the success by underlining the actualization of their

expectations to the participation, which was also pointed by Yurtsever (2013):

“As it is voluntary-based, all of the attendants can thoroughly devote themselves to the
activities. It looks like an individualized instruction for them. Thus, the level of productivity

’

and expectations are utmost importance. However, it has not appeared on the scales.’

In table 70 state universities revealed that INSETs cannot be offered to the instructors in
sufficient number as was also recorded by Ar (1998). Still, the teacher trainers at
foundation universities felt contented with the events and the occasions as the instructors at

foundation universities had already predicated this (see Appendix 12). With reference to
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the opinions of instructors, TTS1 asserted that the majority of academic staff was not eager

to take part in them:

“In the past it was more systematic. We used to plan to publish newsletter of the school;

vet, the instructors did not back it up, and we could not issue it.”
Yet, TTF4 construed the success of his school:

“In appraisal system, instructors choose the type of the programme they would like to be
involved, thus they determine their own field to be specified. It means even though you

’

cannot appease everybody, broadly speaking they love its function here.’

Besides that, question 20 in table 36 echoed the positive opinions of teacher trainers
towards advancing the CPD. Since the most outnumbered items were the second and the
fifth ones in table 74, the teacher trainers assumed to have a positive manner to the
activities run at schools from the instructors’ side. Nevertheless, different problems were

recorded as can be found in the following part.

5.7.2. Directors

In order to understand the general views of the directors, table 28 can be examined. They
mostly believed the improvement in PDU at schools, and had opinion in favour of their
operations. Therefore, not a great number of directors can be said to reveal that they cannot
observe any advance in CPD organisations over years. Still, this success was only seen in

DF1 and DF2’s remarks:

“In 2012, there was only one teacher trainer. 12 teacher trainers were educated to run in-
service trainings more often at school. Now, we carry out the lesson via e-book in the

class. It means that we have proceeded a lot.”
Likewise, DF2 said:

“I have started working here in September. Regarding specifically professional
development, the foremost thing that I have done is I broad what we are calling micro-
credential, badging system in here. It is still at early stages. We are getting awareness of
the programme. But once it is upon running, I think it is going to be effective for
professional development for two reasons. One is that it recognises that there are different
levels of professional development even though the topic can be the same: peer

observations, classroom management or whatever. So you can drill into that skill area, and
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the deeper you drill, the more recognition you get through these badges. The second thing
is the performance and appraisals. It is strictly driven, self-driven, self-motivated. You

’

need to do it yourself; it is not because of my points in the appraisal separating the two.’
Nevertheless, as table 90 displayed, DS1 explained:

“For four years, PDU and CPD activities have been nearly the same. That’s to say, it

could not be endured as much as desired.”

This constituted a similar outcome with Coskuner (2001) who had revealed some schools
in which directors were restricted to propose alternatives to their staff about CPD.
Furthermore, Yagc1 (2014) supported that state schools majorly stayed behind in CPD

trainings.

Regarding table 36, it was also proven that the directors aimed to keep instructors’
incentives high. Therefore, they attached importance to assign duties to the instructors and
teacher trainers since the critical point was to determine motivated instructors and give

them tasks to stimulate others.

The directors would like to be sure that INSETs at school work well. Otherwise, the
selection of PDU members and activities in line with the needs of all stakeholders at school
cannot occur conveniently, and then mismatching needs and expectancies would be a big
problem as was apparent in table 41. This was because these directors thought that the

school’s success depended on the quality of the teacher trainers. DF2 furthered it:

“.... Our main resource in here is the quality of the instructors. So they help drive to train.
If you are in a place where the instructors have not enough quality, they don’t have a good
education or they haven'’t been socialised for continuing education, then you could bring
in, take Bahar there because you know Bahar. She is one of the best in the country. She is

more experienced than extremely professionals, so [ don’t have to worry about it.”

According to table 88, the directors also believed that they tried to maintain a positive
attitude towards instructors by ensuring some techniques like giving an off-day, assigning
mentors to keep observations as was underlined by Dewey (1938) and Vygotsky (1978) in
constructivist stream or having them always engage in some academic studies. They
thought it would have a boomerang effect and increase the resolution of instructors in their

studies as was stated by DS2:
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“We demonstrate our tolerance to our colleagues not only on the way to be professional,
but also in scientific terms to improve themselves, enhance their self-development and hold
a master or PhD degree. We are giving an off-day to them if systematically there is no

personnel deficiency.”

As for the appraisal system or established procedures at school, the directors leaded the
instructors to be involved into a graded or monitored performance so that they would not
be lost on the way to find the correct professional development events or activities, yet
they could discover the most suitable one(s) among alternatives. Still, as asserted in
‘evaluation of the instructors at the end of the trainings’, only DF2 can be referred to

succeed this.

The directors at state universities acknowledged that they cannot arrange lots of
conferences, workshops or seminars as requested at their own schools. In this regard, it
would be right to assert that they were in agreement with teacher trainers as is seen in table
70. On the other hand, the directors of foundation universities could be said to be fortunate
since they felt that they did their bit to provide plenty events to their instructors. In other
words, the directors advocated that they could support their academic staff and the school

was competent in satisfying the expectations (table 94).

Respecting the prospects of other stakeholders about instructors’ opinion to CPD, table 37
and 44 were used. As a result, the teacher trainers replied question 4 in that their self-
conscious blocked instructors to take part in CPD activities, which was all high-rated by
the teacher trainers. On the other hand, the directors detected the probable reason as the
mismatching needs as had been already mentioned in table 41 and the benefits they could
not obtain after these events. In spite of the so-called differences in the tables at first sight
between the teacher trainers and directors, in interviews, one of the directors, DS2,

recorded that they were in agreement indeed:

“With regard to in-service trainings, we have a drawback. We conduct in-service trainings
usually for beginners by considering their first two years in here. Then, they continue
independently. However, for some friends, there is a resistance after certain working
vears. They call themselves independent lecturers now.... These people are like cancer
patients, so there's nothing to be done. Very minority of them would prefer to be a
participant. A certain part think that in the morning they come here to give lessons, and

return back home.”
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In his comment, DS2 also proved that trainings were planned mostly to have influence on
less experienced instructors so that they could keep on studies independently in the future.
This notion can be best paired with Larsen-Freeman (1993) who stressed this order too in

development-based academic works.

In brief, it was stated that the directors at state universities were aware of the failures in
their institutions. Even though they were the decision-makers of CPD programmes, the
directors could not feel qualified enough to increase professional development
opportunities of the instructors in school mostly due to financial problems. As a solution,
the directors thought that the irreplaceable item in this procedure would be the teacher
trainers since they could observe their requirements much better and closer than any other
stakeholders. However, some of these teacher trainers cannot be claimed to be quite

competent at the needs of the instructors as was also criticized by Duzan (2006).
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CHAPTER VI

CONCLUSION AND IMPLICATIONS

Four universities in Ankara and Izmir were examined in terms of their CPD performance.
Accordingly, irregular trainings at state universities were noticed. In addition, some
problems about content, choosing decision-makers and the general-policy were noted
down. Besides that functional problems along with some inconsistent points in needs

analysis between instructors and teacher trainers came into prominence.

Having substantiated the findings through the agency of discussion part, the brief summary

of the study can be given at its last phase.

Initially, the basic needs of instructors in both contexts were specified as students’
motivation. Thereafter, the second essential need, teaching integrated skills at state
universities, was detected, whereas using technology in language classes was the second
pivotal figure at foundation universities. In addition, foundation universities attained higher

success at increasing students’ motivation, conducting research and preparing materials.

As to their opinions about CPD process in their institutions, state universities stayed behind
the foundation universities. This was explained through collegiality and the effectiveness
of these events. Due to the assistance of the directors to the instructors about guidance and

reflectivity like mentoring or observations, they had more positive opinion towards it.

All of the instructors at universities released that CPD was mostly to increase students’
success in lessons. This was also supported by directors. Thus, they reported to need

practical materials to be adapted quickly to the lessons.

About expectations, though foundation universities made apparent that their prospects
overlapped with the teacher trainers or the directors, state universities indicated a
contradictory result. In other words, although these instructors consulted to the teacher

trainers with a few demands, they could not find a common ground to heal them. Still,
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despite positive manner of instructors at foundation universities, when teacher trainers’
opinions were also regarded, it became explicit that they could not recognize the

instructors with their needs indeed.

Another remarkable element was again related to the needs. It was clarified on condition
that the needs of instructors at state universities matched with the programme thoroughly,

then they would be more motivated to take part in these events.

When the evaluation of these trainings was taken into account, no real follow-ups were
detected to be used by teacher trainers. Moreover, in spite of the sympathy of teacher
trainers and directors, only one real evaluation system was found to be active at
universities. They mostly conducted it with traditional instruments, such as questionnaires

or feedback.

The profiles of the instructors also displayed that state universities did not pay as much
attention as the foundation universities to employing experienced academic staff.
Similarly, the teacher trainers at foundation universities were found to have longer years of
teaching experience than state universities. Furthermore, they kept up with the changes in
teacher education, such as showing awareness to creativity in teaching or utilizing state of
art techniques in language education. Yet, teacher trainers at state universities regarded

motivation and group works best, which were stated among the stereotypes.

CPD activities were run more frequently and functionally at foundation universities. Some
instructors were even noted to have complained about their intervals and schedule. This
was because they were carried out compulsorily. Nevertheless, state universities were not
strict about it to that extent. Furthermore, the teacher trainers at state universities cannot

perform abundant CPD activities due to lack of time.

Regarding the numbers and frequency of activities and depending on teacher trainers’
views as well, state universities were reflected to be getting worse, while foundation
universities were getting better. The basic motive lying under that fact from director’s side
was gaining no academic or financial profit of the instructors after trainings or this was due

to their overconfidence.

Foundation universities did not necessitate external assistance as much as state universities
which were more predisposed to get external help. Nonetheless, both contexts preferred to

administer those activities on their own, which was the priority of most instructors.
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The directors stated their complacency to INSETs at schools to a large extent. They also
believed that instructors would proceed a lot at CPD. Moreover, directors at state
universities indicated their support via giving off-days for instructors to keep on their
academic studies. However, the biggest problem they encountered was the lack of financial
support from the Council of Higher Education. From their sides, this was even evident in
unsettled evaluation system at universities. Hence, they relied on teacher trainers to
compensate for this failure and consequently to raise students’ level of achievements. The
reason was that they would be able to learn the immediate needs of the instructors in a
friendly atmosphere much better than anyone else. In line with this purpose, they placed
emphasis on selecting the teacher trainers out of all instructors. Accordingly; the directors
at state universities chose teacher trainers on the basis of their experience. On the contrary,

educational background was the utmost feature at foundation universities.

