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ABSTRACT

PREPARING TEACHER CANDIDATES
AS PASSIVE TECHNICIANS,
REFLECTIVE PRACTITIONERS
OR TRANSFORMATIVE INTELLECTUALS?

Tezgiden Cakcak, S. Yasemin
Ph.D., Department of Foreign Language Education
Supervisor: Prof. Dr. Hiisnii Enginarlar

Co-Supervisor: Assoc. Prof. Dr. Cendel Karaman

July 2015, 378 pages

This dissertation study explores teacher roles a pre-service foreign language
teacher education program at a public university in central Turkey prepares teacher
candidates for using document reviews, in-depth interviews and classroom
observations. Designed as a qualitative case study, this study also seeks to unearth
the political-economical, sociocultural and institutional reasons behind the adoption
of certain teacher roles: teachers as passive technicians, teachers as reflective
practitioners and teachers as transformative intellectuals. In addition to surveying
teacher roles in program documents, this dissertation reports the perceptions of
students, teacher-educators, emeritus professors and program administrators as to
teacher roles fostered in the program. Besides, this case study explores the daily
reality of methodology and practice teaching courses.

The findings of the study suggest that the foreign language teacher education

program does not have a specific mission. According to the document on program
\Y



outcomes, the FLE program aims to educate a reflective practitioner. The interview
data and observation findings, however, demonstrate that even though there are
some reflective dimensions of the FLE program, it seems to prepare teachers for
becoming technicians more than it encourages them to become reflective teachers.
The interpretation of findings from a critical perspective indicated that the technicist
focus in the FLE program probably stems from the neoliberal economic policies
adopted in Turkey. Turkish teacher education system shaped by the Council of
Higher Education under the impact of international organizations seems to prefer to
educate technician teachers discouraging them from taking active leading roles in

the system.

Keywords: Teacher roles, pre-service foreign language teacher education program,

critical pedagogy, qualitative case study, English language teaching.
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OGRETMEN ADAYLARINI
PASIF TEKNISYEN OLARAK MI,
DUSUNEN UYGULAYICI OLARAK MI,
DONUSTURUCU ENTELEKTUEL OLARAK MI YETISTIRIYORUZ?

Tezgiden Cakcak, S. Yasemin
Doktora, Yabanci Diller Egitimi Bolimii
Tez Yoneticisi: Prof. Dr. Hiisnii Enginarlar

Ortak Tez Yoneticisi: Dog. Dr. Cendel Karaman

Temmuz 2015, 378 sayfa

Bu doktora caligmasi Tirkiye'de bir devlet {iniversitesinde yabanci dil
Ogretmeni yetistiren bir lisans programinda odaklanilan Ogretmen rollerini
aragtirmaktadir. Niteliksel bir durum arastirmasi olarak dizayn edilen bu ¢alismada
dokiiman analizi, derinlemesine miilakatlar ve sinif gézlemlerinden yararlanilmistir.
Bu caligma aynm1 zamanda lisans programinda {lizerinde durulan 6gretmen rollerinin
arkasinda yatan politik-ekonomik, sosyokiiltiirel ve kurumsal sebepleri de giin
yiiziine ¢ikarmaya caligmaktadir. Calismada incelenen Ogretmen rolleri pasif
teknisyen olarak 6gretmen, diislinen bir uygulayici olarak 6gretmen ve doniistiiriicii
bir entelektiiel olarak 6gretmendir. Bu doktora ¢aligsmasi, program dokiimanlarinda
yer verilen 6gretmen rollerinin yaninda Ogrencilerin, 6gretmen egitimcilerinin,

emekli Ogretim iiyelerinin ve program yoneticilerinin de goriislerine yer verir.
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Calisma, ayrica, simif gozlemleri araciligiyla metodoloji ve 6gretmenlik uygulamasi
derslerinde odaklanilan 6gretmen rollerini de arastirmaktadir.

Aragtirma bulgular1 yabanci dil 6gretmeni yetistiren lisans programinin
belirli bir misyonu olmadigin1 gostermektedir.  Program ¢iktilarinm1 gosteren
dokiimana gore, yabanci diller egitimi lisans programi diisiinen bir uygulayici
yetistirmeyi amaclamaktadir. Miilakat ve gozlem bulgulari ise programin diisiinen
Ogretmen yetistirmeye yonelik yanlar1 olsa da programin daha ¢ok teknisyen
Ogretmen yetistirmeye c¢alistigini isaret eder gibi goriinmektedir. Arastirma
bulgularinin elestirel bir bakis agisiyla yorumlanmasi sonucunda yabanci diller
egitimi lisans programinin dgretim tekniklerine odaklanmasinin Tiirkiye ve diinyada
benimsenen neoliberal ekonomik politikalardan kaynaklaniyor olabilecegi sonucuna
ulagilmistir. Uluslararas1 kuruluslarm etkisiyle Yiiksek Ogretim Kurulu tarafindan
sekillenen Tirkiye'deki Ogretmen egitimi sistemi, Ogretmenlerin sistem iginde
onderlik edici, aktif roller almasini istemeyerek daha c¢ok teknisyen Ogretmen

yetistirmeyi tercih eder gériinmektedir.

Anahtar Kelimeler: Ogretmen rolleri, yabanci dil 6gretmeni egitimi lisans
programi, elestirel pedagoji, niteliksel durum ¢alismast, ingiliz

dili 6gretimi.
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CHAPTER 1

INTRODUCTION

The roles teachers play seem to have intrigued human societies since the early
civilizations. Probably the most well-known teaching controversy from the early
human history is the role Socrates played as a teacher, which resulted in his
execution. The basic discussion at the time revolved around the question of whether
teachers should serve for the public good or work for the interests of the powerful.
The same question is still being debated in the field of teacher education. The issue
of roles for which teacher candidates are prepared has not been resolved yet.

This dissertation study explores such a long debated issue: teacher roles. It
seeks to understand the teacher roles a pre-service foreign language teacher
education program at a public university in central Turkey prepares teacher
candidates for. Designed as a qualitative case study, this study aims to unearth the
political-economical, sociocultural and institutional reasons behind the support for
and adoption of certain teacher roles by situating the foreign language teacher
education program in its historical background.

Kumaravadivelu (2003) brings a comprehensive categorization of teacher
roles discussed in the literature: teachers as passive technicians, teachers as
reflective practitioners and teachers as transformative intellectuals. Although each
of these teacher roles already existed in the literature before Kumaravadivelu's
(2003) categorization, his contribution is crucial because it allows the reader to see
teacher roles in a holistic manner. Kumaravadivelu's (2003) categorization is
particularly important for this dissertation because it was the main source of
inspiration for this study.

For Kumaravadivelu (2003), teachers as passive technicians carry out the
role of transmitting knowledge produced by experts without questioning the
professional knowledge base or coming up with creative solutions for their own
context (Kumaravadivelu, 2003). While this notion of teaching is disempowering for

teachers, reflective teachers are seen as producers of knowledge and problem-
1



solvers. Teachers as reflective practitioners take initiative in school change efforts
and in their own professional development (Zeichner & Liston, 1996). In addition to
assuming such roles, teachers as transformative intellectuals work for creating a just
and equal society because the aim of education is not only “to maximize learning
opportunities but to transform life in and outside the classroom” (Kumaravadivelu,
2003, p. 14).

To unveil the dominant teacher role(s) underscored in the foreign language
education (FLE) program, this qualitative study benefits from document reviews, in-
depth interviews and classroom observations. In addition to surveying teacher roles
in program documents, this dissertation reports the perceptions of students, teacher-
educators and administrators as to the type of teacher the program seeks to educate.
Besides, this case study explores the daily reality of methodology and practice
teaching courses to give an in-depth perspective through classroom observations,
which were conducted in a span of two years between September 2012 and May
2014,

This dissertation study is designed as a qualitative case study. For qualitative
researchers, understanding the context deeply at a particular period in time is critical
(Savin-Baden & Howell Major, 2013). Qualitative research paradigm is centered on
the view that social reality is multiple and complex (Merriam, 2009). This is the
reason why this study focuses on understanding how different individuals
implementing and following the program construct reality from different angles.
Besides, for qualitative research paradigm, "society does not exist in an objective,
observable form" for discovery (Savin-Baden & Howell Major, 2013, p. 6). Rather,
people produce knowledge about the society in the light of their own worldviews.
Hence, qualitative research recognizes the notion that both the participants and the
researchers are subjective and have bias (Merriam, 2009). For qualitative researchers,
it is not possible for researchers to distance themselves from their own worldviews
neither in the planning phase nor in the interpretation period. In other words,
subjective and personal orientation is intrinsic to qualitative work (Savin-Baden &
Howell Major, 2013).

In qualitative research, "the researcher is the primary instrument for data
collection and analysis" (Merriam, 2009, p. 7). For the major instrument in
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qualitative research is human, "all observations and analyses are filtered through that
human being's worldview, values and perspective” (Merriam, 2009, p. 22). The data
analysis process depends on the investigator's intuition, sensitivity and analytical
powers. Taking their frame of reference from the interpretations of the participants,
researchers construct their own meaning from the available data. Thus, in the final
product of a qualitative work, there are multiple layers of meaning, which brings the
issue of subjectivity. Though subjectivity may be perceived as a threat to the well-
being of a study, it is in fact what makes qualitative research unique (Merriam,
2009).

In qualitative research, the researcher acknowledges her own subjective
position and should not refrain from using a first person discourse in the research
report (Hatch, 2002). Therefore, as the researcher of the study, | should briefly
introduce my positionality, stance and philosophy here. (The researcher's role is
discussed in more detail in Chapter 5.2). I am a novice teacher educator working in
the program | have investigated. When | started to conduct this research, | had been
working as an instructor in the program for two years. Not having been trained
originally as a teacher myself and having limited experience as a teacher educator, |
did not have much insight as to the program | was working for, which was the main
reason | conducted this study. The research process of this study enabled me to
develop a better understanding of the program.

Born as the second daughter of middle-class parents and raised in a
conservative family in a small town, | grew up questioning the restrictions | faced as
a young girl living in a limited social sphere. With the help of some radical educators
I encountered at high school and university, | became interested in critical theory.
However, it was the process of conducting this study which broadened my theoretical
knowledge and allowed me to uncover some of my own biases and assumptions as
well as my contradictory beliefs. The personal transformation | have undergone
while carrying out this study might also have had an indirect influence on this study.
Because | was seeing the world from a more critical perspective, this changed
worldview might have had an influence on the courses | taught and my interactions

with my students.



Qualitative researchers use different philosophical frameworks from critical
social theory to post-modernism, from social constructivism to constructivism to
guide their research (Savin-Baden & Howell Major, 2013). The philosophy that
underpins this qualitative research is Critical Social Theory and its educational heir,
Critical Pedagogy, which bore the concept of teachers as transformative intellectuals.
| selected it as the theoretical framework of the study because it offered the most
comprehensive research lens for the scope of the study.

Taking critical pedagogy as its theoretical lens, this dissertation will situate
the case in its political and historical context. Savin-Baden and Howell Major (2013)
state that the written product of a case study typically involves the "nature of the
case, the historical background, the physical setting, other important contexts, such
as economic, political and legal ones, other cases and the informants™ (p. 153). This
dissertation will attempt to do justice to all the elements of a case study. Therefore,
this introductory chapter will describe major characteristics of the study. The second
chapter will set the broader political, economical, historical and social context. The
third and fourth chapters will give an in-depth discussion of the theoretical
framework as well as other research studies in the literature. The fifth chapter will
introduce the method of the research describing the participants. The sixth chapter, in
turn, will present the analysis of document review. Chapter seven will depict the
historical background of the case, the setting and the characteristics of teachers
educated in the program as reported by interview participants. The eighth chapter
will introduce the findings of observation analysis. The last chapter will interpret the

findings and draw conclusions.
1.1 Teacher Roles Explored in the Study

This study explores teacher roles in the pre-service foreign language teacher
education program in central Turkey based on Kumaravadivelu's (2003)
categorization of teacher roles because it offers a comprehensive analytical tool in
describing different teacher roles given to teachers. However, this categorization
does not mean that these roles do not have overlapping characteristics. As
Kumaravadivelu (2003) argues, these roles could be interpreted in a hierarchy, in

which a teacher as a transformative intellectual includes some features of the



reflective practitioner and the characteristics of the reflective practitioner involves
some aspects of the teacher as a passive technician. Therefore, Kumaravadivelu
(2003) thinks it is useful to consider these three roles of teachers as relative

tendencies rather than absolute opposites.
1.1.1 Teachers as Passive Technicians

The concept of teachers as passive technicians originates from the writings of
American sociologist Donald A. Schon (1987), who criticized the traditional teacher
education model as “technical rationality.” For Schon, this model of professional
education assumes that all professional problems could be solved with the
application of scientific facts, rules and procedures. In this approach to teacher
education, all that practitioners have to do is to learn the results of scientific research
and to put them into practice. However, Schon (1987) asserted that the current
professional knowledge may not provide an answer to each and every teaching
situation and there might not be a single right answer for each case (Schon, 1987). As
this model is based on the premise that the findings of the scientific studies will
answer all problems in practice (Wallace, 1991), trainee teachers’ success is
measured in the extent to which they have put the professional knowledge base into
practice.

Assuming that the only legitimate knowledge comes from empirical studies,
this model of teacher education privileges the professional experts (Kumaravadivelu,
2003) leading to a hierarchy of knowledge production and consumption (Schon,
1987). Theory and research are considered to be the responsibility of university-
based scientists and scholars where the practitioners are only given the role of
passive technicians who learn the content knowledge available in the literature and
pass it onto the following generations. They do not have any chance to use their own
experience, creativity or critical reflection in practicing their profession even though
they are the ones who know the requirements of their everyday classroom context in
contrast to scholars who are usually detached from the classroom reality. The only
role assigned to classroom teachers is to make sure that students comprehend the
content knowledge without questioning the validity or relevance of that content

knowledge to their students or to their context (Kumaravadivelu, 2003).
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As the above discussion demonstrates, this transmission approach
disempowers teachers by reducing them to the role of passive practitioners who
never use critical judgment. Suppressed by the system of teacher education, these
student teachers find it difficult to find their own voices or styles in teaching and to
develop their own philosophies of teaching based on their own experience and
context. As Kincheloe (2008) suggests, technicist approach to teacher education
renders teaching into a "lifeless” practice by killing the curiosity and creativity of

teachers.
1.1.2 Teachers as Reflective Practitioners

As a reaction to the disempowering nature of the technicist view of teacher
education, reflective teaching movement has appeared. According to reflective
teaching, teachers are not passive consumers or transmitters of knowledge, but
producers of knowledge offering solutions to the problems in their own setting
(Zeichner & Liston, 1996). The roots of this movement can be found in the works of
educational philosopher John Dewey, who makes a distinction between routine and
reflective action (Dewey, 1933/1997). For Dewey, those teachers involved in routine
action obey tradition and authority without challenging them. They lose their
autonomy and decision making skills trapped in mechanical, habitual actions, which
lead to burnout. However, those engaged in reflective action evaluate every idea by
critical reasoning and look for different solutions in line with the demands of the
situation. Reflective teachers take responsibility for their actions and consider
alternatives rather than acting without thinking. Dewey (1933/1997) thinks teaching
is not a routine sequence of pre-determined acts, but a context-sensitive creative
intellectual activity in which teachers actively seek solutions to their everyday
problems.

For Dewey (1933/1997), reflective teachers have three distinguishing
characteristics: open-mindedness, responsibility and whole-heartedness. Open-
mindedness means being tolerant towards different ideas and not seeing them as
threats. Open-minded people evaluate their existing beliefs when they encounter new
data and they are open to accepting the possibility of making mistakes. They are

aware of the fact that they may not be right and they are not in a race to win a debate
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(Larrivee, 2008). They can criticize themselves. Open-minded reflective teachers are
ready to hear different views from their students and peers and they are capable of
adjusting their beliefs and teaching styles according to the different conditions.
Responsibility means "taking ownership for the consequences of one's actions"
(Larrivee, 2008; p. 91). Responsible teachers are aware of the fact that even their
good intentions may have unintended consequences for others and they act
accordingly. Wholeheartedness is devoting oneself to improve a situation.
Wholehearted reflective teachers look for different alternatives to help their students.
They do not give up until they find a solution (Larrivee, 2008). Even when there is a
lot of uncertainty, confusion and frustration, wholehearted teachers do not stop
looking for answers.