As to the effective aspects of CPD by the instructors, sharing experience was ranked as the

first. Besides that, they opposed to label any training as ‘not useful’ in the main.

Another fundamental point was the degrees of the instructors. At state universities, they
held higher academic degrees than the foundation owing to two reasons. Firstly, the
directors at two state universities could show more positive manner to instructors’ self-
actualization in academic life. Another was the workload at foundation universities and the

schedule of instructors’ to maintain their studies.

On the way to enhance CPD system at universities, some suggestions might be offered in

the following section under the name of implications.

6.1. Implications for English Language Instructors’ Continuing Professional

Development

In this part of the thesis, the implications of CPD for all stakeholders of the study will be

presented.

Firstly, upon carrying out needs analysis on instructors, teacher trainers should define and
organize expressed needs well. Another substantial investigation would be their
knowledge. Their knowledge of self, students, school, principals, methodology and testing

should be revealed too.

The teacher trainers are also supposed to discover any probable perceived needs of the

instructors as well as expressed needs. This is because sometimes the instructors might not
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be so knowledgeable about their own needs or it may have changed within years.
Additionally, they should be evaluated according to their needs. For this reason, teacher

trainers are to be good supervisors, too.

In parallel, the teacher trainers should narrow down short and long term goals and the
contents of the programme in the light of an outline. Still, four basic skills, pedagogical
knowledge, professional and academic tasks should always be dealt as the backbone of the
study. In addition, they can prioritize the collegiality, reflectivity and sharing experience
among instructors so as to reach independency. As the result of the study has described the
neglect of state universities in regarding needs and collegiality for instructors to gain

autonomy, this should attach more importance to the teacher trainers at state universities.

Moreover, the number of the activities should reach an exact number per year so that the
teacher trainers could fix the hours of the trainings and prepare adequate events for the
instructors. They have also declared that the time management problem arises due to the
modular system at some of the universities, and modification of it can offer new occasions

for teacher trainers to arrange meetings.

The other suggestion may be the post activities following the performances in that the
teacher trainers may not get enough feedback from instructors and it can block the ways of
improving themselves upon watching their failures. Likewise, they are supposed to
consider instructors’ feedback and reports about the presentation so that they could
coordinate much better and complete the assessment process before conducting the

evaluation.

As to the guidance to instructors, observations, mentoring, course records should be

systematized. They can also be in the form of workshops or seminars.

Furthermore, the existence of both experienced and less experienced staff might create a
problem to shape CPD programmes. In that case, two different topics may be offered to the
population, and they can be grouped into two classes. In this way, they could be classified
according to their different kinds of problems encountered in the phases of teaching

performance.

As another result has been about the inconsistent comments of teacher trainers with regard
to the external help, the best suggestion for teacher trainers and external teacher trainers

will be to introduce academic staff and inform them about profile of the school, mention
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the needs and expectations besides attitudes of instructors beforehand. Last to mention,

they should include more creative and thought-provoking themes in their contents.

As to the directors, they should have major criteria about the decision-makers of the
programme. They need to give place to instructors’ opinions during this process, too.
Furthermore, it has been recorded that depending on their Alma meter, the instructors have
been employed to these institutions. Still, the directors are supposed to give chance to other
university graduates to break this fallacy. In addition, more ELT graduate instructors

should be recruited so as to advance the quality of CPD activities.

As obligatory attendance to the events has been popular among universities, the motivation
level of instructors has decreased notably at foundation universities. That is why, the
trainings should be voluntary-based for instructors and they could decide what events to
take part in heartedly. This should be achieved through an appraisal system as at
foundation universities. Provided that any problem about the schedule appears as a

challenge, then they could adopt e-INSETs as a form of ICT.

In order to raise CPD achievement, the directors should also provide extra time and an
office separated only for PDU members to work in. In other words, the directors should
give more opportunities for the teacher trainers to improve teacher education facilities at

school.

6.2. Implications for Further Research

In regard to the results, a further study can be operated at the same universities after three
to five years in order to record the changes at schools with the help of this model.
Additionally, having applied the model at universities a year later, the instructors can be
monitored so as to understand to what extent they could proceed in 2019-2020 academic

year.

This study can also be beneficial to the schools or universities which are on the way to
establish PDU. They can learn the basic difficulties of each stakeholder, and show respect

to them.
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Appendix 1. Consent Form

Your signature below indicates that you have decided to volunteer as a research participant
for this doctorate dissertation and that you have read and understood this form. Your

information will not be shared by anyone, but just for the aim of this research.

Date:

Participant’s Name:

Participant’s Signature:

Investigator’s Name: Zilal AYAR

225



Appendix 2. Questionnaire for Instructors
Dear Participant,

I greatly appreciate your valuable time and efforts that you will spend in filling out this
questionnaire. This survey is mainly focusing on Continuing Professional Development
(CPD) of EFL instructors at Turkish universities. We are anticipating having your accurate

answers that will enable us to reach accurate results.

Please note that all the information included in this survey is confidential and only used in

the scientific purposes of the research.
Thank you for your sincere cooperation

Zilal AYAR

Questionnaire for Instructors:

PART 1

Age:

()23 to 30 years ( )31 to 40 years ()41 to 50 years
()51 to 60 years ( ) more than 60 years

Gender:

( ) Female ( ) Male

Years of teaching experience:

( ) newly graduate ( ) Ito5 years () 61to 10 years

() 11 to 20 years ( )21 to 30 years ( ) more than 31 years
Major:

( ) English Language Teaching ( ) American Culture and Literature

( ) English Linguistics ( ) English Translation and Interpretation
( ) English Language and Literature () Other (please specity)
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Educational background:

( ) Bachelor’s Degree ( ) Master’s Degree ( ) Doctor of Philosophy
() Others

PART 2

(QUESTIONS ABOUT PROFESSIONAL DEVELOPMENT PROCESS)

Please select any relevant options below

1. How often do you have Professional Development courses at your school?
once a month once a term once every six months

once an educational year other (please specify)

2. When are these trainings held in your institution?
at the weekends at office hours

in overtime periods other (please specify)

3. Who provides training for you in your institution?
teacher trainers at school other instructors

external teacher trainers other (please specify)

4. Is attendance to these teacher training programmes voluntary or compulsory?

Voluntary Compulsory

5. If you attend voluntarily, what are your reasons to take part in the activity

according to priority (1 refers to the most significant item)?

__the topics are matched best with your needs it is correlated with your interests
you need a learning environment where all instructors learn something new from
one another

it is part of your professional development other (please specify)
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6. If you attend compulsorily, what are the base distractors for you not to take

part in CPD?

_ time T have already known all of the things they mention
I cannot earn money _____itis not correlated with my needs

___T'have no alternatives __ the directors do not support it

_____ other (please specify)

7. Who determines the content of the programme?
director vice-director trainer

coordinator instructor other (please specify)

8. How do you inform your needs to teacher trainers?

in meetings via personal messages other (please specify)

9. What kind of practices do you apply with your colleagues to advance your

professional learning?
peer observation study groups mentoring

sharing experiences team teaching other (please specify)

10. Do you think that those teacher trainings motivate you to hold further

academic degrees, such as MA, PhD?

___ Definitely true  Mostly true  Notsure __ Mostly false  Definitely false

11. Do you believe in the significance of these trainings for new opportunities in

ELT?

___ Definitely true  Mostly true  Notsure __ Mostly false  Definitely false

12. Do you think that your institution takes your feedback in professional

assessment?
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___ Definitely true  Mostly true  Notsure __ Mostly false  Definitely false

13. Do you have a supportive learning atmosphere among colleagues at school?

___Definitely true _ Mostly true ~_ Notsure __ Mostly false  Definitely false

(QUESTIONS ABOUT THE CONTENT OF THE PROGRAMME)

14. Do the contents of the programme match with your immediate professional

needs or needs in general?

_ Definitely true  Mostly true  Notsure  Mostly false  Definitely false

15. What are tasks you have been presented by teacher trainers or programme

developers?

___ about time management __ teaching four basic skills  using technology
__ research __ teaching students at different proficiency
___ classroom management skills  giving feedback/ dealing with errors
_____teaching vocabulary ___ teaching grammar __ teaching pronunciation
__ strategies for evaluation and assessment ___ other (please specify)

16. In your opinion, what are your professional needs?
conducting research using technology increasing students’ motivation

preparing materials teaching integrated skills other (please specify)

17. What Kkind of opportunities is presented to you in line with your needs,

expectations?
___seminars __trainings in your institution other locations — in Turkey or on

abroad-
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(QUESTIONS ABOUT THE PREFERENCES OF TEACHERS)

18. What makes you think that you need CPD programmes?
improving your teaching skill gaining awareness about being autonomous
learning other teachers’ common problems and finding a way out

widening your horizon other (please specify)

19. What’s your expectation from courses? (the things you aim to gain at the end

of the training)
_____solving personal problems on yourown _ investing in your future career
__ getting the significance of self-improvement
____the difficulties teachers face and the solutions
__ learning basic information about CPD without holding any academic degree
(master, PhD)

other (please specify)

20. How do you apply the new knowledge skills you gained from the programme

into your classes?
applying common teaching principles research

suitable assessment practices other (please specify)

21. How do they contribute to your teaching experience in higher education?
improvement of in-class practice reflections on their own way of teaching
learning more about students’ needs, preferences, learning styles

other (please specify)

22. What is the most impressive side of the programme that you felt improved

thereafter?

__sharing experiences __learning more about your teaching style  other (....)
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23. What could you suggest for CPD programmes to be much better and effective?
_____providing integration of ideas among colleagues
_____ helping me enhance my teaching skills
_____ gaining me awareness of changed approaches in ELT
___making me have autonomy
____ helping me see the theoretical background of teaching practices
_____being adoptable into teaching performance
_____making me change my beliefs and teaching style
____motivating me to seek for other professional trainings
____ offering creativity for new teaching practices
____ helping me see what technologic enhancement means
____handling recent issues about language teaching
_ creating a learning environment among colleagues
_____ other (please specify)

PART 3

1. According to you, CPD means (please choose any one(s) of the following)
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Osu bscription to an ELT journal Implementing new teaching methodsin class
8 Attending seminars on ELT Being able to motivate oneself/ gain

Holding academic degrees autonomy

D Being knowledgeable about how to use D Learning the ways of using technology in class
instructional technology D Dealing with students’ needs and being able
Reading and following ELT resource boks to redesign the lesson
The exchange of ideas with colleagues (] Theco mpetence of evaluating the

[:] Carrying out action research effectiveness of one’s teaching

) Recording class performance to examine later
(] other:

2. Which of the organizations arrange CPD to you?

Your institution

British Council

English Language Education Association (INGED, IATEFL, TESOL)

International Publishing Houses

OO0 0 0d

Other:
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Appendix 3. Questionnaire for Teacher Trainers
Dear Participant,

I greatly appreciate your valuable time and efforts that you will spend in filling out this
questionnaire. This survey is mainly focusing on Continuing Professional Development
(CPD) of EFL instructors at Turkish universities. We are anticipating having your accurate

answers that will enable us to reach accurate results.

Please note that all the information included in this survey is confidential and only used in

the scientific purposes of the research.
Thank you for your sincere cooperation
Ziillal AYAR

Questionnaire for Teacher Trainers:

PART 1

Age:

()23 to 30 years ()31 to 40 years ()41 to 50 years
()51 to 60 years () more than 60 years

Years of teaching experience:

( ) newly graduate () 1to5 years () 61to 10 years

() 11 to 20 years ()21 to 30 years () more than 31 years
Major:

( ) English Language Teaching ( ) American Culture and Literature

( ) English Linguistics ( ) English Translation and Interpretation

( ) English Language and Literature () Other (please specify)
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Educational background:

( ) Bachelor’s Degree ( ) Master’s Degree ( ) Doctor of Philosophy
() Others

Professional Qualifications:

( ) CELTA (Certificate in Teaching English to Speakers of Other Languages)

( ) DELTA (Diploma in Teaching English to Speakers of Other Languages)

( ) DOTE (Diploma for Overseas Teachers of English)

( ) COTE (Certificate for Overseas Teachers of English)

( ) DTEFLA (Diploma in the Teaching of English as a Foreign Language to Adults)
() Other (please specify)

PART 2

(QUESTIONS ABOUT CONTINUING PROFESSIONAL DEVELOPMENT
PROCESS)

Please select any relevant options below

1. How long have you been qualified as a teacher trainer in your institution?
1 to 5 years 6 to 10 years 11 to 15 years

16 to 20 years 21 years or more

2. How do you decide on the content of the programme?
via needs analysis with personal contact

upon demands of instructors, director’s decision Other (please specify)

3. Are your professional development trainings voluntary or compulsory to attend?

voluntary compulsory
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How long do the programmes last?
up to 30 minutes up to 45 minutes up to 60 minutes

up to 90 minutes up to 120 minutes more (please specify)

How often could you organize these trainings?
once a month once a term once every six months

once an educational year other (please specify)

How could you determine their changes?

with an evaluation system other (please specify)

How do you obtain academic assistance for your own professional attainment?
by attending workshops or seminars regularly with study groups

peer mentoring other (please specify)

How do you get opportunities for your own professional attainment?
by attending workshops or seminars regularly with study groups

peer mentoring in-service training other (please specify)

How often could you contact with ELT professional development centres or

courses?
once a month once a term once every six months
once an educational year other (please specify)

10. Do you keep track of any specific programme to cover into your courses?

__ Definitely true  Mostly true = Notsure  Mostly false  Definitely false
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11. Do you centre on teachers’ professional needs and conduct needs analysis before

the programme?

__ Definitely true  Mostly true =~ Notsure  Mostly false  Definitely false

12. Does your director provide a budget for CPD to you?

___ Definitely true  Mostly true  Notsure __ Mostly false  Definitely false

13. Does your director provide support for CPD to you?

_ Definitely true  Mostly true  Notsure  Mostly false  Definitely false

14. Does your director provide extra time for CPD to you?

___Definitely true  Mostly true _ Notsure _ Mostly false  Definitely false

15. Do you develop any programmes for the director?

__ Definitely true  Mostly true =~ Notsure  Mostly false  Definitely false

(QUESTIONS ABOUT THE CONTENT OF THE PROGRAMME)

16. Do your courses cover teaching and learning theories, approaches?

___Definitely true _ Mostly true ~_ Notsure __ Mostly false  Definitely false

17. What are the opportunities you presented to instructors via these
programmes?
___conducting research ____using games ___preparing materials

__increasing students’ motivation __ teaching integrated skills _ other (please

specify)
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(QUESTIONS ABOUT PREFERENCES OF TEACHER TRAINERS)

18. In your opinion, what are the teachers’ immediate needs according to priority

of the importance (1 refers to the most significant item)?

____ time management _ teaching four basic skills ~_ using technology
_research _ teaching students at different proficiency
____ classroom management skills _____ teaching vocabulary
_giving feedback/ dealing with errors ~ teaching grammar
_____teaching pronunciation _ strategies for evaluation & assessment
____ other (please specify)

19. What are your suggestions to improve CPD in your institution?

_____providing integration of ideas among colleagues

___ helping them to see the theoretical background of teaching practices
_____motivating them to seek for their own professional trainings

____ offering creativity

_____handling recent issues about language teaching

__ creating a learning environment among colleagues

other (please specify)
20. Do you believe that these programmes increase continuing professional

development and make changes on teachers?

___ Definitely true  Mostly true  Notsure __ Mostly false  Definitely false
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PART 3

1. Please choose any one (s) of the following relevant reasons for the programmes in

your school.

____Request from the director

___Request from instructors

____General academic policy to follow

____Increasing students’ achievement levels

__ The number of novice teachers

____ The promotion of other teacher training programmes, such as INGED, TESOL

Other:

2. Please tick the item(s) you include as the content of your programme.
____ Teaching four basic skills

____Using technology

____Research

_ Teaching students at different proficiency
___ Classroom management skills

__ Teaching grammar

____Teaching pronunciation

_ Strategies for evaluation and assessment
____ Giving feedback/dealing with error

___ Teaching vocabulary

____ Other (please specify):
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3. Please tick the ways of your CPD programme evaluation feedback below.
___interviews,

_____questionnaires,

___feedback from teachers,

____peer observations,

___taking part in the lesson with teachers

trainer observation

239



__ feedback gained from master, PhD studies =~ Other (please specify):

4. Please choose any one (s) of the following relevant reasons that teachers might not

be willing to take part in CPD courses according to your perception.

____They feel they are qualified enough not to participate any trainings

____ They believe gaining experience in years can make them professional

____ They do not want to hear any theoretical information to adopt into their class

____They do not gain any benefit for their academic status

___ They cannot earn extra money when they attend these programmes

___ They cannot obtain exact knowledge about what to do or how to behave in particular
teaching situations, but only new perspectives to broaden their horizon

____They do not want to invest time for these extracurricular activities

___ They may not relate their needs with the content of the programmeme

____ They would rather self-professional development strategies than come and listen to the
trainers

____They might not find teacher trainers competent enough in their field

5. Please choose any of the relevant reasons below what professional development

could mean for the teachers in your institution.

D Subscription to an ELT journal Implementing new teaching methodsin class
8 Attending seminars on ELT H Being able to motivate oneself/ gain
Holding academic degrees autonomy
D Being knowledgeable about how to use U Learning the ways of using technology in class
instructional technology D Dealing with students’ needs and being able
B Reading and following ELT resource boks to redesignthe lesson
The exchange of ideas with colleagues (] the competence of evaluatingthe
[:] Carrying out action research effectiveness of one’steaching

(] Recording class performance to examine later
(] other:
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Appendix 4. Questionnaires for Directors in Turkish
Sayin Hocam;

Bu anketin amaci, Tiirk 6zel ve devlet iiniversitelerinde c¢alisan Ingilizce ogretim
gorevlilerinin mesleki gelisimi lizerine yazilmakta olan doktora tezi i¢in veri toplamaktir.
Bu formda kisisel herhangi bir bilgi talep edilmemekte olup elde edilen veriler yalnizca
akademik arastirma amaci ile kullanilacaktir. Veri toplama siirecinin etkin olmasi i¢in tiim

sorulara objektif ve icten yanitlar vermeniz ve katiliminiz i¢in tesekkiir ederim.
Zilal AYAR

1. Boliim

Yas:

()23-30 ( )31-40 ( )41-50 ()51-60 ()60 istii

Ogretim Tecriibesi:

()1-5yil ()6-10yil  ()11-20yil  ()21-30yll ()31 yil ve iizeri

Anadal:

() Ingilizce Ogretmenligi ( ) Amerikan Kiiltiirii ve Edebiyati
() Ingiliz Dilbilimi () Ingilizce Miitercim-Terciimanlik
() Ingiliz Dili ve Edebiyat1 () Diger (liitfen belirtiniz)

Egitim Bilgileri:

( ) Lisans ( ) Yiksek Lisans ( ) Doktora () Diger (liitfen belirtiniz)
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2. Boliim (Mesleki Gelisim Siireci ile ilgili Sorular)

Liitfen asagida bulunan uygun siklar se¢iniz.

1. Kurumunuzda gorev yapmakta olan ka¢ adet Ingilizce 6gretim gorevlilerinin
bulunmaktadir?

10-50  51-100 101-150 151-200 201-250 251 ve lizeri
2. Okulunuzda mesleki gelisim birimi yer almakta midir?