Another important figure in reflective practice is Donald Schon, who built on
the work of Dewey. Following Dewey, Schon (1987) believes that teachers are
autonomous decision makers who learn to teach by practicing teaching and reflecting
on their practice. For Schon (1987), classroom reality is full of unexpected problems
and dilemmas. In order to solve problematic situations teachers might encounter
every day, they need to engage in reflective action evaluating the context and coming
to conclusions. When they come up with a solution, they need to test it and to reflect
on the findings. For Schon (1987), reflection is a never ending process consisting of
acting, observing, reflecting, inventing, and testing. Therefore, it is a process of
continuous growth.

As reflective teaching became widely popular, confusion has emerged as to
what it really means and it has started to be criticized as becoming a slogan word
losing its essence (Burton, 2009). Zeichner and Liston (1996) warned that not every
thinking about teaching can be considered as reflective “if a teacher never questions
the goals and values that guide his or her work, the context in which he or she
teaches, or never examines his or her assumptions” (p. 1). Therefore, they clarified

what they meant by a reflective practitioner. For them a reflective teacher:

e examines, frames, and attempts to solve the dilemmas of classroom
practice;

e is aware of and questions the assumptions and values he or she brings
to teaching;



e is attentive to the institutional and cultural contexts in which he or she
teaches;

e takes part in curriculum development and is involved in school change
efforts;

o takes responsibility for his or her own professional development.
(Zeichner & Liston, 1996; p. 6).

Even though reflective teaching movement has been very influential in the
role and image of a teacher, it has also drawn some criticisms (Kumaravadivelu,
2003). As the main figure behind reflective teaching, Schon has been criticized for
treating the teacher’s learning process as an individual one in which the teacher is
considered alone in evaluating his/her practice without paying attention to the
interaction of that teacher with the social context or the people around him/her.
Despite discussing the interaction between the student teacher and teacher educator,
he doesn’t focus on the teachers’ collaboration in reflecting together or the dialogic
conversations they have (Zeichner & Liston, 1996). For social-constructivist
perspective of teacher education, however, teachers cannot reach the level of
reflection they reach in a dialogic mediation when they are alone (Johnson, 2009;
Vygotsky, 1986).

Another criticism for reflective teaching is related to its focus on the classroom
setting alone without considering the broader sociopolitical factors that influence
teachers and the institutional context they work in (Kumaravadivelu, 2003). Schon
Is criticized for directing the attention on teachers' inward inspection and losing
touch with the sociocultural reality. According to the critics, by focusing on their
own role in the classroom alone, teachers are directed to play a submissive role in an
education system which tries to suppress teachers to become technicians (Zeichner
& Liston, 1996). Critics assert if teachers are not to become servants to those in
power, they should empower themselves by questioning the purposes and

consequences of the education system.
1.1.3 Teachers as Transformative Intellectuals

The notion of teachers as transformative intellectuals was suggested by Henry
Giroux (1988), as a reaction to the attempts to devalue and deskill teacher work. For

him, in the current political and ideological climate, teachers are reduced to the
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status of technicians responsible merely for the implementation of curricular
programs rather than developing those programs in line with the needs of their
students or contexts (Giroux, 1988). He argues that this instrumental technocratic
approach is also evident in the teacher preparation programs which focus on
preconceived subject matter and methodology without letting student teachers
discover teaching on their own. For Giroux (1988), by emphasizing “how to teach”
a certain skill effectively, these programs do not direct students to see the underlying
principles behind various theories, methods or techniques. This rationality, Giroux
(1988) asserts, is also at work at the school setting, as teacher autonomy is limited
with standardized “teacher-proof” curriculum packages, which makes it easier for
the central management to control and direct teacher behavior. In this rationality,
there is the illusion that all students will learn with the same materials and
methodology regardless of their different backgrounds, experiences or talents
(Giroux, 1988).

In order to reconceptualize teacher work, Giroux (1988) argues teachers should
be seen as transformative intellectuals. By focusing on the notion of teacher as an
intellectual, he underlines the fact that teachers are reflective practitioners who
should take active part in curriculum development efforts. Even though his notion of
a teacher as an intellectual corresponds with the definition of a reflective practitioner,
Giroux thinks this is not the only role teachers should play. For Giroux (1988),
teachers should also be transformative and challenge the social and political
movements that “ignore the intelligence, judgment and experience that teachers
possess” and that prevent teachers from preparing “active and critical citizens” (p.
121). The mission of teachers as transformative intellectuals is to “combine scholarly
reflection and practice in the service of educating students to be thoughtful, active
citizens” (Giroux, 1988; p. 122) for the well-being of democracy.

In fact, Giroux and McLaren (1986) gave a detailed explanation of the term
transformative intellectual in their article. Because it is a crucial concept for the

study, it is worth quoting them at length here:

By the term “transformative intellectual,” we refer to one who exercises

forms of intellectual and pedagogical practice which attempt to insert

teaching and learning directly into the political sphere by arguing that
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schooling represents both a struggle for meaning and a struggle over
power relations. We are also referring to one whose intellectual practices
are necessarily grounded in forms of moral and ethical discourse
exhibiting a preferential concern for the suffering and struggles of the
disadvantaged and oppressed. Here we extend the traditional definition of
the intellectual as someone who is able to analyze various interests and
contradictions within society to someone capable of articulating
emancipatory possibilities and working towards their realization.
Teachers who assume the role of transformative intellectuals treat
students as critical agents, question how knowledge is produced and
distributed, utilize dialogue, and make knowledge meaningful, critical,
and ultimately emancipatory (p. 215).

To transform their students into critical agents of change, teachers as
transformative intellectuals raise their consciousness about the political nature of
schooling not to mention the social, economic and political inequalities it reinforces
that exist in the society. (Giroux, 1988). In order for their students to work for
emancipation, transformative teachers prepare both themselves and their students to
struggle against oppression exploring the ways to deal with the risks. They motivate
their students to develop a critical lens and to take action to fight against the injustice
and exploitation at schools and in the larger world (Kumaravadivelu, 2003). On the
other hand, teachers as transformative intellectuals make the subject matter more
relevant to students’ own experiences so that they are able to see the political and
moral implications of their experience and to question their own assumptions
(Giroux, 1988). Teachers as transformative intellectuals also give students voice in
expressing their ideas and concerns so that they develop “a civic courage” to
transform themselves, others and the society at large (Giroux, 1988; p. xvii). To put
it in Giroux’s words (1988, p. xxxiii), teachers as transformative intellectuals should
“not only empower students by giving them the knowledge and skills they will need
to be able to function in the larger society as critical agents, but also educate them for

transformative action.”
1.1.4 Discussion of Teacher Roles

As Kumaravadivelu (2003) noted, these teacher roles are not absolute
opposites, but have some features in common. There is no doubt that teacher

candidates should have a mastery of the existing language teaching methodologies
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and they should make self-evaluations (Adler, 1990). They should learn the
collective memory of the field not to reinvent the wheel and to be able to move
beyond the existing pedagogical content knowledge. As Zeichner (2009) argued,
critical education does not intend to devalue technical knowledge, reflective abilities
or reflective teaching. These are all necessary for educating teachers. From a critical
perspective, however, these are not sufficient. The knowledge base of teacher
education should not be limited to general pedagogical knowledge, pedagogical
content knowledge or the subject matter knowledge (Zeichner, 2014). For critical
pedagogues, all types of teacher knowledge as categorized by Shulman (1987)
should be included in teacher education. To remind the reader of Shulman's (1987, p.

8) categorization, it included the following:

1) content knowledge,

2) general pedagogical knowledge,

3) curriculum knowledge,

4) pedagogical content knowledge,

5) knowledge of learners and their characteristics,

6) knowledge of educational contexts,

7) knowledge of educational ends, purposes and values and their
philosophical and historical grounds.

Shulman (1987) came up with this categorization after years of observing novice and
expert teachers and analyzing what knowledge teachers gained (or failed to gain).
Despite providing a comprehensive description of teacher knowledge base, he
warned that this categorization was not "fixed or final" (p. 12). Since Shulman's
categorization, new models of teacher knowledge base have been offered (Turner-
Bisset, 1999; Verloop, Van Driel & Meijer, 2001). Still, Shulman's is recognized as
the main source of reference.

If parallelism is to be made between Kumaravadivelu's (2003) teacher roles
and Shulman's (1987) categorization of teacher knowledge base, one might argue
that a technicist view of teacher education focuses on items 1, 2 and 4 in the above
list (i.e., content knowledge, general pedagogical knowledge and pedagogical content
knowledge). Reflective teacher education, however, integrates these fundamental
bases of teacher education with curriculum knowledge, knowledge of learners and

their characteristics and knowledge of educational contexts (i.e., all of the above
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except for item 7). Critical teacher education, in turn, encapsulates all elements in
Shulman's list with a specific focus on educational ends, purposes and values to
educate teachers as transformative intellectuals. In this respect, it could be natural for
teachers as transformative intellectuals to emerge as the broadest category of teacher
roles in Kumaravadivelu's (2003) categorization.

Despite the all encompassing nature of the notion of teachers as
transformative intellectuals, one might argue that it is not possible to address all of
the items in Shulman's (1987) list in a pre-service teacher education program given
the limited time and resources. One might even find it as luxurious or utopian to
educate teachers as transformative intellectuals taking into consideration the big gaps
in learners' content knowledge or pedagogical content knowledge. Though such an
argument might have a point, a counter-argument would claim that a four year
university level pre-service teacher education would not be complete without doing
justice to all elements of teacher knowledge. While a short-term teacher-training
course could prioritize some areas of teacher knowledge, a four-year university
education cannot be reduced to a selection of elements from among the teacher
knowledge base. Such a selection would "trivialize™ teaching "ignoring its
complexity" in Shulman's (1987, p. 6) words. On the other hand, as Kincheloe (2004)
put it, it would be "naive and dangerous to think that teachers can become the
rigorous professionals ... without a conceptual understanding of contemporary and
past societies and the socio-cultural, political and economic forces that have shaped
them™ (p. 50). From a critical perspective, only through such an understanding can
teachers develop new ways of teaching and advancing knowledge both for
themselves and for their community (Kincheloe, 2004).

Besides, a university education based on a limited body of teacher knowledge
could be considered as a violation of students' rights of getting a high quality
education. As Liston, Whitcomb and Borko (2009) put it:

Candidates should not be trained or molded to get a particular
educational path - at least not without their informed and educational
consent. Today, however, many (certainly not all) university-based
teacher candidates are being inculcated to see teaching and schooling
within a dominant, progressive paradigm ... Candidates are prepared for a
professional role that frequently does not match the realities of public
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schooling. Future teachers' education should include .. an examination of
their own personal and professional values as well as the larger
educational and cultural values. The education we offer our candidates
should engage them in the best that the liberal arts tradition has to offer:
reflective self-discernment as well as critical cultural understanding.
Without this sort of educational engagement ... we are failing the
profession, the larger public, as well as our schools' students (p. 107).

As the above quote reveals, for the well-being of the profession of teaching and for
teacher candidates to get an understanding for the reasons behind the problems they
face at schools, teacher education needs to have a broader scope. Otherwise, teachers
would fall into the trap of diagnosing the problem as their faulty methodology and
look for new techniques rather than trying to broaden their limited understanding of
the complexity of teaching (Halliday, 1998).

Because critical pedagogy focuses on the world as it should be (Kincheloe,
2004), it is difficult not to set educating teachers as transformative intellectuals as the
most comprehensive teacher model. However, my aim in this study is not to make a
judgment concerning the teacher education program or the people involved in it
based on the teacher ideal in my mind. Rather, my ambition is to get a deeper
understanding of the teacher roles underscored in the program and to make an
inquiry as to the underlying influences on the daily practices of those implementing
and/or following the program. In fact, this study might be considered as my reflective
inquiry into the daily reality | experience from a more critical perspective, because as

an insider 1 would not be immune to any conclusions drawn from the study.
1.2 The Aim of the Study

The research studies conducted in Turkey have concentrated more on the
evaluation of the program contents as perceived by students, alumni, and teacher
educators. The review of accessible research literature indicated there was no study
investigating a foreign language teacher education program in terms of the teacher
roles fostered in that program. This study does not only describe the dominant
teacher roles educated in the program; it also attempts to explain the political,
economic and social reasons behind the selection of particular teacher roles locating
the program in a historical context. Considering the historical realities of the system

of teacher education and the dominant teacher roles in Turkey (see Chapter 2), one
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might think that the findings of the current study could be predicted even before such
a study is conducted. One might also question the possibility of educating
transformative intellectuals in such a system of teacher education given the fact that
this teacher education program was introduced by the CoHE (The Council of Higher
Education) in an ideological space invaded by the discourse of neoliberalism. While
it may be true that the program under investigation cannot be conceived as a distinct
entity separated from the socioeconomic realities of the country, it would be
deterministic to assume that the dominant sociopolitical and economical structure
will certainly reproduce teacher candidates prescribed by the CoHE. Claiming that
would deny the agency of the actors in the program - both the faculty and the
students. Though being constrained within the structure of higher education, the
actors of the program always have the option of challenging the notion of teacher
education imposed on them.

Therefore, this study aims to provide an in-depth analysis of the teacher roles
fostered in a teacher education program by giving a thick description of the context
of the study (in its institutional culture) as well as the agents responsible for the
running of the program. It also seeks to provide a closer look at what happens in the
day to day realities of the methodology and practicum courses in the program
through detailed field notes taken during classroom observations. The study also
brings the voices of the actors of the program including teacher educators, emeritus

professors, program administrators and students.
1.3 Research Questions

Every teacher education program is based on a certain model of training or
educating teachers whether or not it is stated explicitly. As a result of that explicit or
implicit approach to teacher education, teacher candidates following particular
programs are trained or educated to see the educational reality and their own roles as
teachers largely from the lens of those programs (Liston et al., 2009). Though one
cannot claim that the students are the end-products of particular programs in a
deterministic manner, one could argue that they are heavily influenced by them. This
case study explores the orientation of a Turkish foreign language teacher education

program for the development of teacher roles in teacher candidates through
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document reviews, semi-structured interviews and classroom observations. This
study is by no means a study investigating the teacher roles assumed by the students
or graduates of the department. Rather, this case study sheds light onto the teacher
roles highlighted in documents and in the daily reality as perceived through
observations and reported by participants. This dissertation study addresses the

following research questions:

1) What teacher roles are conveyed by the documents generated by different
educational institutions (namely the Council of Higher Education, the Ministry
of National Education, the university, the faculty of education and the foreign
language education department)?

2) What teacher roles does the FLE program prepare teacher candidates for?

a) What are student, teacher educator and program administrator views about the
teacher roles the FLE program fosters?

b) What teacher roles are fostered in methodology and school-based practicum
components of the FLE program?

3) What are the political-economic, socio-cultural and institutional reasons behind
the support for and the adoption of these differing teacher roles?

1.4 The Need for the Study

The preparation of teacher candidates for different roles has been an issue of
concern in the teacher education literature for a couple of decades. There are works
problematizing the roles teachers assume (e.g. Giroux & McLaren, 1986; Oladi,
2013; Zeichner, 2014) in relation to the purposes of teacher education programs as
well as studies describing attempts to prepare teachers either as reflective
practitioners (e.g. Goodman, 1984; Halliday, 1998; Jay & Johnson, 2002) or as
transformative intellectuals (e.g. Esau, 2013; Giroux, 1988; Sevier, 2005) in teacher
education programs. However, the review of literature does not reveal any studies
exploring teacher roles in a teacher education program. This might be because
teacher education programs usually define the type of teachers they want to prepare

from the onset leaving no room for a later investigation on the teacher roles the
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teacher education program fosters. However, as the purpose of teacher education
programs does not seem to be clearly defined in the Turkish context, there seems to
be a need to explore the teacher roles teacher education programs prepare teacher
candidates for. This case study may thus provide some clarity to the issue at least in a
specific teacher education program implemented at a certain point in time and might
reveal the need for teacher education programs to define the teacher roles they
prepare their candidates for.