Evet Hayir
3. Okulda Ingilizce 6gretim gorevlilerinin kendini gelistirmesi icin ne gibi

olanaklar sunmaktasimz?
mesleki gelisim baglaminda akademik destek  mesleki gelisim i¢in ek zaman

mesleki gelisim programmelari mentorliik farkli motivasyon

yontemleri (liitfen belirtiniz)

4. Mesleki gelisim programmelarinin icerigi kim ya da Kkimler tarafindan
olusturulmaktadir?
_ siz ___egitmenler _ tiim Ingilizce 6gretim goérevlilerinin
_____var olan bir programmein takibiyle  kitabevi e8itim goniillileri  diger
(litfen belirtiniz)
5. ingilizce 6gretim gorevlilerinin akademik cahsmalarda ki mesleki gelisimi

hakkinda nasil bilgi sahibi olmaktasiniz?
egiticilerin yardimiyla okuldaki degerlendirme 6lgiit/sistemiyle

diger (liitfen belirtiniz)
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6. Mesleki  gelisimi  siirdiirmek icin  Ingilizce o6gretim gorevlilerinin

ihtiyaclarindan nasil haberdar olursunuz?

ihtiyac analiziyle egiticilerin onlarla olan diyalogu ve yansimalari
neticesinde

toplantilarla diger (lttfen belirtiniz)
7. Mesleki gelisim programmelar Ingilizce 6gretim gorevlilerinin icin zorunlu

mudur yoksa goniilliiliik esasina mi dayahdir?

goniilliiliik esas alinir zorunludur
8. Mesleki gelisim programmelar: ne kadar siirmektedir?
30 dakika kadar 45 dakika kadar 60 dakika kadar
90 dakika kadar 120 dakika kadar daha ¢ok (liitfen belirtiniz)
9. Ne siklikta mesleki gelisim programmelarim diizenlemektesiniz?
ayda bir dénemde bir alt1 ayda bir
yilda bir diger (liitfen belirtiniz)

10. Egiticilerin mesleki gelisimini devam ettirebilmesi icin ne tiir bir akademik

yardim sunmaktasiniz?
egiticileri kursa gonderme gerekli oldugunda baska sehre gonderme

diger (liitfen belirtiniz)

11. Egiticilerin mesleki gelisimi i¢cin ne tiir olanaklar sunmaktasimiz?
egiticileri kursa gonderme gerekli oldugunda baska sehre gonderme

diger (liitfen belirtiniz)
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12. Okuldaki mesleki gelisim programmelarina biit¢ce ayirir misimz?

Kesinlikle Cogunlukla Kararsizim Cok degil Hig
13. Okuldaki mesleki gelisim programmelarima destek (ek zaman) vermekte
misiniz?

Kesinlikle Cogunlukla Kararsizim Cok degil Hig
14. Mesleki gelisim programmer dogrultusunda Ingilizce 6gretim gorevlilerinin

gelisimi okula 6zgii bir sistemle ve 6zel bir uygulamayla m takip edilmektedir?

Kesinlikle Cogunlukla Kararsizim Cok degil Hig

(Okul Yoneticilerinin Kisisel Tercihiyle ilgili Sorular)

15. Mesleki gelisim programmelarinin  6gretmenlerin ihtiyaclarina gore

yiiriitiilmesi gerektigine inaniyor musunuz?

Kesinlikle Cogunlukla Kararsizim Cok degil Hig
16. Okulunuzda 1limh bir 6gretim havasi var midir?
Kesinlikle Cogunlukla Kararsizim Cok degil Hig
17. Egiticileriniz tarafindan gelistirilip uygulanan programmelar hakkinda ne
diisiinityorsunuz?

tasarlanma siirecinden haberdarim
bu egitimlerden birisine dnceden katildim

ogretmenlerin bakis agilarina ve diisiincelerine yer veriliyor

18.  Ogretmen ve egiticilere hangi kistasa dayanarak yetki verdiginizi liitfen 6nem

sirasina gore belirtir misiniz? (en ¢cok 6nem arz eden 1 puandan S puan arahigina
Kkadar siralanmahdir)

deneyim ana bilim dali egitim bilgileri
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sertifikalar okulda ona kars1 olan genel tutum diger (lutfen belirtiniz)

19. Kurumunuzda mesleki gelisim egitimlerini ilerletmek adina sunacagimz

oneriler nelerdir?
_ Ogretim elemanlar1 arasinda fikir birligi saglama
__ Ogretim uygulamalarinda 6gretmene teorik bilgi sunma
_ kendi mesleki gelisimlerini kendilerinin saglamasi i¢in motive etme
_____yaraticiliklarini ortaya ¢ikarmada yardimci olma
_ dil 6gretimi konusundaki giincel bilgileri ele alma
___ Ogretmenler arasinda bir 6grenim havasi olusturma
_ List yonetimini siirecin i¢ine almak i¢in paylasim toplantilar1 yapma

diger (liitfen belirtiniz)

3. Boliim (mesleki gelisim programmelari)

1. Mesleki gelisim programmelarinin okulunuzdaki uygulanma nedenlerini liitfen

isaretleyiniz (birden fazla secim yapabilirsiniz)

___ sizin Onerileriniz sonucu

___ Ingilizce 6gretim gorevlilerinin istegi iizerine

_takip edilen akademik prosediir geregi

___Ogrencilerin basar1 seviyesini arttirmak i¢in

__deneyimsiz 6gretmen sayisinin ¢goklugu

__ INGED, TESOL gibi diger akademik organizasyonlarin destegi

_diger (liitfen belirtiniz)
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2. Gelisim programmelarinin degerlendirilmesi hangi geri doniit araclarina gore

yapilmaktadir?

_ goriigsmeler,

___anketler,

____Ogretmen ve egiticilerden doniitler,
___ akran gozlemi,

__derslere 6gretmenlerle beraber katilim
___yiiksek lisans-doktora verileri

____diger (liitfen belirtiniz)

3. Okulunuzdaki mesleki gelisim programmelari icin hangi kurumlara ev sahipligi

yapmaktasimz?

___ Ingiliz dili egitim dernekleri (INGED, IATEFL, TESOL)
___ British Council (ingiliz Egitim Merkezi)

___uluslararasi yay evleri

___kendi kurumumuz/iiniversitemiz

____diger uiniversiteler

____diger (liitfen belirtiniz)

4. Asagida verilen seceneklerden hangisi Ingilizce 6gretim gorevlilerinin gelisim

programmelarina katilmamalarina neden olarak gosterilebilir?

____Higbir egitime katilmayacak kadar kendilerini yeterli hissetmeleri

____Yillar i¢inde kazanilan tecriibenin onlar1 profesyonellestirecegine inanmalar1
____ Smifta uygulamak i¢in herhangi bir teorik bilgiyi dinlemek istememeleri
_ Akademik statiileri i¢in hi¢bir yarar elde edememeleri

__ Programmelara katildiklarinda hi¢ para kazanamamalar1
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____ Egitimleri boyunca 6zel durumlarda neyi nasil 6gretecekleri hakkinda net bir bilgi

alamamalari, sadece bakis acilarini genigletmeleri
__ Ders dis1 aktivitelere fazladan zaman ayirmak istememeleri
_ Sunulan programmela kendi ihtiyaglarini tam bagdastiramamalari

_ Programmea katilip egiticiyi dinlemektense kendi gelisim yollarini kendilerinin

bulmak istemesi

___Egiticiyi alaninda yeterli gormemeleri

5. Okulunuzdaki Ingilizce 6gretim gorevlilerinin mesleki gelisimi icin uygun

secenekleri liitfen isaretleyiniz

___ Ingilizce 6gretimi ile alakal1 yayinlara iiyelik
____Sinifta yeni metodlar1 uygulama

_ Ingiliz dili 6gretimi seminerlerine katilim

___ Ogzerklik kazanma ve kendini motive edebilme

_ Akademik derece elde etme

__Sinif i¢i teknoloji kullanimina hakimiyet
___Egitim teknolojisinin kullanim1 hakkinda bilgilenme
___Ogrenci ihtiyaglarma gore dersi sekillendirebilme
___ Ingilizce 6gretim kaynaklarimni takip edebilme

____ Birinin 6gretiminin etkinligini degerlendirebilme
____ Diger 6gretim gorevlilerinin fikir aligverisinde bulunma
_ Eylem arastirmas1 yapma

____Sonradan degerlendirmek iizere sinif i¢i performansi kayit altina alma
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Appendix 5. Questionnaire for Directors
Dear Participant,

I greatly appreciate your valuable time and efforts that you will spend in filling out this
questionnaire. This survey is mainly focusing on Continuing Professional Development
(CPD) of EFL instructors at Turkish universities. We are anticipating having your accurate

answers that will enable us to reach accurate results.

Please note that all the information included in this survey is confidential and only used in

the scientific purposes of the research.
Thank you for your sincere cooperation
Ziillal AYAR

Questionnaire for Directors:

PART 1

Age:

()23 to 30 years ()31 to 40 years ()41 to 50 years
()51 to 60 years () more than 60 years

Years of teaching experience:

() Ito5 years ( ) 6to 10 years () 11 to 20 years

()21 to 30 years ( ) more than 31 years

Major:

( ) English Language Teaching () American Culture and Literature

( ) English Linguistics ( ) English Translation and Interpretation
( ) English Language and Literature () Other (please specify)

Educational background:

( ) Bachelor’s Degree ( ) Master’s Degree ( ) Doctor of Philosophy () Others
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PART 2

(QUESTIONS ABOUT PROFESSIONAL DEVELOPMENT PROCESS)

Please select any relevant options below

1. What is the number of English language teachers in your institution?

~_10to50  S51to 100 101 to 150 151t0200 201 to 250 251 or more

2. Do you have a professional development unit at school?

Yes No

3. What are the ways of professional development opportunities to your English

language teachers at school?
academic support through CPD extra time for CPD

CPD programmes other ways of motivation (please specify)

4. Who are the decision makers of the content of the CPD programme?
you teacher trainers teachers all together

only by adapting an already running programme other (please specify)
5. How do you inquire about English language teachers’ continuing development in

academic studies?

with the help of teacher trainers with an evaluation system in your institution
other (please specify)
6. How could you be informed about teachers’ needs to sustain their professional
development?
via needs analysis teacher trainers’ contact with teachers and their reflections
in meetings other (please specify)

7. Are your professional development programmes voluntary or compulsory for

English language teachers to attend?

voluntary compulsory

8. How long do the CPD programmes last?
up to 30 minutes up to 45 minutes up to 60 minutes

up to 90 minutes more (please specify)

9. How often could you organize these trainings?
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once a month once a term once every six months

once an educational year other (please specify)

10. How do you obtain academic assistance for your trainers’ professional attainment?

sending them other courses if necessary sending to other cities
other (please specify)

11. How do you provide opportunities for your trainers’ professional attainment?

sending them other courses if necessary sending to other cities
other (please specify)

12. Could you fund professional development activities at your school?

Definitely true ~ Mostly true  Not sure Mostly false Definitely false
13. Could you provide support (extra time) for professional development activities at

your school?