On the other hand, there are arguments in the literature indicating that pre-
service teacher education programs in Turkey are not able to educate professional
teachers who are able to make autonomous decisions being informed by the social
and political dimensions of education (Okgabol, 2012; Ozsoy & Unal, 2010).
However, there seems to be no empirical evidence to support or to reject this
argument, as no study was found on the roles teacher education programs are
preparing teacher candidates for in Turkey. Even studies investigating perceptions or
beliefs about teacher roles in the Turkish context are scarce. Studies describing
innovations or interventions in teacher preparation for educating reflective
practitioners or transformative intellectuals are non-existent perhaps because teacher
education curricula in Turkey is centralized allowing no space for innovation
(Y1ildirim, 2013). Filling a gap in literature, this study will hopefully open a topic of
further debate in Turkish teacher education literature about the purposes of teacher
education and the roles teacher candidates are prepared for.

As the meta-analysis of teacher education research in Turkey by Yildirim
(2013) indicates, research literature in Turkey is filled with perception studies
conducted through surveys. Turkish teacher education literature lacks studies on the
processes of teacher education, the structure of teacher education curriculum, and the
impact of various components of teacher education programs on teacher candidates'
development as teachers. This qualitative case-study may shed light on some of these
issues by providing a thick description of the practices in the program, a detailed
analysis of the program documents together with the transformation of the program

in time, and student views on different components of the program.
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1.5 The Significance of the Study

Offering an in-depth analysis of a foreign language teacher education program
in Turkey, this study will provide insights as to teachers educated in Turkey in the
real world of a faculty of education. Such an understanding will contribute to the
expansion of this area of research, which may in turn become a body of cumulative
research shedding light on the actual practices of teacher education in Turkey and
abroad. By situating the program in its historical context, describing classroom
reality and conveying the voices of students, teacher educators and program
administrators, this study may also set an example to further research in this field
with the holistic perspective it provides into the reality under investigation.

Setting a living example to the current situation of teacher education in Turkey,
this study may restart a discussion on the philosophy of teacher education programs
and open some space for the transformation of the system by contributing to
decision-making processes both on a national and a local basis. The study may also
contribute to a reevaluation of the teacher education programs by those working or
educated in those programs and may inspire change efforts in these programs.

Apart from the potential contributions of the final product of this study to
research literature and educational policies in Turkey, even the process of data
collection in this research might have had an influence on the department and some
of the people involved in it. The long conversations we had with some of the
interview participants during and after the focus group interviews have led to the
emergence of a new student group which was founded to create a difference in the
department by organizing cultural and social events. Some student complaints |
reported to the department administration about the physical atmosphere in the
department were taken seriously by the program administrators and some small
adjustments were made. The process of carrying out this research study also had a
profound influence on me as a person, and as a teacher educator. The process of the
study itself transformed my political and educational perspective teaching me to
combine reflection and action. Such a transformation in my perception of the world
at large and the program in particular might also have had an impact on the program
| investigated and taught at. The fact that | have started to include more critical

readings and discussions in the courses | teach might have led to a minor change in
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the program. Inspired by some of the burning issues raised by the interview
participants, the series of educational, professional and career related seminars I
organized with a couple of my colleagues might also have addressed some of the

concerns of the student teachers.
1.6 Context of the Study

This study was conducted at a foreign language teacher education department
of a prestigious public university in central Turkey which offers English-medium
instruction. In addition to the undergraduate program being investigated in this study,
the department also runs graduate programs in English Language Teaching and in
English Literature. For the 4-year undergraduate pre-service teacher education
program, the department admits around 110 top ranking students in the centralized
university entrance examination in Turkey every year. The program also accepts
international students from abroad, especially from the central Asian Turkic
countries in addition to the European exchange students. Most of the students
enrolled in the program are Turkish citizens. Until very recently, they consisted of
graduates of teacher training high schools who had the advantage of gaining extra
points in the university entrance exam if they chose teacher education programs.
However, with the latest change in the education system, first the advantages of these
schools were removed and after that the teacher training high schools were abolished
in 2014.

When students are admitted to the university, they are obliged to take an
English proficiency test. If they fail the exam, they have to study an additional year
of intensive English at the English preparatory program before their freshman year.
In addition to the departmental must courses, they are free to select departmental and
non-departmental electives in their four year studies. The undergraduate program
investigated in this study was introduced by the Council of Higher Education
(CoHE) in 2007 and is being implemented with some modifications by the
department. The program includes English teaching methodology courses, general
education courses, linguistics courses, literature courses, English proficiency courses

and teaching practice courses (see Appendix A for the full list of courses).
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Most students in the undergraduate program have middle-class or working-
class families from various parts of Turkey and from abroad. An overwhelming
majority of undergraduate students in the program is female and they are mostly aged
between 18 and 24. Most of the students live in dormitories on campus and they are
able to benefit from the lively campus atmosphere of the university. However, they
are educated in relatively large classes (about 30 students in each class) in a remote
part of the campus, as the faculty of education is not located in the centre of the
campus.

The full-time faculty (22 professors in total) working at the department
specialize in a wide range of fields including language teaching, teacher education,
linguistics and English literature. As the university's policy of promotion requires
faculty to have a doctoral or post-doctoral degree from abroad, most of the faculty
received their degrees from the American or European Universities. The workload of
the faculty varies between offering three courses to five courses each semester
depending on their academic titles. However, they are under a heavy pressure to
publish, as the university is quite competitive in that respect. In addition to the full-
time faculty, the department also hires up to fourteen part-time instructors almost
each semester due to the lack of enough professors to teach departmental courses.

Both the department which offers the undergraduate program investigated in
this study and the faculty of education it works under came into being as a result of
the imposition of the CoHE in 1982. Before the department was founded, the
teaching staff of the department was already offering compulsory and elective
English courses at the Department of Humanities at the Faculty of Arts and Sciences.
In spite of the fact that the foundation of a foreign language teacher education
program was a result of a top-down decision making process, the faculty who
assumed the responsibility of teacher education were happy with the new born
department (personal communication with emeritus professors). However, having
been founded at a university specializing in educating engineers, this faculty
educating teachers was bound to stay in the margins of the university. Even today, it
is located literally in the periphery of the campus and suffers from a lack of resources

and enough space for classrooms, offices and recreation areas.
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The university which hosts the teacher education program investigated in this
study was founded in 1950s and became one of the leading research universities in
Turkey. Having been funded by international aid in its foundation years, the
university itself became the home of democratic ideas in 1960s. The tradition of
revolutionary thought and tolerance for diversity at the university still remains today.
However, as a public university struggling to get adequate state funding, it has
started to engage into partnerships with industry, opened a foundation school
offering education for elementary, secondary and high school students and launched
joint programs with a US based university to create extra sources of income for the
faculty and university. The joint undergraduate program with the American
university enrolls students who score lower in the university entrance exams but are
able to pay large amounts of tuition fees. Despite such financial issues, the university
Is one of the most developed and respected universities of the country admitting
mostly top scoring students at the university exams.

When it comes to a brief description of Turkey, it is a country full of
contradictions. Its economy has grown so fast in the last decade that it became the
fastest developing economy of Europe in 2011 (inan, 2013). It achieved to rank as
the 19th richest economy of the world according to its GDP ($ 820 billion) in 2013
(TUIK, 2014). However, in terms of its gross domestic product per capita ($ 10 782)
(Turkish Statistical Institute-TUIK, 2014) Turkey ranked the 65th country in the
same year. Turkey has the highest third income inequality rate among the OECD
countries (OECD, 2014). While waiting for full membership for the European Union,
it is facing a growing number of honor crimes and violence against women and
LGBT. According to Global Gender Gap Index, Turkey ranked the 125th among 142
countries in 2014 (World Economic Forum, 2014). While trying to harmonize its
legal system with the European Union (EU), Turkey has been the first country which
has received the most number of judgments (2639 judgments) with at least one
violation of human rights between 1959-2013 (European Court of Human Rights,
2014). In spite of being officially monolingual, it is a country in which a multitude of
languages and diverse ethnic groups live. Populated by a predominantly conservative
Muslim people, it is a secular country in which women enjoy relatively more

freedom than other countries in the Middle East. It is also a country which saw the
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solidarity among diverse groups against the police violence during the Gezi Park
protests, which broke out to protect the only green area left in Istanbul's Taksim
Square from turning into a shopping mall and ended up becoming a widespread
campaign against the anti-democratic practices of the government in June 2013.
These protests broke at a time when some of the student interviews for this research
study had been scheduled. Due to the events, some of those interviews had to be
cancelled or rescheduled. Therefore, some of the student reports of the study carry

the imprint of those difficult days in the country.
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CHAPTER 2

HISTORICAL BACKGROUND

Critical pedagogy emphasizes the importance of domains of political,
economical, historical and social foundations of education. Without a political and
historical perspective, a critical analysis would be lacking. Therefore, the following
sections will give a brief outline of the Turkish education system relating it to the
realities of Turkish economy and political history. After that, the system of higher
education and teacher education in Turkey will be surveyed. In the light of that
background, the transformation of teacher roles in Turkey will be explored. Finally,
the systems of foreign language education and foreign language teacher education in
Turkey will be described.

2.1 The Political Economy of Education in Turkey

For the sake of ease of analysis, Turkey's political economy will be divided
into three sections here. The first part will outline the economic and educational
structure of the initial years of the Turkish Republic in its struggle to modernize the
country. The second part which starts from the time when Turkey moved to multi-
party democracy dwells on those years when Turkey saw two military interventions.
During that period, the economic and educational policies became more and more
oriented towards the international capitalist system (Boratav, 2011). The last period
which covers the current system of economy and education in Turkey starts with the
year when Turkey witnessed its third coup d'état in 1980. That was a turning point in
the history of the country as neoliberal economic policies were adopted, which had
serious implications for the education system in Turkey (inal & Akkaymak, 2012).

2.1.1 Foundation Years (1923-1946)

The economy of the young Turkish Republic did not have a major break-off
from the Ottoman Period. As the Ottoman Empire had become integrated into the

world capitalist system in the early 19th century (Kazgan, 2009), it was given the
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function of exporting agricultural products and raw materials and importing
industrial goods in the international division of labor (Boratav, 2011; Girgin, 2014).
Despite the fact that the new Turkish Republic was founded after an anti-
imperialistic independence war, it followed a capitalist economic system overtaking
the debts of the Ottoman Empire (Alpay, 2008). In 1923, Izmir Economic Congress
was held and liberal economic policies were adopted according to which private
enterprise and investments by foreign capital were to be supported (Finefrock, 1981;
Hig, 2009). In 1920s, the Turkish government attempted to produce local capitalists
by leaving the running of state monopolies to the private sector (Kazgan, 2009).

Though the Republic of Turkey did not depart radically from the Ottoman
Empire in terms of economic policies (Boratav, 2011), the new regime desired to
break away from the traditional religious norms of the Ottoman period. They wanted
to build a Westernized nation-state in line with the world capitalist system (inal &
Akkaymak, 2012). To this end, many political, social and economic reforms were
carried out including the abolition of the caliphate, the unification of educational
institutions, the transformation of the written orthography into Latin alphabet,
adoption of Western clothes, and regulation on calendar. In 1923, the Ministry of
Education was founded (Okgabol, 2005a). For the formation of the new education
system, many educational experts including John Dewey were invited to Turkey
(Okgabol, 2005a). The new schooling system operated under the ideology of
nationalism and secularism (Kazgan, 2009).

With the onset of the Great Depression of 1929, many world economies
started to adopt a welfare system which depended on state's intervention on economy
protecting the economic and social welfare of its citizens (Hig, 2009). Considering
the fact that the liberal economic policies of the first decade had not brought about
the expected capitalist development in the country, Turkey changed its economic
system from a truly liberal one to a state-interventionist economy following the
world trends (Boratav, 2011; Kazgan, 2009). The new import substitution system
was based on the protection of national industry (Yiicesan-Ozdemir & Ozdemir,
2012). Therefore, many industrial investments were made by the state to boost the
economy until the private sector matured enough to operate on its own (Hig, 2009;
Kazgan, 2009).
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In this period, elementary education became compulsory, as the new regime
saw the education system as a key modernization tool for the public (Inal, 2012).
Teachers were accorded great importance in the new system, as they were the ones to
transfer the new ideology of the state to the public (Girgin, 2014). In the same vein,
education of women carried an utmost importance (Gok, 2007). All schools at every
stage of education were open to girls. In addition, Girls' Institutes (Kiz Enstitiileri)
were founded to educate modern Turkish mothers and housewives (Gok, 2007). On
the other hand, to address the underdevelopment of countryside, Village Institutes
were established in 1937. Children of villagers, both girls and boys, were educated at
these institutes to transform them into teachers of other village children in different
parts of Turkey (Aysal, 2005). These institutes had a major influence on the
educational climate of the country together with the Ministry of Education’s policy of
enlightenment embracing values of humanism with the world classics translated into
Turkish. However, these influential institutes, which achieved their mission of
educating skillful and intellectual teachers, were closed with the allegations of

promoting communism in 1954 (Aysal, 2005).
2.1.2 The Multi-Party Period (1946-1980)

Although Turkey did not join the World War Il, its economy suffered from
the impact of the war (Ekzen, 2009). The development of the economy came to a halt
and new taxes were imposed on the public (Boratav, 2011). In the aftermath of the
war, Turkey had its first multi-party elections in 1946. Along with the political
changes in the system, the economy started to become more liberal than the earlier
period as the state began to loosen its grip on the customs barriers (Kazgan, 2009).
Therefore, the economic system became vulnerable to foreign aids and investments
(Boratav, 2011). Turkey became members of the World Bank, and the International
Monetary Fund (IMF) in 1947 and lost its power of independent decision making in
economy (Ekzen, 2009). With political power handed over to the Democrat Party
(DP) after the 1950 elections, Turkey opened itself truly to foreign investment.
Turkey was provided with the Marshall Aid by the USA, the post-war leader of the
world, (Boratav, 2011) for Turkey to produce agricultural products and raw

materials. The industrial development of Turkey was not supported by the
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international organizations (Ekzen, 2009). In 1952, Turkey became a member of
North Atlantic Treaty Organization (NATO), which was founded against the
communist bloc of the former Soviet Union.

As Turkey started to be considered as a shield against communism, the
education system took its share from the state ideology of the time. During this era,
Democrat Party was repressive against teachers, university professors and journalists
who opposed the DP (Hig, 2009). Village Institutes and Public Houses (Halk Evleri)
were closed with the claim that propaganda of communism was being made at these
institutions (Okgabol, 2005a). Some of the secular schools of the founding years of
the Turkish Republic were replaced with religious schools under the name of
educating imams - religious leaders in mosques - (Imam Hatip Orta Okullart) and
elective religion courses started to be offered in the secondary schools (Okgabol,
2005a; Sakaoglu, 2003). Education colleges (Maarif Kolejleri) giving English-
medium instruction for secondary and high school students were established. A
National Educational Council (Egitim Milli Komisyonu) was formed to guide the
training of teachers with the support of American Ford Association in 1958
(Sakaoglu, 2003). The same council also prepared the curriculum for elementary
education, which went into practice in 1961 (Okgabol, 2005a). At the same time,
vocational schools had a boom in these years.

The Democrat Party rule was intervened by a military coup in 1960, which
sentenced the former prime minister and two ministers to death. This military
intervention was carried out by a group of officers who also had the Chief of the
General Staff arrested. 147 university professors and hundreds of judges were
dismissed after the military intervention. In 1961, the military commanders formed a
constitutional assembly including the representatives of political parties, labor
unions, universities, etc. to make a new constitution. Just as in other Western
democracies, Turkey also favored a mixed economic regime attempting to ensure
social justice in the post-coup period (Hig, 2009; Kazgan, 2009). In the following
period the import-substituting industrialization grew even larger with the increasing
demand for consumer goods among the public (Boratav, 2011). In 1960, State
Planning Agency was established and started to prepare five-year development plans

(Okgabol, 2005a). In the first (1963-67) and second (68-72) development plans, the
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state aimed to provide equality of opportunity in education and to educate the human
resources necessary for the economic development to occur (Okgabol, 2005a).
Therefore, vocational and technical education institutions were increased. Science
High Schools (Fen Liseleri) were opened. The Elementary Education Law of 1961
stated that elementary education is given free of charge to each citizen irrespective of
their gender, ethnicity or religion at public schools. After the free elections of 1965,
the Justice Party came to power and followed the center-right liberal economical,
political and educational policies of its predecessor, the Democrat Party (Boratav,
2011). Girls started to be admitted to the religious secondary schools. A new law
regulating the private institutions of education was passed in 1965, which led to an
increase in the number of private schools (Okgabol, 2005).

Ironically, the new constitution prepared by the military regime allowed some
space for democratic organizations to grow. Within this atmosphere, Turkish
Teachers' Union was established (Tiirkive Ogretmenler Sendikasi, TOS) in 1965 and
became very popular among teachers (Okgabol, 2005a). Along similar lines with the
student movements around the world, opposition movements against imperialism and
capitalist exploitation organized by students, teachers, and workers became
widespread in Turkey. The leftist movement gained momentum and a socialist party
entered the parliament for the first time in Turkey in 1965 (Hig, 2009). Soon student
and worker demonstrations became widespread followed by the armed clashes
between the right and the left, which resulted in political unrest (Hig, 2009).

The chaotic environment of the late 1960s ensued another coup d'état in 1971
in Turkey. The military regime limited some of the freedoms of the constitution of
1961 such as the right of civil servants to unionize (Okgabol, 2005a). Some unionists
and intellectuals were tortured and three leaders of student demonstrations were
executed by the military power. Meanwhile, the economic program of the earlier
period continued until late 1970s and the coalition governments adopted populist
economic policies which provided the working classes with short-term advantages
like a sound social security system (Boratav, 2011). However, the numbers of
religious schools and the students enrolled in those schools had a dramatic increase

in this period. Besides, the number of private tutoring courses (dershane) to prepare
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students for the various nation-wide standardized tests began to rise (Okgabol,
2005a).

2.1.3 The Period of Neoliberal Transformation (1980-2014)

In late 1970s, with the impact of the recession, world capitalist states started
to change their economic policies. As their markets had already saturated, they
started to look for global markets and diverted from their earlier welfare state
policies in which they cared for the laborers (Watson, 2012). The global markets they
discovered anew had already given them access to cheaper labor force (Thursfield,
2000). Therefore, they started to privatize public industries and to pursue neo-liberal
economic growth policies focusing on exportation. In the new system of economy,
nation-states had become obsolete as the global markets were the new target
(Boratav, 2011). Martinez and Garcia (2000, as cited in Cole, 2008, p. 88) described
this new phenomenon of neo-liberalism as having five major characteristics. In their

own words, these characteristics are as follows:

e The rule of market (the liberation of free or private enterprise from
any bonds imposed by the state no matter how much social damage
this causes, greater openness to international trade and investment, the
reduction of wages by de-unionizing workers and eliminating workers'
rights, an end to price controls, total freedom of movement for capital,
goods and services.)

e Cutting public expenditure (less spending on social services such as
education and healthcare reducing the safety-net for the poor, reducing
expenditure on maintenance, e.g. of roads, bridges and water supply)

e Deregulation (reducing government regulation of everything that
could diminish profits [less protection of the environment, lesser
concerns with job safety])

e Privatization (selling state-owned enterprises, goods and services to
private investors, e.g. banks, key industries, railroads, toll highways,
electricity, schools, hospitals, fresh water.)

e Eliminating the concept of "The Public Good" or "Community"
(replacing it with "individual responsibility”, pressuring the poorest
people in a society to find solutions to their lack of healthcare,
education and social security by themselves.) (Martinez and Garcia,
2000, as cited in Cole, 2008, p. 88)

Under the realities of the new period, Turkey also began to harmonize its
economic policies to the world capitalist system. On January 24, 1980 measures were
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taken in line with the suggestions of the IMF (inal & Akkaymak, 2012). As these
measures had many items that would meet serious reaction by the public, it had to be
enforced by a military intervention. On September 12, 1980, Turkey saw another
military regime which allowed for the structural transformation in economy to take
place (Boratav, 2011). The new program included "a reduction in government
involvement in productive activities and an increased emphasis on market forces"
(Yiicesan-Ozdemir & Ozdemir, 2012, p. 6). The new neo-liberal policies depended
on the free flow of capital and goods, the privatization of state-owned industries and
the reduction in public expenditure (Boratav, 2011). Interest rates started to be
determined by market conditions. Customs barriers were laid off (Boratav, 2011). As
the whole economy became more market-oriented, the living and working conditions
of working classes started to deteriorate. Rather than full-time employees, companies
started to hire temporary workers (Yiicesan-Ozdemir & Ozdemir, 2012). Yet, the
opposition to these developments was to be silenced by the repressive military
regime. Thousands of people were arrested; hundreds of teachers and university
professors were thrown out of their jobs; newspapers were closed; many books were
burned (Hig, 2009).

One of the implications of this military regime for education was the
compulsory religion courses in elementary and secondary education because the new
policy of education and culture was Turkish-Islam synthesis (Gilines & Giines, 2003;
Okgabol, 2005a). Another was the option provided to foundations to establish higher
education institutions. With new regulations, the state encouraged the opening of
private schools and tertiary institutions (Okgabol, 2005a). A new discourse about the
state lacking enough resources for public expenses started to be disseminated
(Okgabol, 2005a). Therefore, the number of private institutions in all fields of
education increased year by year since 1980s to this day, which came to mean that
education lost its status of being a public service and became a commodity to be
bought and sold (Altunya, 1995; Giines & Giines, 2003).

The military officers left the political power to the government of a former
World Bank employee, Turgut Ozal with the 1983 elections. In fact, Ozal was the
architect of the January 24th measures taken before the military intervention and he

assumed the responsibility of implementing those neoliberal policies when he
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became the prime minister (Kazgan, 2009). In 1990s, Ozal became the president
leaving the stage to coalition governments. The coalition government led by the
Welfare Party ran the government between 1991 and 1997 (inal & Akkaymak,
2012). The Welfare Party was accused of indulging in acts against the republican
regime and was closed in 1997 under the influence of a so-called post-modern coup.
The same year, the duration of compulsory elementary education was increased to 8
years with the dictation of the military forces in order to close the secondary level
imam hatip religious schools. The successors of Welfare Party formed a new party,
which is the ruling party - Justice and Development Party (AKP) - of today (2015).
Although the ruling party changed many times since 1980, the neoliberal economic
regime did not change (Boratav, 2011). Since 1980, the Turkish economy has been
shaped by the austerity measures imposed by the World Bank and the IMF (Cavdar,
2013). Yet, the neoliberal regime has even accelerated since 2002 when AKP came
to power (Inal & Akkaymak, 2012).

The influence of the World Bank was not limited to economy. In the year
1992, Turkey started to undertake a project called the Development of National
Education with the financial support of World Bank (CoHE, 2007b). According to
the international examinations like PISA (Program for International Student
Assessment), Turkey scored lower than the average of OECD countries in 2003
(Aksit, 2007). Therefore, in 2004, a constructivist student-centered education model
was launched in order to adapt to the education system of European Union Turkey
hoped to join. The new system prioritized educating a workforce the globalized
world demanded (inal, 2012). Among the main objectives of the curriculum reform
were adopting a student-centered constructivist model moving away from a teacher-
centered and a subject-centered model, reducing the content of the courses, using
alternative assessment methods, encouraging learning by research and self-discovery
and integration of information and communication technologies (Aksit, 2007,
Oztiirk, 2011). Although the curriculum reform was welcomed by the education
circles and among the public (Oztiirk, 2011), there were also critics. The curriculum
reform was carried out under the conditions of limited resources, scarce teacher
training opportunities and poor facilities (Oztiirk, 2011). There were major

controversies about the way the new curriculum was developed: it was rushed and

29



was not discussed at length (Aksit, 2007). The findings of the pilot study on the new
curricula were not shared with the public and the curriculum was sent right away to
schools for implementation. The faculties of education were not well-informed about
the process and did not prepare candidates for the new curriculum (Aksit, 2007). The
same concerns were expressed when the most recent reform act called 4+4+4 was
passed amidst strong reactions in 2012. With the new law, compulsory education was
extended to 12 years composed of 4 years of primary school, 4 years of secondary
school and 4 years of high school. Though the new legislation looked good on paper
increasing the years of compulsory education, in reality it was meant to interrupt 8-
year compulsory education process. After 4 years of elementary education, students
were allowed to get distance education, which came to mean girls in rural areas
would not be sent to school. The interruption also allowed room for imam-hatip
religious secondary schools to be reopened. A great number of secular secondary
schools were transformed into imam-hatip religious secondary schools. The number
of imam-hatip religious schools increased radically. The amount of religious courses
in the curriculum increased with the compulsory and elective courses added to the
program. These regulations in the education system was in line with the
government's aims of educating "religious generations” ("Dindar Genglik
Yetistirecegiz," 2012).

As a reflection of the neoliberal policies, many school related services such as
transportation and cafeterias were privatized in the AKP rule (inal, 2012). While the
number of private schools at each stage of education increased two times between
2002 and 2008 (Inal, 2012), the number of private tutoring courses (dershane) rose
from 157 in 1975-1976 academic year to 4099 in 2010-2011(Keskin Demirer, 2012).
What is more, the limited funds allocated for education started to be transferred to
the newly established private schools to encourage more investment on education by
the private sector. In the mean time, however, public schools began to suffer from a
lack of enough resources and were left alone for creating their own funds (inal,
2012). The share of investment in the Ministry of National Education (MoNE)
budget decreased over the years, as seen in Table 1 below from 17,18 % in 2002 to
9,32 % in 2014 (MoNE, 2014). The amount of money spent by the household on

education rose (four times in the same period) (inal, 2012; Keskin Demirer, 2012).
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Such practices have weakened the constitutional guarantee of free education in
Turkey (Kablay, 2012).

On the other hand, the work conditions of teachers started to change with

neoliberalism. While teachers worked as public employees with contracts of civil

service which had job security earlier, more and more teachers started to work on

contractual labor not only in private schools but also in public schools as contracted

teachers (sozlesmeli 6gretmen) or substitute teachers (vekil égretmen) starting from
late 1970s (Kablay, 2012; Keskin Demirer, 2012). As the real salaries teachers

earned diminished over the years irrespective of the type of institution they worked

for, they started to offer private tutoring or to engage in different types of extra work

(e.g. working as taxi drivers after school) (Kablay, 2012).

Table 1 Proportion of Investments in the Budget of MoNE (MoNE, 2014, p. 239)

Proportion of

Year Budget of MoNE Investment budget of investments in the
TL MoNE - TL budget of MoNE- %
1997 512 234 445 76 884 950 15,01
1998 1243 108 000 373 262 000 30,03
1999 2131 808 500 408 341 000 19,15
2000 3350 330 000 666 782 000 19,90
2001 4 046 305 625 779 855 000 19,27
2002 7 460 991 000 1281 690 000 17,18
2003 10 179 997 000 1479 050 000 14,53
2004 12 854 642 000 1244 150 000 9,68
2005 14 882 259 500 1230 306 000 8,27
2006 16 568 145 500 1241 498 000 7,49
2007 21 355 634 000 1490 000 000 6,98
2008 22 915 565 000 1296 704 000 5,66
2009 27 446 778 095 1256 188 195 4,58
2010 28 237 412 000 1785 327 000 6,32
2011 34 112 163 000 1995 625 000 5,85
2012 39 169 379 190 2 600 000 000 6,64
2013 47 496 378 650 3955 000 000 8,33
2014 55 704 817 610 5192 300 000 9,32

Today teachers in Turkey still work under heavy workloads in overly

crowded classrooms and have limited opportunities to professionally develop

themselves (Cakiroglu & Cakiroglu, 2003). Working in the most centralized

education system among the OECD member states (Aksit, 2007), teachers do not
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have much space to make curricular decisions because the educational programs are
prepared by the Ministry to have a standard system in the whole county. Teachers
face serious problems while trying to adapt the content of the national curriculum to
the classroom realities because they are not accorded flexibility to shape their lessons
according to the needs and circumstances of their classes (Oztiirk, 2011).

Despite such problems largely stemming from the general organization of the
system of education, teachers have been accused of not offering high quality
education (Altunya, 1995). For Ozoglu, Giir and Altunoglu (2013), the educational
problems are caused not because teachers are free to exercise their autonomy in the
classroom, but because their authority to make decisions is restricted even in
educational issues such as developing and renewing curriculum, choosing course
books, setting course schedules and determining class sizes, organizing classrooms,
passing or failing students, etc. What is worse, teachers' work is under the threat of
being controlled more tightly with the accountability measures brought just as in the
EU countries with the generic and subject-specific teacher competencies which were
introduced in 2006 within the “Teacher Training Component” of the EU based
Support to Basic Education Program.

2.2 The System of Higher Education in Turkey

The development of higher education in Turkey was parallel to the history of
education in Turkey. In the foundation years, Turkish Republic wanted to modernize
all institutions including university in line with the new ideology of the country
(Timur, 2000). The university of the Ottoman period was called Dariilfiinun and it
operated under relative autonomy. After the establishment of the Republic of Turkey,
Dariilfiinun was separated from the Ministry of Education in 1925 assuming more
financial independence (Ates, 2007). In the backdrop of the economic and political
atmosphere of early 1930s, it started to be criticized harshly as falling behind the
times not catching up with the principles of the new republic (Timur, 2000).
Therefore, Turkey reestablished its university system in 1933 so that these
institutions operated in line with the principles of the regime (Timur, 2000). The
Ministry of Education assumed the role of founding universities with the support of

European scientists who fled from the Nazi oppression. Thus, the universities of
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Turkey opened with a new identity following the educational policies of the ministry
in 1933 (Tekeli, 2003). In 1938, when Hasan Ali Yiicel became the minister of
education, he established new institutions of higher education including Hasanoglan
Higher Village Institute (1943), Ankara Faculty of Science (1943) and Ankara
Faculty of Medicine (1945). In 1946, the Law of University was passed and
universities were given autonomy in their administration, education and finance
(Okgabol, 2007). Still, the final decision making power was in the hands of the
Minister of Education according to the law, which banned teachers and professors
from engaging in politics (Timur, 2000). Some professors were thrown out of the
university because of their political beliefs in 1949.

During the Democrat Party rule in 1950s, regional universities of Ege,
Karadeniz Teknik and Erzurum Atatiirk were founded to address the cultural,
industrial, agricultural and commercial problems of each geographical region
(Tekeli, 2003). Similarly, the Middle East Technical University was founded in
Ankara in 1956 with the support of the United Nations in order to find solutions for
the economical problems of the Middle East. Despite such expectations from
universities to contribute to the development of the country, the academic staff
started to be perceived as a threat by the government in 1950s. The prime minister of
the time, Adnan Menderes, insulted academics as "those with black gowns" (kara
ciibbeliler) and passed a law in 1954 to dismiss academics from universities if they
indulged in publishing political articles or giving political declarations (Okgabol,
2007). Following the same path, the military regime of 1960 fired 147 academics
from Turkish universities claiming that they indulged in political propaganda (Tekeli,
2003). In 1962, democratically elected government of the time abolished this
regulation allowing academics to be dismissed from university (Okgabol, 2007).
With the constitution of 1961, universities were declared to be autonomous, which
brought Turkish universities a relative atmosphere of democracy allowing diverse
ideas to be discussed. However, towards the end of 1960s, armed clashes between
the right and the left wing groups broke out moving the country into an atmosphere
of chaos.