Definitely true  Mostly true  Not sure Mostly false Definitely false
14. Do you have a specific format or school based system to evaluate teachers’ progress

in the light of these courses?
Definitely true  Mostly true  Not sure Mostly false Definitely false

(QUESTIONS ABOUT THE PREFERENCES OF DIRECTORS)

15. Do you believe that professional development practices are to be fulfilled according

to teachers’ needs?

Definitely true  Mostly true  Not sure Mostly false Definitely false

16. Do you think that your school represents a warm learning atmosphere for all
teachers?

Definitely true ~ Mostly true  Not sure Mostly false Definitely false

17. What do you think about the programmes developed and carried out by teacher

trainers?
you know the procedures of how they design it
you have already attended one of the trainings

they pay attention to teachers’ reflections, and your view
18. How do you delegate the duties of teachers and teacher trainers according to

importance (from 1 to 5)?
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the experience their major educational background

their certificate general view towards them at school other (please specify)

19. What are your suggestions to improve CPD in your institution?
_____providing integration of ideas among colleagues
___ helping teachers to see the theoretical background of teaching practices
_____motivating teachers to seek for their own professional trainings
____ offering creativity
____handling recent issues about language teaching
___ creating a learning environment among colleagues
____ other (please specify)

PART 3 (professional development programmemes-seminars)

1. Please put a tick any relevant reasons you conduct these programmes at your school

(you can choose more than one)
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____Request from you

___Request from instructors

___General academic policy to follow

___Increasing students’ achievement levels

__ The number of novice teachers

____ The promotion of other teacher training programmes, such as INGED, TESOL

____ Other (please specify)

2. Please tick the ways of your CPD programme evaluation feedback below.
____interviews,

____questionnaires,

___feedback from teachers and teacher trainers,

____peer observations,

___taking part in the lesson with teachers

___ other (please specity)

3. How do you conduct CPD in your school?

D Your institution
British Council
B English Language Education Association [INGED, IATEFL, TESOL)

International Publishing Houses
B Other:

4. Please choose any one (s) of the following relevant probable reasons that teachers might

not be willing to take part in CPD programmes according to your perception.
___ They feel they are qualified enough not to participate any trainings

____ They believe gaining experience in years can make them professional

____ They do not want to hear any theoretical information to adopt into their class

____They do not gain any benefit for their academic status
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____ They cannot earn extra money when they attend these programmes

___ They cannot obtain exact knowledge about what to do or how to behave in particular

teaching situations, but only new perspectives to broaden their horizon

They do not want to invest time for these extracurricular activities

___ They may not relate their needs with the content of the programmeme

____ They would rather self-professional development strategies than come and listen to the

trainers

____They might not find teacher trainers competent enough in their field

5. Please choose any one(s) of the relevant reason for teachers’ professional development

in your school.

O Subscription to an ELT journal

8 Attendingseminars on ELT
Holding academic degrees

((] Being knowledgeable about how to use
instructional technology

B Reading and following ELT resource boks
The exchange of ideas with colleagues

(] carrying out action research

D Recording class performance to examine later

]

Implementing new teaching methodsin class
Being able to motivate oneself/ gain
autonomy

[ Learning the ways of usingtechnology in class
() Dealing with students’ needs and being able

to redesign the lesson

(] The competence of evaluating the

effectiveness of one’steaching

D Other:

253



Appendix 6. Interview Questions for Instructors

wok wN

10.
11.

12.
13.
14.
15.
16.
17.

18.

19.

20.
21.

22.

What is the meaning of continuing professional development to you?

Do you have any experiences about professional development programmes?

What is it like attending these programmes?

What is your general impression of INSETs in your institution?

Do you think that your school supports adequate in-service trainings as learning
opportunities?

What is the continuity between INSET sessions?

Could you exemplify how you reflect what you learned from trainings to your
teaching performance?

In what ways are they priceless or worthless when considered for your actual
teaching?

What changes have you observed in your teaching since trainings started at school?
How has teacher training unit changed since your first arrival at school?

What would you do differently if you were the teacher trainer of these
programmes?

What are the points that you feel the need of improvement in INSETS at school?
What does the school expect you to do about professional development?

Do the expectations of you and the school match with each other?

Are your expectations met after participating in courses?

How are the objectives of trainings identified? Who takes this decision?

How soon is the programme organized when you notice that you need professional
development course? (If not, what do you do to close your gap?)

Are training sessions supply active involvement, team learning and other collective
works?

What sort of professional development activities or practices work best for you in
programme?

What is the biggest complain you have about INSETs in your school?

What are the facilities and resources of school to give the best learning
opportunities to you?

How should the school advance CPD quality?
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Appendix 7. Interview Questions for Teacher Trainers

A

10.

11.
12.

13.
14.

15.

16.

17.
18.

19.

20.

21.

What is your educational background as a teacher trainer?

How long did you teach prior to your training career?

What is the meaning of continuing professional development to you?

What is your general impression of INSETs in your institution?

How has teacher training unit changed since your first arrival at school?

Do you think that your school supports adequate in-service trainings as learning
opportunities to teachers?

How do you plan INSETs at school?

Who are you planning the contents of the programme with?

What elements do you regard while preparing objectives of the trainings for your
teachers?

In what ways do you think that those programmes at your school meet the overall
expectations of INSETs?

What do you like most about your programmes at school?

What sort of professional development activities or practices work best for your
teachers?

What is the biggest complain you receive from teachers about INSETs?

What are the facilities and resources of your school to give the best learning
opportunities to the teachers?

Are your training sessions supply active involvement, team learning and other
collective works for teachers?

How soon can you organize a programme when they demand professional
development course?

What is the continuity between INSET sessions?

What do you evaluate about INSETs? (their satisfaction, outcomes, learning,
students’ success,...)

How do you assess successful and unsuccessful effects of the programme on
teachers?

How can you be informed about whether their expectations are met or not after the
course?

How should the school advance CPD quality?
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Appendix 8. Interview Questions for Directors
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11.
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13.

14.

15.

What is the meaning of continuing professional development to you?

What is your general impression of INSETs in your institution?

How do you encourage your staff to improve themselves?

How has teacher training unit changed since your first arrival at school?

Do you think that your school supports adequate in-service trainings as learning
opportunities to teachers?

How do you plan INSETs at school?

What elements do you regard while preparing objectives of the trainings for your
teachers?

In what ways do you think that those programmes at your school meet the overall
expectations of INSETs?

What are the facilities and resources of your school to give the best learning
opportunities to the teachers?

How soon can you organize a programme when they demand professional
development course?

What is the continuity between INSET sessions?

What do you evaluate about INSETs? (their satisfaction, outcomes, learning,
students’ success,...)

How do you assess successful and unsuccessful effects of the programme on
teachers?

How can you be informed about whether their expectations are met or not after the
course?

How should the school advance CPD quality?
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Appendix 10. Transcripts of the Interviews

Interview Questions of a Director
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1. What is the meaning of continuing professional development to you?

We ensure that we are offering the quality of product here. That means trying to have the
best teaching staff possible. In order to have the quality of the teaching staff, and if you
want your stuff to do best, it is necessary to provide training for them. Because things are
always changing. There is always something new that can be learnt. I don’t think that
people should sit still.

2. What is your general impression of INSETs in your institution?

I think we have one of the best PDU among teacher development units in the country.
Therefore, I think, it is an excellent programme, an efficient programme. It is an effective
programme, and that is my general impression about that.

3. How do you encourage your staff to improve themselves?

There are two ways I think. It is a kind of, there is a core and core hard way, it is type to
performance of appraisals. Teachers get points for participating in professional

development opportunities.

Another effective way is, it is just a kind of ethos here. They know that they are working in
a high quality institution, they want to learn by themselves, they don’t need to be pushed to
improve by themselves.

4. How has teacher training unit changed since your first arrival at school?

I started working here in September. Regarding specifically professional development, the
number one thing that [ have done is I broad what we are calling micro-credential, badging
system in here. It is still early stages. We are getting awareness of the programme. But
once it is upon running, I think it is going to be effective for professional development for
two reasons. One is that it recognises that there are different levels of professional
development even though the topic can be the same, peer observations, classroom
management or whatever. So you can drill into that skill area, and the deeper you drill, the
more recognition you get through these badges. The second thing is the performance and
appraisals. It is strictly driven, self-driven, self-motivated. You need to do it yourself, it is
not because of my points in the appraisal separating the two.

5. Do you think that your school supports adequate in-service trainings as

learning opportunities to teachers?

It is a tricky balance. You can never have enough; the problem is having enough time. This

is the issue. You know, we have a tight programme here, so people spend a good deal of
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time preparing for the classes. We also have assessments, so we have to prepare for
deliver, and that takes time. You have to going to take on that balance, because people
don’t want to feel that they are overwound due to this professional development.

6. How do you plan INSETs at school?

It is up to the PDU. PDU primarily, I mean we are a kind of people like, every once in a
while someone can come up and say “I have got an idea, can I do something?”. Right now,

we have got a peer observation programme, which is essentially teacher-bounded.
*So you are not actively involved in the planning?

No, I just can watch it from the side or behind. Because, you know Bahar. She is one of the
best in the country. She is more experienced than extremely professionals, so I don’t have
to worry about it.

7. What elements do you regard while preparing objectives of the trainings for

your teachers?

Not me directly, but CPD.
8. In what ways do you think that those programmes at your school meet the

overall expectations of INSETs?

Absolutely. If not, they always try to adjust it. They don’t just keep on doing the same
thing over and over again. They make adjustments all the time. So they are very motivated
by the quality as well. They change all the time.

9. What are the facilities and resources of your school to give the best learning

opportunities to the teachers or what is your secret behind this success?

I think it is a couple of things. It may be the design of the programme, but I also think that
you know this expression “the rich get richer”. You know why, because they have got the
resources. Our main resource in here is the quality of the instructors. So they help drive to
train. If you are in a place where the instructors have not enough quality, they don’t have a
good education or they haven’t been socialised for continuing education, then you could
bring in, take Bahar there, and she is going to feel miserably. It is not about the person; it is
about the philosophy, the environment, the context.

10. How soon can you organize a programme when they demand professional

development course, and what is the continuity between INSET sessions?

In fact, I have been here for about eight weeks, and there is one at the very beginning, an

orientation for the starting. There is one maybe two weeks later, and a follow up another
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two weeks later. But that wasn’t across the whole programme. Let’s say, it is once a
month.

11. What do you evaluate about INSETs?

Not much, because I haven’t been here long enough to see.
12. How do you assess successful and unsuccessful effects of the programme on
teachers, and how can you be informed about whether their expectations are

met or not after the course?

I am sitting on the meetings. So I can hear their conversations. It is apparently because I
am trying to learn about the organisation. This is partly because I am working on this
badging, micro-credentialing system. So I get to sit and talk with them about this and other
issues. But in terms of what is working, what is not working, I have my ears. So, I will hear

something if people are not happy. So far, the feedback I am getting is perfect.
*What are your ways of getting feedback?

Talking with teachers, I spend a lot of time talking with teachers. Not classroom
observations, but observing the organisations.

13. How should the school advance CPD quality?

It is hard to say, I think this goes back to the issue of time, if we had more time, we would
have chance to advance it. Perhaps we can have a more apparent diversity of these
trainings, but that is only time to time. The problem is that the folks are working very hard
here, with them in-class, with their preparing for the class, and there is assessment or

something. And finding that balance between delivery and happiness of staff is pretty hard.
*So you do what needs to be done here?

Right. But I think that for example the focus this term or semester is much on writing. So
they develop what they call is a short course. This is what I really appreciate for the TDU.
They didn’t just say “Okay, we have to do something to improve our writing instruction,
let’s have a seminar on Tuesday afternoon. They didn’t do that. What they did was they
had two hours-session in orientation week. They had another two hours’ session in a
couple of weeks later. And then, the third one another weeks later. So, all in all about six
hours of classroom. You are kind of training, and working together on these issues. So, it is
not just one-shot. Okay, done that and tick. They focus on a specific area, next semester,

they have got to different groups of trainings, and again it is going to be short courses.
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Interview Questions of Another Director

1. What is the meaning of continuing professional development to you?

The person needs to keep oneself up-to-date (in terms of knowledge and self-development)
and thus not to fall behind the current trend, but also to carry the leadership feature
continuously.

2. What is your general impression of INSETS in your institution?

With regard to in-service trainings, we have such a drawback. We conduct in-service
trainings usually for beginners, considering their first two years in here. Then, they
continue independently. However, for some friends, there is a resistance after certain
working year. They call themselves independent lecturers now. Yet, sometimes, when
American or English trainers come to our school to give seminars, friends have a very high
level of interest. But when a Turkish is called, they don't show much demand.

3. How do you encourage your staff to improve themselves?

These people are like cancer patients, now there's nothing to be done. Very minority of
them would prefer to be a participant. A certain part think that they come here in the
morning to give lessons, and return back home.

4. How has teacher training unit changed since your first arrival at school?

Actually, we have a little bit of a college policy here. Though it's positive, it deteriorates
professional development unit. When I got here, there were nearly 50 lecturers who used to
work with additional tuition fees. In this 7-year period, we have taken up to 40 friends into
full-time position. The CPD unit has had very intense efforts in the early years in order to
ensure orientation of the school to both part-time teachers, and new staff who have just
been full-time instructors at the school. We have no part-time instructors in English unit
now. Thus, it turns into a general impression that when all the teachers are all full-time and
started this profession at least 2-3 years ago, the professional development unit does not
have much work to do. On the one hand, the number of full-time instructors are increasing.
On the other hand, we have lowered the workload capacity of the professional
development unit, which led to some atrophy.

5. Do you think that your school supports adequate in-service trainings as

learning opportunities to teachers?

We cannot call it “not enough numbers”, but they are not given under a strict programme

and enough discipline.
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6. How do you plan INSETs at school?

They do some of the training directly by consulting me. Sometimes it can be a publishing
house, sometimes an institution or other universities. They let us know that they have such
an opportunity like seminar or workshop, and they'd like to do it in our school. Then, we
take the decision with our co-ordinators, and vice directors all together.

7. What elements do you regard while preparing objectives of the trainings for

your teachers?

Opportunity! If there is such a seminar opportunity, we do not regard whether it is under
the string of logic or what the target subject is about as long as it can take instructors one
step forward.

8. In what ways do you think that those programmes at your school meet the

overall expectations of INSETs?

I think, in general yes. Because I attend most of them myself, and the given answers or the
questions asked there more or less show what they have taken from the training. No matter
how little in amount, it means they've gained something.

9. What are the facilities and resources of your school to give the best learning

opportunities to the teachers?

In and out of the provinces (touristic places) such activities are being done. We send them
to this kind of seminar, providing financial support to 2-3 people, such as instructors who
have a certain consciousness and are knowledgeable in the exam unit. What we want later

is to share their learning outcomes, they earned there, with their friends here.

Normally, the instructor's compulsory course load is 24 hours. Our weekly schedule is
based on 23 hours. We demonstrate our tolerance to our colleagues not only on the way to
be professional, but also in scientific terms to improve themselves, enhance their self-
development and hold a master or PhD degree. We're supplying an off-day to them if
systematically there is no personnel deficiency. However, excluding that, we as a public
university do not have the opportunity to send our employees abroad because of the limited
budget.

10. How soon can you organize a programme when they demand professional

development course?

There's no one demand coming from many instructors. They regard themselves as “I am all

right now”. If it is to make such an organization, we need a month and a half for the trainer
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from abroad, and a month is required to bring a trainer from Turkey. But we would like to
do this in a way that we will offer its benefit to other public universities at least located in
Ankara, rather than basing on only the university. Also, if universities go to share tasks
among themselves, resource utilization becomes more sensible.

11. What is the continuity between INSET sessions?

Not regular.
12. What do you evaluate about INSETs and how do you assess successful and

unsuccessful effects of the programme on teachers?

It's via a survey. But it's not always healthy, it can be sloppy. Apart from this, individual
conversations are being executed.
13. How can you be informed about whether their expectations are met or not

after the course?

In addition to surveys, what they say needs to be considered. Sometimes the teachers say
“it's not acceptable because of the following reasons”, and they suggest the solutions, this
is actually what is desired.

14. How should the school advance CPD quality?

There are all kinds of in-service training courses provided by the university, but no
instructors ever participate in any of them. Although our main goal is to teach English,

development should be considered as a whole.

Interview Questions of a Teacher Trainer

1. What is your educational background as a teacher trainer?

My educational background as a teacher trainer; I started off as training to be a CELTA
tutor and this was going back now to the beginning of the 1990s. I became a CELTA tutor,
and then I became a teacher trainer; officially of teacher trainer when I joined the teacher
development unit at the Izmir University of Economics. I have been teaching training now
for the last 15 years.

2. How long did you teach prior to your training career?

Let me think, I must have taught, it must have been about 20 years.

3. What is the meaning of continuing professional development to you?
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The meaning is, one is always learning it doesn’t matter what subject or what the field you
are in. You are always learning, and learning is development.

4. What is your general impression of INSETs in your institution?

I think it is really good. I believe we are one of the few universities which has in-service
training. I think it is very much appreciated by our staff. I think it is very good that the
administration allots a certain amount of time in the curriculum for INSETs.

5. How has teacher training unit changed since your first arrival at school?

In 2003, nearly 15 years ago. There are quite a few things changed. We give more
workshops; we offer short courses now. When I first started, there was generally
observing. There were workshops of course. The school has grown a lot. So, we offer short
courses, we have workshops, and what has changed is that teachers themselves are
involved in keeping workshops during the Modules. We on a modular system, and this has
changed; we had semester system until about 5 years ago, and we have changed it into the
modular system. So this was a bit of shake up actually to get used to working in eight
weeks for filling the curriculum. Of course, we had workshops to address the problem. One
very good thing is that teachers are involved during the module to give workshops.
Between the modules, we call that inter-modular as supposed to intra-modular which is in
the module. The trainers give workshops in short courses. And the other big chance of
course is the interaction of technology. All our classes we teach are recorded, and one very
good thing about is that the teachers themselves could see their performance. If students
want to have another look at that record, they can access the same recording. And the other
advantage is that if students have missed a class or two, they catch up.

6. Do you think that your school supports adequate in-service trainings as

learning opportunities to teachers?

Yes, absolutely.
7. How do you plan INSETs at school?

The content is planned at our weekly teacher development unit meetings. And of course, at
the meetings, the teacher trainers get feedback from their colleagues. They say “we would
like to have workshop on this, and we need a workshop on that”, or “a small group of use

need a workshop on that”, so respond as much as possible to their needs.
* Do you apply any needs analysis form to teachers?

No, I don’t. I am not quite sure of this, such a thing, no.
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8. Who are you planning the contents of the programme with?

We plan it with our colleagues. The administration, they would be involved, say the
director of the preparatory school here. Our new director attends all our meetings. So this
is very very good and our new director is so so experienced. And no questions things! We
now what we do is great, great.

9. What elements do you regard while preparing objectives of the trainings for

your teachers?

It is a difficult question to answer in full. The objectives? May I also explain that we have
a testing unit here. The testing unit, together with the curriculum development unit, CPD,
they get together. They come up with the objectives for what the teachers have to achieve
by the end of an eight-week module. So there are objectives for level A, B, C and D. Also,
as teacher trainers, it is our concern that we see the objectives are being adhered to and
met.

10. In what ways do you think that those programmes at your school meet the

overall expectations of INSETs?

I think so.

11. What do you like most about your programmes at school?
I like them because there is a lot of enthusiasm among, with the audience who attend.
* It is sometimes compulsory, and sometimes voluntary?

Both. Some are compulsory, and they have to attend. Those which are not compulsory, of

course they are free to attend.
*Even though it is compulsory, do they enjoy it?

By in large, yes. In many ways, I sometimes feel because their enthusiasm is not necessary
to make it compulsory, because they would come any way. Of course not 100 %, but the
attend number would be enough, broadly speaking.

12. What sort of professional development activities or practices work best for

your teachers?