This chaotic atmosphere ensued a military intervention in 1971. The military

commanders took repressive measures which culminated in the assault on students
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and intellectuals of the time. University was seen as the center of anarchy and many
professors were sent to prison. The administrative and financial autonomy of
universities were eliminated (Okgabol, 2007; Timur, 2000). A new law of university
was passed which disallowed academic staff to become members of political parties.
According to the new law, university had a mission to educate nationalistic
intellectuals. These legislations, however, provoked a more heated discussion and
opposition among the university circles and universities witnessed armed clashes one
more time (Timur, 2000). The military officers of the 1980 coup accused universities
for the tension in the country and dismissed a great number of university professors
(Tekeli, 2003). A law of higher education, which is still in service today (2015), was
passed in 1981 to control universities. The Council of Higher Education was
established as the superior body of universities regulating the higher education
system (Ozbudun & Demirer, 2006). Despite the fact that the academic staff has the
right to vote for the selection of their deans or rectors, the CoHE makes the final
decision in appointing rectors and deans. The council also has the control of student
selection and placement for universities as well as the establishment of new higher
education institutions (Onal, 2012). An overwhelming majority of the members of
the CoHE are assigned by the government (Timur, 2000).

With the new law (1981), higher education became subject to tuition. The
constitution of 1982 enabled private foundations to establish higher education
institutions. The first private university of Turkey, Bilkent University, was founded
in 1984 by the very president of the CoHE himself. In this way, the higher education
system in Turkey was opened to privatization and marketization under the shadow of
neoliberal policies of the globalizing world (Onal, 2012). As of 2015, there are 104
public and 72 private universities in Turkey (CoHE, 2015). After the ruling party
AKP came to power in 2002, there was a "boom" in higher education institutions. As
Selvi (2014, p. 139) puts it, "The number of public institutions has skyrocketed from
53 to 104 (a 96 % increase), and the number of private institutions increased from 24
to 71 (195 %)." The reason behind this boom is the elimination of the condition of
having a faculty of arts and sciences in establishing new universities (Birler, 2012).

Even though there have always been widespread criticisms against the CoHE

ever since it was founded for the fact that it curtails academic, institutional and
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financial autonomy of universities turning them into higher vocational schools
(Ozbudun & Demirel, 2006; Yazici, 2012), the CoHE still exists today as of 2015.
Although almost all political parties promised to abolish the CoHE, it has never been
realized in the last 34 years probably because it is the main medium of control over
the universities by the governments (Okgabol, 2007). As the autonomy of
universities is restricted by the existence of the CoHE, the free development of
science in Turkey is believed to be under serious threat (Okcabol, 2007; Ozbudun &
Demirer, 2006). For the science to flourish independently, scientists should be free
from any ideological, financial and administrative control or authority (Ozbudun &
Demirer, 2006). Bilgin (2012) asserts that if scientists are not able to express their
thoughts freely, they will not be able to form new ideas creatively. Even if they
hesitate for a single moment about making their ideas public, their creativity will be
sanctioned (Bilgin, 2012). Yazici (2012) maintains that in an atmosphere of
authoritarian control, university loses its character and becomes a place for
producing information for the political authority. Because the CoHE has absolute
authority over Turkish universities equipped with the right to start investigations
against students and faculty for their ideological beliefs and actions, Okgabol (2007)
asserts, academic staff is reduced to being civil servants responsible for the
maintenance of the existing order rather than being free to conduct research
independently. The regulation of discipline for the university staff, which went into
effect in 1981, (and to which new articles were added in 2014) put the faculty and
students under pressure to keep silent and to remain distanced from political issues
(Okgabol, 2007). By their nature, however, universities should be the institutions of
open debate for ideas to develop (Cangizbay, 2012; Kiligbay, 2012).

For Timur (2000), Turkey has never been able to create a freedom of science
as a country, as it has never enjoyed a real freedom of thought. Kilighay (2012)
thinks that the CoHE is not the cause, but the result of the disfunctioning of
universities. For him, the reason behind the failure of universities in Turkey is the
lack of democratic values among the public, which does not demand a more
democratic and free university (Kiligbay, 2012). He argues the cultural climate in the
country creates a hierarchy of faculties ordered according to the money prospects. He

believes that the cultural atmosphere in Turkey is also suspicious of books, scientific
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activities and intellectualism partly because of the deeds of those in political power
showing books as instruments of crime. For Yazic1 (2012), another cause of the
problem is the fact that Turkish universities do not have democratic administration
within their own boundaries. Tekeli (2012) states university rectors were accorded
great administrative, financial and academic powers, which give them the authority
to make decisions against the will of the members of university. The fact that they
are selected by the votes of the faculty does not mean that universities are
democratic. For universities to deserve the name “university,” they should be
institutions exercising democracy in the real sense of the word. They should provide
a free atmosphere for the expression of all views (Giiven, 2012). Neither the
academic staff, nor the students should feel the restriction of the university
administration. Members of university should also be able to evaluate themselves
critically to be able to resist the control of external authorities (Giiven, 2012).

Private capital is considered to pose another threat to university with its
power to direct research planning. When researchers start conducting research in
accordance with private interests, university spirit working for the universal human
values is lost (Bilgin, 2012; Cangizbay, 2012; Usiir, 2012). Under the current
political and economic circumstances of Turkey, only knowledge which has
"exchange value" in the market started to be considered worthwhile (Inal &
Akkaymak, 2012; Ozbudun & Demirer, 2006) and academics are thus led to conduct
research that will serve the interests of private industries rather than producing
knowledge for the public good (Bok, 2007; Onal, 2012). Those disciplines which do
not create values for market use, especially social sciences, are under risk as they are
left alone with limited resources and facilities allocated to them from the state funds
(Ozbudun & Demirer, 2006). For instance, the number of students per faculty is 33
for faculties of education, but it is lower than 20 students in other faculties (Ozoglu
etal., 2013).

The last decade has seen the further privatization of higher education in
Turkey with an abundance of private universities and the corporatization of the
public universities which are forced to create their own resources by privatizing
university facilities (such as dormitories and cafeterias) and by serving the market

forces (Onal, 2012). In this process, Onal (2012) argues, the academic staff is
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distanced from research under heavy workloads struggling to make their ends meet
due to their low salaries, and they are thus proletarianized losing their autonomy over
their work. Contrary to the social responsibilities of academics to share the reality
they uncover with the public (Ozbudun & Demirer, 2006; Unal, 2010), they are
thrown into a state of apathy to the social issues looking for ways to get individual
promotions or to earn extra income (Okgabol, 2007; Timur, 2000). On the other
hand, because of the fact that performance of the academics is evaluated solely on
the basis of their publications, they are forced to publish articles in international
journals with citation indexes (Usiir, 2012). Leaving aside the cases of academic
dishonesty, the faculty is encouraged to conduct research that is easy to publish
rather than following their own independent research agendas (Cangizbay, 2012;
Okgabol, 2007). For Okg¢abol (2007), the pressure of publishing more articles results
in scientific contributions which are only marginal rather than being groundbreaking.
This seems to be in parallel with the function given to the developing countries by
the international division of scientific labor: producing knowledge for the interests of
the Western world or consuming the scientific artifacts produced by the developed
world (Okgabol, 2007). In short, universities in Turkey have problems in conducting
independent scientific research not being able to enjoy academic, administrative or

financial freedom.
2.3 The System of Teacher Education in Turkey

Just as the system of education, the roots of the system of teacher education in
Turkey go back to the Ottoman Empire. The first teacher-training institution was
opened in 1848 under the name of Dariilmuallimin (CoHE, 2007b). There were 21
institutions of teacher training when the Republic of Turkey was founded in 1923
(Okgabol, 2012). The number and the variety of teacher training schools increased
after 1923: Teacher training schools for primary education (ilkogretmen okullart),
village institutes (koy enstitiileri), higher village institutes (yiiksek koy enstitiileri),
two-year institutes of education (iki yillik egitim enstitiileri), and higher vocational
schools for teacher training (yiiksek 6gretmen okullart) became the major sources of

teacher education operating under the Ministry of Education, which was the major
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authority in educational policy and administration from the curriculum to teacher
training and selection (Cakiroglu & Cakiroglu, 2003; Oztiirk, 1996).

In 1926, there were two types of high school level teacher education schools:
teacher training schools for primary education which educated teachers for urban
schools and village institutes for educating teachers to work in rural areas (Cakiroglu
& Cakiroglu, 2003; Oztiirk, 1996). The differentiation of teacher education
institutions according to the area of work was born out of the huge gaps between the
needs of the rural and urban areas at the time. The village institutes were designed to
educate the villagers together with the students. These institutes were "based on the
principles of democracy, community collaboration and problem-solving in real-life
situations™ (Cakiroglu & Cakiroglu, 2003, p. 255). However, they were closed in
1954 and transformed into Teacher Training Schools for Primary Education
(ilkogretmen okullart), which meant that the differentiation of teacher education
according to urban and rural schools came to an end (Sakaoglu, 2003). The
curriculum of teacher training schools was also changed, which lowered the
standards of teacher education and made the quality of teachers an issue till this day
(Binbasioglu, 2005).

Thereafter, the first step of a major change in teacher education came into
being in 1973 when the Basic Law of National Education (Milli Egitim Temel
Kanunu) was passed (Tarman, 2010). This law defined the act of teaching as a
special profession and indicated that teachers should be educated in higher education
institutions taking general cultural courses, specialized subject matter courses, and
pedagogy courses (Okgabol, 2012). After this law, all teacher training institutions
were changed into either two-year or three-year institutes of education (Binbasioglu,
2005). The second major change in teacher education took place with the
introduction of the Council of Higher Education in 1981 after the military coup in
1980. With the foundation of the Council, all higher teacher education programs
were moved under universities with the aim of providing a unified curriculum for all
programs (CoHE, 2007b). After this regulation, higher vocational schools for teacher
training were transformed into faculties of education and schools of vocational and
technical education at universities. (Okgabol, 2012). Besides, new faculties of

education were founded under different universities with the imposition of the
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CoHE. This radical change in teacher education was based on the premise that
quality of education would be higher at the universities (Giiven, 2008). However, the
quality of teachers educated at universities became more problematic according to
Binbasioglu (2005). For Giiven (2008), this had do with the radical increase in
student admissions, shortage of physical space, equipments and faculty, as the
infrastructure of universities was not prepared for that unification. In order to address
the gap of faculty, academic staff from the faculties of arts and sciences was
transferred to faculties of education (Giiven, 2008).

As all teacher training institutions started to operate under the CoHE, the
curricula for these schools were also designed by the Council itself without taking
into consideration the accumulated knowledge base and experience of various
teacher training institutes in the country (Okgabol, 2005b). On the other hand, the
close contact between the institutions of teacher education and schools as well as the
collaboration between teacher education programs and the MoNE was cut (Cakiroglu
& Cakiroglu, 2003). Universities were not successful in maintaining relationships
with schools. While teacher-training schools were autonomous in developing their
own curricula before 1982, they were controlled by a higher authority intervening in
their programs after 1982.

Another important change in teacher education in Turkey happened as a result
of the project called the Development of National Education undertaken in 1997 with
the financial support of the World Bank (CoHE, 2007b). Under this project, one
subcategory was the Pre-Service Teacher Education targeting to increase the quality
of teacher education. The process of carrying out this World Bank funded pre-service
teacher education project in Turkey between 1994 and 1999 is clearly described in
Grossman, Onkol and Sands (2007). The project, which aimed to restructure faculties
of education in Turkey from the program components to the composition of
departments, received technical support from the British Council and Arizona State
University. The project team included 15 experienced teacher educators from the
universities of Turkey and 17 teacher educators coming from the USA, the UK, and
Sweden. Grossman et al. (2007) described the teachers trained with the new program
as the "products of a totally different approach to teacher education in Turkey" (p.

139). They also indicated that it was a highly challenging process to "change the
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hearts and minds of teacher educators™ in four year's time despite their efforts to
disseminate the new curriculum and textbooks via workshops, seminars, training
programs and so on. Under the project, graduate students were sent abroad for
master's and doctoral degrees to form the future teaching force of the new Turkish
teacher education system in Turkey. In the new model, the length of teacher
education differed according to the field of study. Primary school teachers, teachers
of Turkish, foreign languages and fine arts were to be educated for four years and the
teachers of other subjects like math and physics for secondary schools were to be
trained for five years in a joint undergraduate and master's program (CoHE, 2007b).
Furthermore, the organizational structure of the faculties of education was changed.
Some departments were merged while some others were opened. A new curriculum
of teacher education was introduced to faculties of education. In the new program,
the weight of practice-oriented courses and teaching methodology was increased.
The cooperation between faculties of education and schools for teaching practice was
formed.

The rationale behind this reform was to shift the focus of attention from the
subject matter knowledge to pedagogical content knowledge. The CoHE argued that
the earlier curricula at the faculties of education met the academic preferences of the
staff instead of the needs of the students, because of the profile of the academics who
were transferred from the faculties of arts and sciences to faculties of education
(CoHE, 2007b). According to this claim, the faculties of education had developed an
institutional culture which valued the subject matter knowledge more than the
pedagogy of teaching (Simsek & Yildirim, 2001). Students graduating from faculties
of education were like graduates of faculties of arts and sciences who were good at
the subject, but did not know much about teaching (Giiven, 2008). Simsek and
Yildirim (2001) found the 1997 reform in teacher education as a solution to loose
and diverse structure of teacher education programs across the country. They thought
that the new regulation met the public outcry for educating quality teachers. To put it
in their words, teacher education programs were "brought in line with the needs of
the market" with the new reform (Simsek & Yildirim, 2001; p. 24). They also
commented that this restructuring meant tighter control on university teacher

education programs, but "this top-down approach was forced by the inefficiencies
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and misguided orientations of the university system in adapting itself to the new
challenges of the teaching profession™ (p. 24).

The new model was heavily criticized, though, because not all faculties of
education were consulted in this process. Neither did the new model depend on any
research conducted as to the needs of the faculties of education. Thus, it was natural
it was far from solving the problems of teacher-education programs (Okgabol, 2012).
The findings of the study conducted four years after the project ended by Grossman
et al. (2007) supported the claims of critics. This Fulbright sponsored study surveyed
the views of 170 qualifying teacher educators from 54 state universities and
interviewed 34 teacher educators. The survey results indicated that 130 participants
out of 157 (82.8 %) stated National Education Development Project (NEDP) did not
meet its overall goals. 79 participants (50.3 %) believed the NEDP was neither
successful nor unsuccessful. 45.9 % participants stated that the projects were
"somewhat less than valuable. A few things improved” (Grossman et al., 2007, p.
144). As regards the pre-service teacher education portion of the NEDP, 53.2 % of
the participants asserted that it was unsuccessful. The authors found the findings as
"paradoxical”, because 51 % of the participants found the new teaching materials
somewhat useful. They interpreted the findings in the light of the interview results.
The interviewees had reported that the project was not a success because it was top-
down and they were not consulted during the process (Grossman et al., 2007). Kurt
(2010) also found a similar result in her study investigating teacher educators'
perspectives in Turkish teacher education reform in 1982, 1998 and 2006: teacher
educators asserted that these reforms were introduced top-down without the
involvement of teacher educators.