I think what they want and what they need, of course need and want are two different
things actually, but I think what they enjoy is seeing activities which they can apply in the
classroom time permitting which would be both a benefit and enjoyable to the learners.

13. What is the biggest complaint you receive from teachers about INSETs?

265



In general, no. But you hear little bits of, might have heard comments from the colleagues
like “T knew that already, why was I there?”” But this is very very small. You can’t appease
everybody in the audience, there will be always one or two who will say something.

14. What are the facilities and resources of your school to give the best learning

opportunities to the teachers?

Generally, it is the unit within the school, not external teacher trainers from other
institutions. At the beginning of the semester, we invite people like Steve Darn.
15. Are your training sessions supply active involvement, team learning and other

collective works for teachers?

Exactly.
16. How soon can you organize a programme when they demand professional

development course?

It takes time. This is because we are only four teacher trainers in CPD, and we have nearly
150 instructors in our school. So responding to their individual demand will definitely take
some time.

17. What is the continuity between INSET sessions?

It is modular-based like the classes we teach. It runs according to the plan we determine at
the beginning of the year and we have them mostly every eight-week module.

18. What do you evaluate about INSETs?

We want to be informed whether their expectations, needs are met or not after the training.
19. How do you assess successful and unsuccessful effects of the programme on
teachers and how can you be informed about whether their expectations are

met or not after the course?

Through feedback forms about last few weeks.

20. How should the school advance CPD quality?

You need to make them think more about it first of all. They need to gain the conscious of
working as a team. This is up to them. If they are not forced to attend, they will like it, and
get the feeling that they can do it. This is because they learn from each other more than

they access via the trainers.
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Interview Questions of an Instructor

1. What is the meaning of continuing professional development to you?

Improving one’s ability of teaching, techniques, awareness, learning what other teachers
are doing, and engagement of students in teaching.

2. Do you have any experiences about professional development programmes?

Since 2005, I have been teaching at this university. At the high school, I used to teach in,
there were some professional development courses. For the company I used to teach, I
can’t remember how they were.

3. What is it like attending these programmes, what is your general impression of

INSETsS in your institution?

Both freshman and prep programmes. In both sectors, teacher development is an important
topic. It is addressed and courses are provided for teachers.
4. Do you think that your school supports adequate in-service trainings as

learning opportunities?

Yes.
S. What is the continuity between INSET sessions?

It varies on what we demand, and what they offer. As an on-going process, we have a new
director, and he is very keen on it.
6. Could you exemplify how you reflect what you learned from trainings to your

teaching performance?

No. But something which does not always come up is perhaps inviting student feedback on
techniques, delivery, classroom management, generating students’ enthusiasm.
7. In what ways are they priceless or worthless when considered for your actual

teaching?
Worthless points might be when they become too theoretical.

When it comes to the priceless points, they are when we are interacting with very
experienced teachers, and they are also spending a lot of their time on engaging in
professional development, so they have a good experience and you can get feedback from
them.

8. What changes have you observed in your teaching since trainings started at

school?
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I feel it in terms of confidence, support from teacher development unit, which has placed
particularly important role in the prep programme. So, teachers are getting on-going
support and training.

9. How has teacher training unit changed since your first arrival at school?

In 13 years. There was a training unit. But school of foreign languages has certainly
improved its facilities and opportunities.
10. What would you do differently if you were the teacher trainer of these

programmes?

Not change a lot. Actually, they constantly get the feedback.
11. What are the points that you feel the need of improvement in INSETS at

school?

When you need a material, and you don’t find the material you are provided with! It is
sufficiently stimulating for the students. It is difficult to manipulate the material to fulfil
the goal of successful teaching.

12. What does the school expect you to do about professional development, and do

the expectations of you and the school match with each other?

They do much pretty well. That is cohesion within this school of foreign languages about
their goals.

13. Are your expectations met after participating in courses?

They do. They are usually stimulating as well.

14. How are the objectives of trainings identified? Who takes this decision?

They ask the teachers, and also they get together as the senior members of CPD. The
objectives are mostly based on every day teaching of the teachers.
15. How soon is the programme organized when you notice that you need

professional development course? (If not, what do you do to close your gap?)

They are very responsive. It might take a week.
16. Are training sessions supply active involvement, team learning and other

collective works?

Indeed there is, yes. They are very interactive sessions.
17. What sort of professional development activities or practices work best for you

in programme?
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Team teaching, peer observation, and feedback sessions after those.

18. What is the biggest complaint you have about INSETs in your school?

None
19. What are the facilities and resources of school to give the best learning

opportunities to you?

New people joined in PDU with new ideas, approaches to broaden the horizon.

20. How should the school advance CPD quality?

When the same people are in the same position for many years, it becomes perhaps a little

lacking in imaginative new elements to introduce into it.

269



Interview Questions of Another Instructor

1. What is the meaning of continuing professional development to you?

For me, the main thing is to keep in touch with the new developments in my field. As a full
time teacher, I don’t find any time to research and fall in journals myself. As I want to
know new developments, this is the way for me to keep in touch.

2. Do you have any experiences about professional development programmes?

I studied Sociology and Politics. I have been teaching all together nearly for 40 years.

3. What is it like attending these programmes?

I enjoy taking part of most of the workshops during semesters. Occasionally, we have a
look small problem which is our group is teaching undergraduate courses. The majority of
teachers are teaching in the preparatory school. So that means most of the workshops and
seminars are actually designed for preparatory programme. But sometimes there are
courses we would like to attend, we can’t attend because of the timing.

4. What is your general impression of INSETs in your institution?

Between semesters, we always have some workshops and seminars. Then during the
semester, we may have extra workshops, short courses, visiting speakers like kind of thing.
More intensive stuff is between the semesters, or for the start of the new semester.

5. Do you think that your school supports adequate in-service trainings as

learning opportunities?

I think so, yes.
6. What is the continuity between INSET sessions?

Each semester, there is a seriously involved workshops and seminars on different topics. In
each quarter, then there may be some short courses. What I mean by short course is, for
example, we see the developments in technology, in education or pronunciations
something like that. Whenever there is a make me feel there is a need, I ask for a course on
a particular topic, and generally that course is arranged. It may be three or four sessions.

7. Could you exemplify how you reflect what you learned from trainings to your

teaching performance?

I can give you a very practical example. One of our colleagues gave a workshop on these
blackboards. It was white board I should say. It was many years ago, yes using the white

boards and when you draw a line, it suggests you do a quickly line. Not a smart board, just
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a white board. It is drawing across the straight line, and they were very practical. That
makes it a lot easier to draw a line. I mean organisation.
8. In what ways are they priceless or worthless when considered for your actual

teaching?

The worthless point, well, mainly it is from the visiting speakers. Sometimes you can
understand that they have done the same workshops or seminars so many times before.
They are very confident about what they are speaking. But they have not really related it to
the people here. They don’t know the real needs.

A difficult question. Let me think about it. I think the most priceless point in these recent
workshops was the short courses about pronunciation. I think it is a general problem in
especially undergraduate English courses. We don’t spend enough time on pronunciation.
We can’t assume that it is not yet already, if they say something wrongly, we just “let’s go
on with the next question” or some kind of thing.

9. What changes have you observed in your teaching since trainings started at

school?

I think one important point, people have always said is the instructions. Well, making sure
that this thing and these things are what they are supposed to do. Mostly they are
misunderstood. This has been said in many different workshops and seminars. And I keep
coming back to that because sometimes at the end of it, I think “did we really do that as I
wanted them to do it, and was it a problem with the instructions?” I must remember the
topic clearly about instructions.

10. How has teacher training unit changed since your first arrival at school?

Since 16 years, the things changed! Well, when I started working here, there was no
teacher training unit. It was so small. I don’t know how many students we had, it may be

about a thousand. And there was nothing. Then gradually, the people joined, it kept going.
*How do you think that they reached this success?

Ah, they listen to teachers; their needs.
11. What would you do differently if you were the teacher trainer of these

programmes?

I do give workshops sometimes myself. But when I go to a comparison, I think it is
anticipating the questions. Because if you know what kind of questions are going to be

asked, you can think about the answer, but sometimes we may have going to really good
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workshop and you may have some questions that were not expected, then when there is no
answer, it is a real problem.
12. What are the points that you feel the need of improvement in INSETS at

school?

I would go back to my point a little earlier, which was about training for undergraduate.
You can think about the needs of undergraduate students. How can we have more
understanding about their needs? We need to focus on basically the students, their needs
not only the teachers. I want their needs to be matched as well. Then we can think about
what kind of training or development we need to put into place.

13. What does the school expect you to do about professional development?

It is part of our appraisal. Something we are expected to do, sometimes I feel I have to do.
14. Do the expectations of you and the school match with each other, and are your

expectations met after participating in courses?
Most of the time. Like any person who is participating as a listener, you get a little bored.

*But the question is do you think that the lack stems from the fact that they don’t ask

you your real needs. Do they conduct any needs analysis on you?

This is I don’t know. I can’t remember that. So perhaps this is the reason.

15. How are the objectives of trainings identified? Who takes this decision?

I assume that the members of our teacher training department. They observe, get feedback
from some teachers. People request some particular kinds of training.
16. How soon is the programme organized when you notice that you need

professional development course? (If not, what do you do to close your gap?)

I have not done it before. But, I am sure that would be addressed in a couple of weeks, not
months or years.
17. Are training sessions supply active involvement, team learning and other

collective works?

Yes, it is sometimes voluntary, and sometimes compulsory. There have been some sessions
on team learning. But recently no. Something in the last two or three years.
18. What sort of professional development activities or practices work best for you

in programme?
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The most relevant ones for me were, we constantly change our course books. We have a
run course books for each class: the first, second, third and fourth year course books. The
most practical ones for me is when we change course books. We have an introductory to

the new course books.
*Now, is it Cutting Edge?

That is for preparatory school, but we give lessons to freshman or third- fourth year
students. I had lessons there many years ago.

19. What is the biggest complaint you have about INSETs in your school?

The only complaint I have is I think most of the courses are designed for the preparatory
programme. Sometimes timing means a problem. They overlap with our lessons. In our
programme, we sometimes have class 9:00 in the morning and 16:00 in the afternoon. But
in preparatory school, they almost finish about three, three thirty or something like that.
My lessons are irregular.

20. What are the facilities and resources of school to give the best learning

opportunities to you?