Another major criticism against the model was the elimination of key courses
of educational sciences (e.g. educational philosophy and educational sociology) from
the pre-service teacher education program (Okgabol, 2005b; Ozsoy and Unal, 2010).
These courses were intended to help teacher candidates to see the profession in a
holistic manner. However, they were perceived as too critical by the policy makers
(Y1lmaz, 2014). The reconstruction of the faculties of education was therefore an
attempt to curtail the influence of educational sciences in providing prospective
teachers with an understanding of education in its political, social and economic
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context (Ozsoy & Unal, 2010; Tasdan & Cuhadaroglu, 2006; Yilmaz, 2014).
Besides, these courses were taught in an insulated manner from the real life
situations which did not support teacher candidates develop a perspective of
classroom problems from a wider perspective (Giiven, 2008). For Ozsoy and Unal
(2010), the new model of teacher education redefined the act of teaching and
accorded it a meaning other than being an "educationist™: the teacher this model
creates is a teacher working like a technician who just follows the educational goals
imposed on him/her (p. 210). This teacher as a technician just carries out what is
given to him or her without being able to understand education in its general
framework (Tasdan & Cuhadaroglu, 2006). According to Giiven (2008):

The technocratic modernization of teacher education implies a view of
learning associated with the development of specific skills by teachers
whose responsibility is increasingly limited to monitoring students and
preparing them for external tests and examinations. This is increasingly
at odds with the complex and diverse roles that teachers have to play, not
only as subject specialists but also as assessors and curriculum
counselors as well as contributing to the wider goals of their school as a
whole (p. 22).

As the above lines indicate, the teacher the new model prepared is a technician
teaching to the test without realizing the broader goals of education according to the
critics. The teacher educated in this model is also seen as a competitive teacher
interested in earning the highest amount of salary possible being solely oriented
towards solving daily problems and teaching effectively ignoring the problems in the
country. Ozsoy and Unal (2010, p. 211) argue that such a teacher cannot be expected
to conceptualize education in its social and economic dimensions let alone
questioning the educational policies or the underlying philosophies of the teaching
methodologies s/he follows. On the other hand, Giliven (2008) maintains that this
model of teacher education does not help teachers solve problems stemming from the
learning difficulties of students or their diverse cultural and linguistic backgrounds.
Having been educated to perceive problems at schools as classroom-based
originating from either students' lack of motivation or teachers' inability, student
teachers or practicing teachers would not able to link their practical problems to the

wider sociopolitical context (Giiven, 2008). As the above discussion indicates, while
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some scholars believed that the 1997 reform act in teacher education met the
demands for a quality education, the critics believed it reduced teacher education to a
technical matter.

After eight years of implementation, the pre-service teacher education
curriculum was modified by the Council of Higher Education (CoHE, 2007b). In the
2007 program, practice-oriented courses were decreased in accordance with the
demands of the Faculties of Education, which found it difficult to find cooperative
schools for practice teaching (CoHE, 2007b). The departments were accorded some
flexibility in designing their programs and offering electives. On the other hand, a
new course called community service was added to the program so that the student
teachers are engaged in developing projects related to solving the problems of the
community and sharing the results in seminars or conferences. Most importantly, the
new program defined a target teacher role in line with the efforts to harmonize the
program with the EU teacher education policies. The new program aimed to educate
"problem-solving intellectuals” (CoHE, 2007b, p. 65). However, it was not clear how
the new program which changed a few courses would reach these broader aims in
creating reflective teachers (Odabasi-Cimer & Cimer, 2012; Okgabol, 2012).

Currently, the program introduced in 2007 is being implemented in all faculties
of education in Turkey. Because of the flexibility the new program gives to the
departments in modifying their own programs, each department was able to change
its program in line with the needs and interests of their students and faculty within
the space provided by the CoHE. On the other hand, a nationwide standardized test
for selecting public employees (including teachers) called KPSS was introduced in
2002. The existence of this test had a negative impact on the prospective teachers'
understanding of their profession, as they started to become more focused on the
knowledge which has a place in the centralized exam than professional and
educational knowledge in itself (Thoma, 2005; Yildirim, 2013). What is more, this
exam has the risk of rendering faculties of education into preparation centers for tests
(Egitim-Sen, 2013).

As eight years passed since the last major change in the Turkish teacher
education system, there are attempts to transform the system one more time in the

near future. A national teacher education strategy has been developed recently in
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order to provide "high quality teachers for the students of 21st century" by the
Ministry of Education (MoNE, 2011). The Draft National Teacher Education
Strategy Document replaces the traditional teacher role with new teacher roles.
According to the document, teachers should be intellectuals who are able to solve
problems and communicate well with their students. They are defined as experts who
should continuously develop themselves and take leading roles (MoNE, 2011). The

strategic plan has set the following objectives to educate quality teachers:

e to select the most successful students for teacher education programs,

e to better the pre-service teacher education programs,

e to select the best candidates from the pool of candidates to assign as
teachers,

e to ensure the sustainable professional development of teachers,

e to improve career development and reward systems, to develop the
institutional image of the Ministry as well as communication
strategies (MONE, 2011, pp. 12-16).

However, having met opposition from teachers' unions, the draft plan seems to be
suspended as of July 2015 because the plan offers superficial solutions to teachers'
problems (Ozoglu et al., 2013) and aims to further transform teacher education in
line with the aims of the market economy by offering accreditation and career steps
rather than addressing the needs of the public (Egitim-Sen, 2013). One recent
development in teacher education is the transformation of Anatolian Teacher
Training High Schools into other types of high schools with the claim that they do
not offer extra points in the university entrance exam any more (“iste Orta Ogretime
Gegisin Detaylar1,” 2014). Students studying at Anatolian Teacher Training High
Schools used to gain a great advantage in the university exam if they chose to study
at faculties of education.

Despite the reform movements, it is clear from the recent attempts of the
Ministry of Education that there are still many issues concerning teacher education in
Turkey. Cakiroglu and Cakiroglu (2003) summarized some of those controversial
issues in 2003. Most of those problems are still relevant today in 2015. Owing to the
large population of Turkey, there has always been a shortage of teachers to address
the needs of all citizens. To meet that gap, the Ministry appointed university
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graduates not qualified as teachers or created alternative routes of teacher education
like certification programs. Therefore, the quality criteria were usually sacrificed for
quantity. Besides, the centralized structure of education in Turkey which ignored the
cultural and economical realities of different communities in the country did not
create a space for the differentiation of teacher education, as in the early years of the
Republic. What is more, the selection of teacher candidates is made through a
standardized examination which only tests academic success. As for the curricula,
the most important issue in Turkish teacher education is the relevance of the
knowledge base studied at university for the daily reality of teachers at schools.
Cakiroglu and Cakiroglu (2003) attribute this gap to the fact that teacher education
programs usually focus on Western-based theories and educational materials, which
are not appropriate for the Turkish context. They assert that the local intellectual
movements or materials such as village institutes are not referred to in the teacher
education programs. Neither are the dynamics of Turkish schools or the realities of
the Turkish school system. What is more, the privileging of international publications
as opposed to national research is placing domestic research at a disadvantage, which
in turn prevents the accumulation of knowledge on national teacher education
(Cakiroglu & Cakiroglu, 2003). Grossman, Sands and Brittingam (2010) observe that
teacher educators in Turkey are working under heavy teaching loads, which leaves
little time for discussion and evaluation of burning issues in teacher education among
academics in Turkey. They also assert that it is not common for teacher educators
themselves to have teaching experience at elementary or secondary schools. In a
similar vein, Kurt's study (2010) indicated that lack of educational philosophy
courses at education faculties and the shortage of quality teaching staff are perceived
as the source of the major problems of teacher education in Turkey. Other problems
are the centralized exams for selecting public employees, lack of communication
among different institutions of teacher education and the implementation of practice
teaching courses (Kurt, 2010). For Giiven (2008), another serious problem is the
teacher educators' lack of historical, philosophical and sociological perspectives.
Giiven (2008) goes so far as to claim that teacher education in Turkey was colonized
by international agencies like the World Bank, OECD and the EU, which imposed
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developing countries uniformity and conformity in education to improve the skills of
the labor force.

The problems asserted by different scholars above are also verified by some
empirical studies. Eret (2013) conducted a large-scale survey study with the
participation of 1856 senior pre-service student teachers from seven different majors
in seven different faculties of education in Turkey to assess how the 2007 CoHE
teacher education program prepared teachers for their profession. The results of the
study showed that the program was sufficient for equipping the teacher candidates
with instructional methods and techniques and helping them building good
communication channels with their students. However, the participants reported that
the program did not prepare them for helping students with special needs, working
under diverse conditions or communicating with parents. The participants also noted
that the physical and social atmosphere of faculties of education should be improved.
They also suggested case studies, role plays, discussions, field trips, video
conferences and school visits should become a part of the teacher education
programs in addition to lecturing. The teacher candidates also asked for research
skills, curriculum development, communication skills and diction and first-aid
courses to be offered in the teacher education programs. They also demanded that
practice teaching courses should go hand in hand with the theoretical content.

Sar1, Karakus and Cuhadar's study (2014) surveyed the views of 498 senior
students on the Turkish teacher education system through a questionnaire developed
by the authors. The participants were majoring in different fields at the faculty of
education at a public university in southern Turkey. The analysis of findings showed
that participants were not positive about the education they were receiving. The mean
of participant responses to different categories ranged between 1.74 (views on MoNE
policies) to 3.18 (views on the teaching profession). They did not think that school-
based practicum courses were effective (with a mean of 3.11). They believed that
their supervisors at the university did not guide them well in the process. For the
participants, the quality of academic staff (with a mean of 2.95) and the quality of the
courses they took (with a mean of 2.80) were average. 30 % of the participants did
not believe that the academic staff were good role models while 37 % of the

participants indicated there was not a democratic environment at the faculty. 35 % of
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the participating students thought the academic staff respected students and only 16
% believed the courses they took were effective. More than half of the participating
students found the physical conditions of the faculty as insufficient (The mean of
items under the category of physical conditions was 2.24). Therefore, the authors
concluded that the teacher candidates did not find the education they received at the
faculty of education as satisfactory. They demanded a faculty of education with a
democratic atmosphere. They asked for a program in which theory and practice were
balanced. They also wanted to see higher quality lessons, as they were critical of the
way lessons were given by the teaching staff. They wanted to see a faculty which has
a good share of financial sources equipped with high technology. Thus, the authors
suggested an evaluation of the physical conditions at faculties of education together
with the way classes are given. They also recommended that the quality of teaching
staff at the faculties of education should be reconsidered. Their last advice was the
foundation of practicum schools under faculties of education so that the balance of

theory and practice is maintained.
2.3.1 The Transformation of Teacher Roles in Turkey

Against the backdrop of the system of teacher education in Turkey, it would be
wise to consider the roles assigned to teachers in Turkey throughout the history of
the Republic of Turkey. Similar to every other profession, the social status of
teaching profession and the daily teaching practices are influenced by the social,
economic and political realities of the time (Girgin, 2013; Yildiz, 2013). As Yildiz
(2013) puts it, each era produces its own teacher typology. For Yildiz (2013), the
early days of the Turkish Republic saw a transformation of the former image of
teacher as an "imam" - the religious teacher - to "the modernizing teacher of the
state" as a civil servant (Yildiz, 2013). From the 1960s to 1980s, a new teacher role
as the "progressive teacher of the public” or "revolutionary teacher” appeared in
Turkey (Yildiz, 2013) in line with the student and worker activism in those days.
After the 1980 coup in Turkey, neoliberal economic policies were enforced and the
teacher profile was totally transformed from an idealist teacher to a "technician
teacher teaching to the test" (Yildiz, 2013). For Altunya (1995), teaching profession
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has lost its reputation steadily since 1950s as a result of deliberate actions of those
holding political power.

Starting from the early days of young Turkey, teachers were accorded a social
role and responsibility in the reconstruction of the modern society (Girgin, 2013;
Unal, 2005; Yildiz 2013). They were considered as public intellectuals who have the
mission to take the Turkish society to the level of developed countries through
teaching the values of Enlightenment (Altunpolat, 2009). Teachers were important
agents to transform the social and cultural values of the society within the framework
of the secular and democratic ideals of the state. Their mission was to instill the
values of the new republic to the public and to ensure loyalty to "the country, to the
nation, to the system of law and to the state" (Yildiz, 2013).

After the foundation years of the republic, in 1960s working classes started to
appear in the public space and they became important political figures in the country.
Under the relatively democratic new constitution, the civil society including labor
unions and student movements became more powerful in Turkey (Yildiz, 2013).
Under the circumstances in the country and around the world, "the progressive
teacher of the public" came into existence (Yildiz, 2013). This teacher role was
similar to the idealist teacher of the republic in the social responsibilities it assigned
to teachers. Yet, this role diverged from that of the earlier modernist teacher on the
basis of its orientation for the public good rather than for the state's own nation
building policies (Yildiz, 2013).

On a professional basis, in both of these teacher images, teachers were seen as
teaching experts who have a trusted body of knowledge on learning and teaching
(Unal, 2005). This notion of teachers as professionals continued until 1990s even
though the image of idealist teacher started to erode in 1980s with the neo-
liberalization of Turkish economy (Unal, 2005). Neoliberal policies meant the
reductions in services for the public good and the opening of public services such as
education to private sector. Due to lack of investment, public schools started to suffer
from the insufficiency of resources. Almost every stage of public education from
maintenance to transportation was privatized (Inal & Akkaymak, 2012). Because of
the problems at public schools, private schools and alternative education institutions

like private tutoring courses (dershane) started to become popular. The salary of
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teachers got lower than other civil servants who have similar qualifications (Okg¢abol,
2012). Therefore, teachers started to look for other means to earn extra money. In
such a social climate in which the commercialization and privatization were the
norms, the notion of a teacher as a public intellectual started to be marginalized. The
collaboration among teachers started to deteriorate. Teaching profession started to be
perceived as an individual act divorced of its social responsibilities (Y1ldiz, 2013).
Following the major change in 1997 in teacher education, the "quality” of
teacher started to be discussed along with the claim that teachers were to be accused
for the failure of students and schools (Y1ldiz, 2013). In fact, Turkey was not alone in
this new discourse on teacher inefficiency; this debate on teacher quality had become
popular around the world with the neoliberal policies adopted by many governments
across the world (Cochran-Smith, 2005; Connell, 2009; Giroux, 2012; Yildiz, Unli,
Alica & Sarpkaya, 2013). Accompanying this discourse, new teacher education
policies which define teacher roles were adopted. In this understanding of neo-
professionalism, teachers transmit knowledge in a robotic manner (Yildiz, 2013);
they are directed towards doing rather than reflecting; they focus on teaching rather
than learning; they are encouraged to acquire skills and competencies rather than
ethics or values (Unal, 2005). They are assessed on the basis of how they prepare
their students to the test (Giroux, 2012; Yildiz, 2013). They are not allowed to
participate in education policies; they do not have a chance to express their opinions
on the curricula let alone taking part in curriculum development. What is worse, they
are not even allowed to choose their own textbooks. Under the circumstances, it is
clear that there is not much space for teacher autonomy or teacher professionalism
(Apple, 2001; Yildiz et al., 2013). Besides, teachers are controlled through
accountability mechanisms such as teacher competencies and evaluation on
performance measures (Apple, 2001; Cochran-Smith, 2005; Unal, 2005; Yildiz,
2013). Rather than reflecting on the channels to improve student development,
teachers are directed towards thinking about their own career development catching
up with the performance measures (Cochran-Smith, 2005; Yildiz et al., 2013).
On the other hand, teachers in Turkey are reported to be the ones who take the
least amount of in-service teacher education among the OECD countries according to

the Teaching and Learning International Study (TALIS) report (Biiyiikoztiirk,
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Akbaba-Altun & Yildirim, 2010). There are a significant number of teachers who
retire without ever attending an in-service teacher education course. Teachers in
Turkey also have to keep up with the heavy workload, flexible working conditions,
and abundance of paperwork. They are given lower amounts of money when
compared to their counterparts working at other institutions (Altunya, 1995).
Besides, the difficulty of being appointed as public teachers due to the limited
teaching positions allocated to public schools forced teacher candidates to look for
alternative flexible job opportunities in private tutoring institutes in order not to be
unemployed (Keskin Demirer, 2012). Working under very heavy workloads like
robots, these teachers are exploited severely (Keskin Demirer, 2012). These
conditions also complement the alienation of teachers to the extent that they have
become hopeless as to their professions and to their futures (Yildiz et al., 2013).
Against this background, the dominant teacher role in Turkey is that of a
teacher as a technician (Girgin, 2012; Unal, 2005; Yildiz et al., 2013). From the role
of an idealist teacher, teachers have been transformed into an obedient technician
struggling to survive financially, which resulted in the profession of teaching losing

its high status among the public.
2.4 The System of Foreign Language Education in Turkey

In the Ottoman Empire, foreign language meant Arabic and Persian learnt for
religious purposes for many years (Soruc & Cepik, 2013). The study of Western
languages including French, German and English in the Turkish history start with
economic and military relationships with the European countries during the Ottoman
period in the 19th century (Demircan, 1988). As a result of these developments,
missionary schools, minority schools and schools opened by foreign investments
giving instruction in Western languages started to be established in Turkey such as
English-medium Robert College in 1863 and French-medium Galatasaray Imperial
Lycée in 1869 in Istanbul (Demircan, 1988; Selvi, 2011). In the Republican period,
however, with the unification of education, all of these schools started to operate
under the Ministry of Education following secular programs. In the foundation years,
the focus of attention was given to mother tongue education, which was officially

Turkish (Demircan, 1988). In line with the efforts to build a nation-state, Turkish
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was given utmost attention. In order to end the duality in written and spoken Turkish,
a reform act in Turkish was carried out in which Turkish was standardized and
purified to do away with the influence of Arabic and Persian on Turkish. In 1927,
Persian and Arabic courses were withdrawn from the national curriculum. From then
on, the study of foreign languages came to mean Western languages in Turkey
(Demircan, 1988).

In education institutions of all stages, foreign language courses have been
offered since the beginning of the Turkish Republic. While French kept its leading
role as the most popular foreign language until 1950s in Turkey, it lost its primary
position to English after 1950s (Demircan, 1988), as Turkey became a member of
international  organizations under the heavy influence of the USA
(Biiylikkantarcioglu, 2004). The popularity of English rose ever since 1950s and it
reached such a level that not only English is taught as a foreign language, it is also
the medium of English in many public and private schools and universities in
Turkey. Following Turkey's integration with the globalizing world, English became
more and more influential in social and cultural life from shops to media
(Biiyiikkantarcioglu, 2004). Although Turkey was never colonized and English has
not been used for daily communication in Turkish society, it is ironical that English-
medium instruction, a practice originally imposed on the colonized countries,
became widespread in Turkish public and private schools and higher education
institutions (Dogangay-Aktuna & Kiziltepe, 2005; Selvi, 2014). Belonging to the
expanding circle in Kachru's (1985) circles, Turkey, in fact, displays the
characteristics of outer circle countries to a certain extent (Dogancay-Aktuna &
Kiziltepe, 2005; Selvi, 2011) with the top-down imposition of English-medium
instruction to the disadvantage of the mother tongue development. This could
possibly be explained with the dreams of Turkey to become "little America™ since
1950s.

The first English-medium institution in Turkey was the Middle-East
Technical University, which was established in 1956 in Ankara. When Robert
College was transformed into Bogazici University in 1971, it became the second
English-medium higher education institution (Demircan, 1988). During this period

until late 1970s, the spread of English in Turkey was planned (Biiyiikkantarcioglu,
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2004). With the Higher Education Law of 1981, English-medium instruction at
higher education institutions was allowed and foreign language courses became
compulsory. Following this law, some faculties like the faculties of medicine at
public universities started to offer English or German-medium instruction
(Demircan, 1988). Later on, almost all private universities starting from Bilkent
University began to give English-medium instruction. Today, there are many
programs offering English-medium instruction even at Turkish-medium public
universities.

As for English-medium instruction in secondary schools, it started with the
Ankara College in 1952 followed by Education Colleges (Maarif Kolejleri) in 1955
(Demircan, 1988). As these schools did not meet the growing demand for English,
which meant better education and employment opportunities, English-medium public
schools called Anatolian High Schools were established in 1975 (Biiyiikkantarcioglu,
2004). With the privatization in 1980s in Turkey, private schools also started to give
English-medium instruction, which meant that Turkey had an expanding market for
international publishing houses (Demircan, 1988). The demand for English grew so
high in 1990s that in 1994, super high-schools which offered intensive English
preparatory programs were opened. As opposed to English-medium Anatolian high
schools in which science and math courses were given in English, in super high
schools, medium of instruction was Turkish. Due to the difficulty of assigning
teachers who are qualified enough to teach content courses in English together with
the resentment towards English-medium instruction at high schools, the practice of
English-medium science lessons was discontinued in 2002 (Dogangay-Aktuna &
Kiziltepe, 2005). These schools went on to include English-intensive preparatory
programs until 2006 (Selvi, 2011), when the government abolished all preparatory
programs from the public schools while extending the duration of high schools to 4
years. The number of English courses was 24 hours a week in the preparatory
programs. After the abolishment of preparatory programs, students started to have 10
hours of English in the freshman year of high school. In 2012, the number of English
classes for the first year of high school was decreased to 6 hours. This act in 2006
literally ended English-medium and English-intensive education in public schools

while remaining in private schools. With the reduction of English courses in public
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high schools, the opportunity to reach a high proficiency in English became a
privilege only to be acquired by students belonging to higher classes (Selvi, 2011),
which seems to be in line with the world trends as Vergara (2014) asserts.

In Turkish-medium state schools, foreign language courses were offered
starting from the 6th grade for a long time till 1997. When the compulsory education
was increased to eight years including secondary school in 1997, English was
included in the primary school curriculum starting from 4th and 5th grades and a new
course called Teaching English to Young Learners appeared in the pre-service
teacher education program of 1997. With the recent curricular reform called 4+4+4,
English is now offered to primary school students from second graders onwards
(MoNE, 2013). The English curriculum has always been designed by the Ministry of
National Education in Turkey. While course books of the international publishing
houses were used in Anatolian high schools, books prepared by the ministry under
limited resources had to be followed in the Turkish-medium public schools.
However, with the latest changes, public schools do not have an option to choose
commercial course books, but are required to use the recent books written by the
committees at the ministry whereas private schools are free to choose their own
textbooks.

The major method of foreign language teaching was grammar-translation for
a long time in Turkey (Kirkgoz, 2005). Lessons were mostly based on grammar and
writing neglecting speaking and listening skills (Bear, 1992). In 1944, direct method
started to be used in Gazi Education Institute and became popular. Later on, audio-
lingual method was adopted and the course book called English for Turks was
followed for generations. Language laboratories were established by the allocation of
large amounts of public funds. However, they did not prove much effective
(Demircan, 1988). With the reform act in 1997 of the Ministry of National
Education, English Language Teaching curricula were changed in a more
communicative direction focusing on four skills (Kirkgoz, 2005). Teachers were
defined as facilitators. The aim of the program was to give students communicative
skills. Still, as teacher surveys indicated, this communicative turn in the program did
not cure the chronic problems of foreign language teaching in Turkey (Kirkgoz,

2007), where students and teachers have had scarce opportunities to use English
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outside the classroom (Biiyiikkantarcioglu, 2004). At public schools, the number of
English lessons given each week continued to stay very limited. Curriculum content
was very dense. Classes have always been overcrowded. The course books were not
appropriate for the program. Schools did not have enough resources (Kirkgéz, 2007).

In 2006, another reform movement in education took place. Earlier
curriculum of 1997 was harmonized with the European Union. It was still centered
on communicative language teaching, but theoretical explanations on the curriculum
were provided this time. In the new program, a major innovation was the
performance-based evaluation through portfolios. In 2004, a major project for
teacher training on European Union was initiated. 7000 teachers were trained in the
program. A book of guidelines for the European Union was also broadcast on the
ministry's website so that teachers could disseminate the history, administrative
structure, values and educational policies of the Union to the students. Teachers were
also provided with detailed information on the exchange programs of the EU as a
result of which they started joint programs with the European Union countries
(Kirkgoz, 2007).

As can be seen, Turkey's integration to the global world brought with it a
widespread popularity of English in Turkey. While it was kept under control up to
1980s, it began to resonate freely with the neoliberal policies of 1980. In the
meantime, English-medium instruction became established in the country and started
to be perceived as a prerequisite for a good quality education by the public. Yet, as
both English-medium instruction and English preparatory programs were abolished
from public schools, parents began to feel obliged to send their children to private
institutions for a high level of English. This policy change, in fact, did not mean a
radical shift from English-medium instruction to Turkish-medium instruction, but

meant the door was left open for the private schools to get in.
2.5 The System of Foreign Language Teacher Education in Turkey

As regards foreign language teacher education, Turkish pre-service foreign
language teacher education was not systematized until 1980s (Salihoglu, 2012; Soruc
and Cepik, 2013). Foreign language teachers were educated at different types of

institutions following varied curricula. With the foundation of the CoHE, an attempt
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to standardize foreign language teacher education programs was made when all
foreign language teacher education institutions were moved under the auspices of
universities and Departments of Foreign Language Education (FLE) were founded.
For Enginarlar (1997), the decision to establish new departments of foreign language
education was right, but the quality of teachers educated was a matter of concern.
The first program of foreign language teacher education introduced by the CoHE
program had an abundance of language courses (30 courses) with one language
teaching and one practicum course (see Chapter 6.5.3 for further details). Although
the CoHE had introduced a curriculum of foreign language teacher education in
1982, it did not adopt a strict interventionist policy and universities enjoyed relative
freedom in developing their own programs until 1997. During the period between
1982 and 1997, the curricula of departments of FLE were still diverse (Enginarlar,
1997). In addition, the number of academic staff specializing in foreign language
teaching was limited (Enginarlar, 1997; Salihoglu, 2012). Most programs only had
one practice teaching course with limited number of hours, which prevented student
teachers from developing their practical knowledge. Enginarlar (1997) described
some of the problems faced in teaching practice sites as follows: the perception of
practicum courses as a burden by school administrations, the mismatch between the
schools of practicum and the settings where graduates worked, and the large number
of students assigned to each mentor teacher. As a solution to these problems,
Enginarlar (1997) suggested a close co-operation between the MoNE and the CoHE
for describing and organizing the responsibilities of schools and universities. When it
came to the student complaints about the length and scheduling of the practice
teaching course, students were unhappy about the scarce opportunities they had for
teaching practice. They also raised concerns about observing the same mentor-
teacher for the whole semester without receiving much guidance about the objective
of their observation. As for university supervision, Enginarlar (1997) noted that
problems might arise from the large number of students assigned to university
supervisors, the lack of expertise, experience and willingness of academic staff to
teach this course.

The reform of 1997 was a "revolutionary"” development in pre-service teacher

education according to Soruc and Cepik (2013) because the reform movement
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brought a more practice oriented program and a new partnership program between
schools and faculties of education (CoHE, 2007b). The new program included three
practice teaching courses to bridge the gap between theory and practice. However,
Soruc and Cepik (2013) believe it did not ameliorate the problems reported in the
earlier programs. Because this partnership was not carefully planned, a good
collaboration between the faculty members and mentor teachers was not maintained
(Soruc & Cepik, 2013). There were still problems in practice teaching courses as
Seferoglu’s (2006) study indicated: student teachers were feeling bored of observing
similar types of activities and the same mentor teachers. Their observations were not
focused and they did not get enough feedback from the cooperating teachers.
Moreover, the links between course contents and real life classroom situations were
not formed and students were not able to practice teaching as much as they needed.
Having surveyed the evaluation reports of 176 participants at a foreign language
teacher education program for four consecutive years, Seferoglu (2006) concluded
that despite the reform movement, perceptions of the participants about the
practicum courses had not changed.

Salli-Copur's study (2008) was another study evaluating the 1997 program as
implemented at a pre-service foreign language teacher education program. The study
was conducted with the participation of program graduates and elite employers. The
findings of the study demonstrated that graduates felt competent in most areas while
they reported they needed improvement in speaking English, teaching productive
skills, classroom management and assessment. Participants also indicated that there
was need for better links established between different components of the program to
avoid overlaps in course contents. The study also showed that practice teaching
courses in the program did not help teacher candidates develop their practical
teaching skills. Neither did the course materials meet the requirements of real life
classrooms. The findings of the study lent support to the argument that 1997
curriculum was satisfactory in educating language teachers competent in teaching
methodology. But the study revealed that the program did not offer much help for
student teachers to develop spoken English skills or practical teaching skills as much

as they needed.
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In 2007, the pre-service teacher education programs in Turkey were updated.
According to a CoHE document (CoHE, 2007b), a committee of 25 people was
composed, which worked with the MONE representatives to prepare a draft
curriculum. This draft plan was sent to universities to get their feedback. After this
process, the new program started to be implemented. Due to the problems
experienced at schools by students and supervisors, the faculties of education asked
the CoHE to reduce the number of practice teaching courses. Therefore, one practice
teaching course was removed from the program in 2007 (CoHE, 2007b). The new
program, which is still in practice as of 2015, included two practicum courses. Some
courses were added such as Teaching Language Skills, Drama and Second Foreign
Language to the program. Other courses like phonetics, semantics, reading and
writing were removed (Yavuz & Zehir-Topkaya, 2013).

Coskun and Daloglu (2010) evaluated the 2007 program as implemented by a
public university in Turkey through questionnaires and interviews following
Peacock's (2009) model of program evaluation. The findings of the study were
similar to the results of earlier studies of program evaluation (Enginarlar, 1997,
Seferoglu, 2006; Salli-Copur, 2008) because students were critical of the scarce
practice opportunities they had, the lack of correspondence between the program and
their needs and overlapping content in some courses. Students also thought that
student presentations were overly used in the program. However, 84 % of the 55
students who took part in the study stated that the program helped them become
reflective teachers. They also said that the program gave them a sound theoretical
knowledge of English language teaching and they had good rapport with the teacher
educators. The remarks of teacher educators, however, focused on the linguistic side
of the program rather than the pedagogic side. They believed that the program does
not have enough courses for student teachers to improve their English proficiency
(Coskun & Daloglu, 2010).

Another study investigating the perceptions of foreign language teacher
educators concerning the 2007 program was conducted by Yavuz and Zehir-Topkaya
(2013). Their study investigated the perceptions of 18 teacher educators from five
state universities in Turkey regarding the 2007 CoHE program through open-ended

questionnaires. The findings of the study indicated that teacher educators had
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positive attitudes towards some of the changes in the organization of the program:
extension of some courses such as Approaches and Methods in ELT (English
Language Teaching) to two terms, the introduction of some new courses such as
Public Speaking and Drama. The participant teacher educators also raised issues
about the sequence (e.g. the semester when translation or research course is given),
credits, convergence (i.e. reading and writing courses were combined in the new
program) and removal of some other courses (e.g. advanced writing skills). Teacher
educators were also critical about the way the new program was introduced top-
down, as reported in Grossman et al. (2007) (see Section 2.3). Teacher educators
stated that the views of teacher educators and/or student teachers were not considered
in the process of curriculum development. The participants of the study also noted
that education faculties, the CoHE and the MoNE should work in collaboration.

A recent study conducted by Uztosun and Troudi (2015) investigated the
opinions of 27 lecturers from 15 different universities on the 2007 CoHE curricula
through open-ended questionnaires and interviews. As in earlier studies, participants
of the study indicated that their voices were ignored in the change process. They also
asserted that the basic elements of curriculum development such as needs analysis
and program evaluation were neglected in the process of curricular change. They
found the addition of some practical courses such as teaching young learners as
positive while they were critical of the removal of some language proficiency
courses.