No complaints, they are enough I think.
21. How should the school advance CPD quality?

Getting more people involved. Some people I know are not very interested. Perhaps it

should be compulsory.
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Appendix 11. The Cross Tabulations of Instructors’ Analyses

Item 5.1. Cross Tabulation

Item 5.1.
1 2 3 4 Total
Foundation Count 8 3 6 1 18
% within University 44,4 % 16,7 % 33,3 % 5.6 % 100,0 %
State Count 12 6 2 4 24
% within University 50,0% 25,0% 8,3 % 16,7 % 100,0 %
Total Count 20 9 8 5 42

% within University 476 % 214% 190% 119%  100,0 %

Item 5.2. Cross Tabulation

Item 5.2.
1 2 3 4 Total
Foundation Count 1 5 8 5 19
% within University 5,3 % 263% 42,1%  263%  100,0%
State Count 4 7 6 5 22
% within University 182%  31,8% 273% 22,7%  100,0%
Total Count 5 12 14 10 41

% within University 12,2 % 29,3 % 341 % 24,4 % 100,0 %

Item 5.3. Cross Tabulation

Item 5.3.
1 2 3 4 Total
Foundation Count 6 7 2 4 19
% within University 31,6%  36,8% 10,5% 21,1%  100,0 %
State Count 6 2 9 6 23
% within University 26,1%  8,7% 391%  26,1%  100,0 %
Total Count 12 9 11 10 42

% within University 286% 214% 262% 238%  100,0%
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Item 5.4. Cross Tabulation

Item 5.4.
1 2 3 4 Total

Foundation Count 7 4 2 8 21

% within University 333%  190%  95% 38,1%  100,0 %
State Count 7 7 5 6 25

% within University 280%  28,0% 20,0% 240%  100,0%
Total Count 14 11 7 14 46

% within University 304% 239% 152%  30,4%  100,0 %
Item 10
Group N Mean Rank Sum of Ranks U p
Foundation 30 28,78 863,50
State 37 38,23 1414,50 398,500 034

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 11
Group N Mean Rank Sum of Ranks U p
Foundation 30 28,28 848,50

383,500 .020
State 37 38,64 1429,50
(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
Item 12
Group N Mean Rank Sum of Ranks U p
Foundation 30 29,17 875

410,000 .040
State 38 38,71 1471
(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
Item 13
Group N Mean Rank Sum of Ranks U p
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Foundation 30 29,27 878

413,000 027
State 39 39,41 1537
(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
Item 14
Group N Mean Rank Sum of Ranks U P
Foundation 30 28.92 867,50

402,500 .075
State 35 36,50 1277,50

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
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Appendix 12. The Cross tabulations of Teacher Trainers’ Analyses

Item 10
Group N Mean Rank Sum of Ranks U p
Foundation 4 3,75 15,000

5,000 486
State 4 5,25 21,000

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 11
Group N Mean Rank Sum of Ranks U p
Foundation 4 6,13 24,50

1,500 .057
State 4 2,88 11,50

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 12
Group N Mean Rank Sum of Ranks U p
Foundation 4 3,75 15,000

5,000 486
State 4 5,25 21,000

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 13
Group N Mean Rank Sum of Ranks U p
Foundation 4 4,75 19,000

7,000 .886
State 4 4,25 17,000

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 14
Group N Mean Rank Sum of Ranks U p
Foundation 4 3,25 13,000

3,000 .200
State 4 5,75 23,000
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(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 15
Group N Mean Rank Sum of Ranks U p
Foundation 4 2,50 10,000
State 4 6,50 26,000 0 029
(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
Item 16
Group N Mean Rank Sum of Ranks U p
Foundation 4 3,25 13,000
State 4 5,75 23,000 A 200
(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)
Item 18.1. Cross Tabulation
Item 18.1.
3 5 10 Total
Foundation Count 2 1 0 3
% within University 66,7 % 33,3% 0,0 % 100,0 %
State Count 2 1 1 4
% within University 50,0 % 25,0% 25,0 % 100,0 %
Total Count 4 2 1 7
% within University 57,1 % 28,6 % 14,3 % 100,0 %
Item 18.2. Cross Tabulation
Item 18.2.
1 3 16 Total
Foundation Count 0 0 2 2
% within University 0,0 % 0,0 % 100,0 % 100,0 %
State Count 2 2 0 4
% within University 50,0 % 50,0 % 0,0 % 100,0 %
Total Count 2 2 2 6
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% within University 33,3 % 33,3% 33,3% 100,0 %
Item 18.3. Cross Tabulation
Item 18.3.

1 2 9 11 12 Total
Foundation Count 0 1 1 1 3
% within University 0,0 % 0,% 333% 333% 333% 100,0 %
State Count 1 1 0 0 0 2
% within University 50,0% 50,0 % 0,0 % 0,0 0,0 % 100,0 %
Total Count 1 1 1 1 1 5
% within University 20,0% 20,0% 20,0 % 20,0 20,0 % 100,0 %

Item 18.4. Cross Tabulation

Item 18.4.
10 12 Total
Foundation Count 2 0 2
% within University 100,0 % 0,0 % 100,0 %
State Count 1 1 2
% within University 50,0 % 50,0 % 100,0 %
Total Count 3 1 4
% within University 75,0 % 25,0 % 100,0 %

Item 18.5. Cross Tabulation

Item 18.5.
4 5 8 Total
Foundation Count 1 1 0 2
% within University 50,0 % 50,0 % 0,0 % 100,0 %
State Count 0 2 1 3
% within University 0,0 % 66,7 % 333% 100,0 %
Total Count 1 3 1 5
% within University 20,0 % 60,0 % 20,0 % 100,0 %

265



Item 18.6. Cross Tabulation

Item 18.6.

1 2 7 11 Total

Foundation Count 1 2 0 0 3
% within University 333%  66,7% 0,0 % 0,0 % 100,0 %

State Count 0 2 1 1 4
% within University 0,0% 50,0% 250% 250% 100,0 %

Total Count 1 4 1 1 7
% within University 143% 57,1% 143% 143 % 100,0 %

Item 18.7. Cross Tabulation

Ttem 18.7.
,00 1 2 5 7 9 Total
Foundation Count 1 2 1 0 0 0 4
% within University 250%  50,0% 25,0% 0,0% 0,0% 0,0% 100,0 %
State Count 0 0 0 1 2 1 4
% within University 0,0% 00% 0,0% 250% 50,0% 25,0% 100,0 %
Total Count 1 2 1 1 2 1 8

% within University 12,5%  250% 12,5% 12,5% 25,0% 12,5% 100,0 %

Item 18.8. Cross Tabulation

Item 18.8.

,00 2 4 7 8 Total

Foundation Count 1 0 1 1 1 4
% within University 25,0 % 00% 250% 250% 25,0% 100,0 %

State Count 0 1 3 0 0 4
% within University 00% 250% 750% 0,0% 0,0 % 100,0 %

Total Count 1 1 4 1 1 8
% within University 12,5 % 12,5% 50,0% 12,5% 12,5% 100,0 %
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Item 18.9. Cross Tabulation

Item 18.9.

6 8 9 Total
Foundation Count 0 1 1 2
% within University 0,0 % 50,0 % 50,0 % 100,0 %
State Count 1 0 1 2
% within University 50,0 % 0,0 % 50,0 % 100,0 %
Total Count 1 1 2 4
% within University 25,0 % 25,0 % 50,0 % 100,0 %

Item 18.10. Cross Tabulation

Item 18.10.
3 4 7 8 Total
Foundation Count 1 1 1 0 3
% within University 333% 333% 333% 0,0 % 100,0 %
State Count 0 1 0 1 2
% within University 0,0% 50,0 % 0,0%  50,0% 100,0 %
Total Count 1 2 1 1 5
% within University 2000%  40,0%  20,0%  20,0% 100,0 %

Item 18.11. Cross Tabulation

Item 18.11.
5 6 11 Total
Foundation Count 1 0 1 2
% within University 50,0 % 0,0 % 50,0 % 100,0 %
State Count 0 2 1 3
% within University 0,0 % 66,7 % 333% 100,0 %
Total Count 1 2 2 5
% within University 20,0 % 40,0 % 40,0 % 100,0 %
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Item 18.12. Cross Tabulation

Item 18.12.
1 Total
State Count 1 1
% within University 100,0 % 100,0 %
Total Count 1 1
% within University 100,0 % 100,0 %
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Appendix 13. The Cross tabulations of Directors’ Analyses

Item 12
Group N Mean Rank Sum of Ranks U p
Foundation 2 1,50 3,000

0 333
State 2 3,50 7,000

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 13
Group N Mean Rank Sum of Ranks U p
Foundation 2 2,25 4,500

1,500 .667
State 2 2,75 5,500

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 14
Group N Mean Rank Sum of Ranks U p
Foundation 2 1,75 3,500

0,500 333
State 2 3,25 6,500

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 15
Group N Mean Rank Sum of Ranks U p
Foundation 2 3,00 6,000

1,000 .667
State 2 2,00 4,000

(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 16
Group N Mean Rank Sum of Ranks U p
Foundation 2 3,00 6,000

1,000 .667
State 2 2,00 4,000
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(“Definitely True” symbolizes 1, and “Definitely False” represents number 5 in the analysis)

Item 18.1. Cross Tabulation

Item 18.1.
2 3 5 Total
Foundation Count 0 1 1 2
% within University
State Count 1 0 0 1

% within University

Total Count 1 1 1 3

% within University

Item 18.2. Cross Tabulation

Item 18.2.
1 4 Total
Foundation Count 1 1 2
% within University
State Count 1 0 1

% within University

Total Count 2 1 3

% within University

Item 18.3. Cross Tabulation

Item 18.3.
2 5 Total
Foundation Count 1 1 2
% within University
State Count 0 1 1

% within University

Total Count 1 2 3

% within University
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Item 18.4. Cross Tabulation

Item 18.4.
1 3 4 Total
Foundation Count 1 1 0 2
% within University
State Count 0 0 1 1

% within University

Total Count 1 1 1 3

% within University

Item 18.5. Cross Tabulation

Item 18.5.
2 3 4 Total
Foundation Count 1 0 1 2
% within University
State Count 0 1 0 1

% within University

Total Count 1 1 1 3

% within University
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