As the above mentioned studies display, the 1997 reform and the 2007
program revision allowed student teachers to develop some competencies. Yet, it did
not help them gain practical knowledge due to the limited number of practice
teaching courses. All studies reported above revealed that the courses foreign
language teacher education students take do not help teacher candidates deal with the
classroom reality, which might indicate a need for a substantial change in the teacher

education program.
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CHAPTER 3

THEORETICAL FRAMEWORK

There is a theoretical framework underlying each research study whether or not
it is acknowledged. Theoretical framework of a study permeates all stages of a study
from determining the purpose of the study to the questions asked, from the research
design to what is observed in the field (Merriam, 2009). It also informs what is not
seen, what is not asked or addressed in a study. The analysis and interpretation of a
study are also derived from the concepts of theoretical framework. In this study,
critical pedagogy provides the theoretical lens. To understand the philosophical
foundations of critical pedagogy, this chapter will first survey the conceptual
framework of critical theory referring to the works of philosophers like Althusser,
Bourdieu and Gramsci. Then, it will trace the development of the basic concepts of
critical pedagogy from Freire to Giroux. After that, the reflection of critical
pedagogy into second/foreign language teaching will be explored bringing the
discussions of critical applied linguistics into the foreground.

3.1 Critical Theory

Critical theory is a vast field of study impossible to squeeze into the limited
space of a dissertation study. However, without the essential concepts it brings forth,
the interpretation of a critical study would be limited. Therefore, this section will
give general information on the major concepts of critical theory far from being a
thorough description of the theory itself. To give the reader an ease of following the
ideas in an orderly fashion, this section will mainly follow a thematic order, rather
than a chronological order.

3.1.1 Historical Materialism, Base and Superstructure

Karl Marx and Friedrich Engels developed one of the most ground-breaking
and controversial theoretical analyses of social life (Watson, 2012). Whether or not

one embraces their call for revolutionary change, it is almost impossible not to
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acknowledge their broad social theory covering the realms of philosophy, sociology,
economics, politics, history, cultural studies and many other fields (Joseph, 2006).
Marx and Engels explained how the capitalist society emerged from feudalism, how
it operates and how it includes the seeds of its own destruction (Ollman, 2009). For
them, capitalism is based on the clash between the class of capitalists, who own the
means of production, and the class of workers (proletariat), who have to sell their
labor power. The analysis of the relations between these two classes forms the
essence of Marxism (Ollman, 1987).

Marx's philosophy was both dialectical and materialist. His deep belief in
dialectics enabled him to view social phenomenon not as fixed and stable but in
constant change and in interaction with other social, economic and cultural factors
(Small, 2005). His tendency to situate all social events in their historical context
provided him a perspective to examine events in their past, present and future
(Ollman, 2009). His dialectic was not idealist as Hegel's, but materialist. He was
interested more in the effect of social conditions on people's ideas, rather than those
ideas shaping material life (Sarup, 1978). For him, reality and people's consciousness
were closely linked to each other, as his famous quote suggests: "Men make their
own history, but they do not make it just as they please; they do not make it under
circumstances chosen by themselves, but under circumstances directly encountered,
given and transmitted from the past” (Marx, 1852/2001, p. 7).

For Marx, what characterizes a society or what forms its "base" is its mode and
relations of production. From this economic base or substructure grows a
superstructure which consists of other secondary aspects of life such as political,
legal, cultural, literary, philosophical or religious aspects (Ferretter, 2006).
According to this view, the forces and relations of production ultimately determine
the legal system, education system, cultural and philosophical production in a given
society (Small, 2005). The superstructure may also have an effect on the base, but its
effect may be minor when compared to the major influence of substructure on the
superstructure (Ollman, 2009).

In historical materialism, Marx describes how one form of society develops
into another one when the mode of production changes and how those changing

forces of production shape the new legal, political and cultural institutions of the
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superstructure (Watson, 2012). For instance, feudalism developed into capitalism and
Marx argued that capitalism would be replaced by socialism in time, because the
capitalist system involved inner conflicts and contradictions between social classes.
Marx believed once the proletariat realized they are exploited by the ruling classes,
they would overthrow the system (Marx and Engels, 1848/2004). Thus, the doom of
the capitalist system existed in its own existence, for Marx.

Despite Marx’s deep faith in the eventual demise of capitalist system, he was
also aware of the ideology produced by the ruling classes to protect their own
existence and the status quo. Marx stated that in addition to the means of production,
dominant classes govern the production of ideas, as well (Marx, 1845/1994). They
shape the consciousness of working classes by disseminating the ideas that protect
their own interest as if they are for the interests of everyone, as the following quote

reveals:

In every epoch the ideas of the ruling class are the ruling ideas, that is, the
class that is the dominant material power of society is at the same time
its dominant intellectual power. The class that has at its disposal the
means of material production also for that reason disposes
simultaneously of the means of intellectual production, so that in general
it exercises its power over the ideas of those who lack the means. The
dominant thoughts are, furthermore, nothing but the ideal expression of
the dominant material relations; they are the dominant material relations
conceived as thoughts, in other words, the expression of the social which
make one class the dominant one, and thus the ideas of its dominance.
(Marx, 1845/1994, p. 145)

Marx believed that emancipation could only take place when the working classes
overcome their "false consciousness™ - the internalized form of bourgeoisie ideology
- through praxis. However, Marx and Engels argued that class consciousness was not
enough for the transformation of society. Class struggle and class action were also
necessary (Marx and Engels, 1848/2004). In that sense, they did not see education
run by the dominant classes as a primary force for the overthrow of capitalism
(Sarup, 1978). They asserted that laborers would develop that consciousness in the
work conditions they faced every day.

Althusser, a Marxist theorist, further developed the base-superstructure model

of Marxism. As a response to the criticisms of economic determinism raised against
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Marxism, Althusser examined Engels's writings and argued that even if the mode of
production is the ultimate determining factor for the elements of the superstructure,
these elements also have an effect on each other and they even influence the
economic base itself (Ferretter, 2006). Having an influence on each other's
development, Althusser asserted, superstructural aspects have their "relative
autonomy." (Ferretter, 2006, p. 44) Althusser wrote each cultural product is neither a
mere work of individual genius, nor the product of the economic system. It is a result
of complex network of interactions (Althusser, 1994).

One of the most important contributions of Althusser is about ideology. For
Althusser, ideology is the way people make sense of the world. Human beings are
born into it and thus they take it for granted (Althusser, 1994). It is not a body of
thought people acquire by critical thinking; rather, people just assume some
phenomenon as given or as common sense without questioning its inner or deeper
meaning (Ferretter, 2006). Ferreter (2006) gives the example of people in business
world. They may perceive the work life as that of competition, hard work and
intelligence without ever thinking it in terms of exploitation, alienation and
dominance, as they internalize the dominant ideology of the time. Althusser (1994)
thinks that this is a misrepresentation of reality by the ruling classes to deceive the
working class. What is more, even the bourgeoisie believes in the myth it has created
(Ferretter, 2006).

3.1.1.1 Ideological State Apparatus

To explain how the ruling classes maintain their existing privileges and
reproduce the relations of production, Althusser developed the concept of the
Ideological State Apparatus. Building onto what Marxist theory called the State
apparatus - the repressive state institutions (government, armed forces, police, courts,
prison) which are used to enforce the rules of the dominant classes - Althusser
argued there is one more apparatus used by the state called "ideological state
apparatus.” As opposed to "Repressive State Apparatus,” ideological state apparatus
does not assort to violence, it works through ideology. Ideological state apparatus is
used through distinct institutions such as religion, education, family, legal system,

politics, trade unions, communications and culture. While the repressive state
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apparatus uses force to protect the status quo, ideological state apparatus justifies the
use of that force (Althusser, 1994). Besides, ideological state apparatus attempts to
manufacture consent among the public so that there is no need to use force. To put it
another way, repressive state apparatus and ideological state apparatus complement
each other.

For Althusser (1994), educational ideological state apparatus is the major
ideological state apparatus in the capitalist system replacing the role of church in
feudalism. He notes that children are instructed for hours every day in the ruling
ideology of the dominant classes through courses like morals, religion and
philosophy. They do not only learn know-how, but they also learn to act as they are
told and to obey the rules set by the dominant classes. What is worse, Althusser
argues, they are taught to believe that they are free acting individuals devoid of the
influence of ideologies. Althusser believes the notion of a "subject” is also the
creation of the dominant ideology to convince people that they act on their free will.
Althusser (1994) writes, through the use of the ideological state apparatus, the ruling
classes manage to shape the perception of dominated classes. What they take for
granted as common sense is actually what is imposed by the ruling ideology. What is
striking is that school does this imposition of values under the guise of a neutral
stance.

Other than molding the consciousness of exploited classes, the educational
ideological state apparatus also maintains, reproduces and justifies the existing social
roles. Children from all classes are taken to school and they are taught either the
skills relevant for the dominant ideology (math, natural sciences, etc.) or pure
ideology (morals, philosophy, etc.) (Althusser, 1994). During the process, not all of
them are able to reach higher levels of education. Those who leave school early
become workers and farmers. Those who are lucky to continue their education
become technicians, white collars, civil servants or petit bourgeoisie. Those who are
able to receive higher education become intellectuals, managers, business
administrators, politicians or police officers. While some of these are given the
mission of exploiting (e.g. capitalists and business administrators), some of them
receive the task of using force (e.g. military staff, police force, politicians) and some

acquire the role of being professional ideologues. The rest have the role of being
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exploited. But they are also adorned with the relevant ideologies (e.g. national,
professional, civil and apolitical moral values) to make sure they are obedient
workers (Althusser, 1994).

Apart from directing attention on the social reproduction by the schooling
system, Pierre Bourdieu, a French sociologist, developed a theory of cultural
reproduction focusing on the interaction between culture, class and domination at
work in the education system (Giroux, 1983). In his influential essay called "The
School as a Conservative Force: Scholastic and Cultural Inequalities” (Bourdieu,
1966/2012), Bourdieu denounces the fact that school is still seen "as a liberating
force and as a means of increasing social mobility" (p. 32) while in fact it is just a
means of reproducing the existing social roles. He notes that "the son of a manager is
eighty times as likely to get to university as the son of an agricultural worker and
forty times as likely as the son of a factory worker ..." (Bourdieu, 1966/2012, p.
32).What is worse, the school also gives a justification for the distribution of unequal
social roles through a severe elimination system. Children coming from
disadvantaged backgrounds are not able to pass the exams and they are eliminated. In
fact, they are not on an equal footing with privileged children, as they do not get
extra support from their families or private tutors to do well in the exams.

For Bourdieu, the reason for the marginalized children to fail is not the lack of
a natural talent, but the lack of a social gift in the form of a "cultural capital™ which
families transmit to their children (Bourdieu, 1966/2012). Children coming from
privileged social classes acquire the highly valued dominant cultural and behavioral
norms at home; therefore, they find it easy to meet the expectations of school culture.
However, children coming from less privileged social classes do not possess those
dominant norms of behavior and they have a hard time getting used to the unwritten
rules of behavior at school. They even drop out of school if they cannot manage to
adapt to the school culture (Bourdieu, 1966/2012).

3.1.1.2 Cultural Capital and Symbolic Violence

Bourdieu (1983/2001) argues that capital shows itself in three different forms:
economic capital, cultural capital and social capital. Economic capital is the capital

that might be converted into money while social capital is a network of social
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relationships. It is closely related to one's ability to make or preserve connections.
When it comes to cultural capital, it is the linguistic or cultural skills that individuals
inherit from their families in their class boundaries. This varies from worldviews to
codes of behavior (e.g. eating, speaking, clothing styles). By transmitting cultural
capital to their children, dominant classes make sure that their children have the same
privileged position as themselves in society (Bourdieu, 1983/2001). Schools have a
significant role in legitimizing and reproducing cultural capital by expecting from all
students to talk, to act and to work in line with the norms of the ruling classes. They
demand from all students the knowledge, skills and behavior only students from
specific families and classes have (Giroux, 1983). The end result of this expectation
is: while children who are already privileged presume their privileges, the children at
a disadvantage continue to lose.

Bourdieu thinks of social activity and education as a sort of game in which
there are good and bad players, winners and losers (Grenfell & James, 1998). The
players play the game through intuition because the rules of the game are never
explicitly stated. Those who possess the cultural capital know how to behave
strategically and win the game; those who do not are doomed to failure. Thus, social
inequalities are reproduced in the social field (Grenfell and James, 1998). Ironically,
the losing party accepts the situation as it is rarely questioning the underlying reasons
behind that. Those who are marginalized even blame themselves for their failure
losing their self-esteem. They are persuaded that they were the ones who could not
make use of the options ahead of them. For Bourdieu, this is an exercise of
"symbolic violence." Even the oppressed themselves internalize the ruling ideology
and believe they are not as talented as the people belonging to a different group of
people (Giroux, 1983).

3.1.1.3 Hegemony

Living and writing in a period earlier than both Althusser and Bourdieu,
Antonio Gramsci (1891-1937), an Italian Marxist theorist, also focused on the role of
ideology to operate in educational institutions for the benefit of capitalist classes
(Mayo, 1999). To highlight the dominance of ruling classes over subordinate groups

in society, he developed the concept of hegemony. Through hegemony which
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operates through mass media, political parties and educational institutions, Gramsci
(2000) suggested, powerful social groups influence public opinion and win the
consent of the dominated groups. Educational institutions are important institutions
of hegemony as they prepare students for their adult lives by teaching them to accept
the existing social relations as they are and giving them the message that they are
natural facts of life that cannot be changed (Small, 2005). Thus, for Gramsci, schools
are far from being neutral and serve the interests of the bourgeoisie (Mayo, 1999).
For Gramsci, schools should provide humanistic education to all children so
that each member of the society develops their talents to take leading roles in the
running of the society (Lombardi, 2000). He is against the separation of schools as
"classical™ and "vocational" schools, as he believes such a distinction reproduces the
existing social roles by depriving the working class children from the humanistic
culture and the ability to struggle for bettering their lives. Gramsci (2000) argues that
children who are sent to vocational schools do not get a chance to develop their
intellectual talents, rather they are merely taught the manual labors. Gramsci (2000)
maintains that manual labor should not be separated from intellectual labor.
Therefore, he calls for a unitary humanistic education that does not force students to
make decisions as to their vocations at a young age. For Gramsci, after developing
their intellectual powers through discipline and hard work, students should be able to

make informed decisions about their future career (Lombardi, 2000).

3.1.1.4 Organic Intellectuals

Owing to the division of roles in the society, Gramsci argues, intellectuals
have been accorded a prestigious role and they started to situate themselves above
the working class people. For Gramsci (2000), working class people should free
themselves from the hegemony of the traditional intellectuals. He thinks each social
class should produce its organic intellectuals so that these intellectuals work for the
interests of the class they grew from (Gramsci, 2000). The organic intellectuals
working for the subordinate should not be dependent on the traditional intellectuals
for ideas. They should produce their own ideas relevant for their own life situations.
The main role Gramsci accords to intellectuals is to organize, direct and educate

people in order to challenge and transform the existing order (Lombardi, 2000).
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The pedagogy to be used in educating the proletariat, Gramsci notes, should be
different from the bourgeoisie's approach to education which mainly focuses on the
transmission of encyclopedic information to learners. The kind of education Gramsci
suggests is one which attempts to focus on people's problems and their life
conditions. The pedagogy Gramsci advocates is a dialogic one where “every teacher
is always a pupil and every pupil a teacher.” (Gramsci, 1971 as cited in Mayo, 2010,
p. 29). This education should arouse in them the curiosity to discover themselves and
lead them to understand the meaning of their productive labor as well as their
historical role to transform the system. For Gramsci, the ultimate aim of democratic
education is to do away with the distinction between intellectuals and non-
intellectuals (Gramsci, 2000).

In line with the primary role given to intellectuals for the education of the
public and for the transformation of the society, teachers also carry the mission of
intellectuals to represent the critical consciousness of the society in Gramsci's theory
(Anjon, 2011). They are not only responsible to teach a subject matter, they also have
the responsibility to raise the consciousness of students as to the possibility of
another system (Lombardi, 2000). As opposed to the limited agency given to human
beings by Marx, Althusser or Bourdieu, human agency occupies a great space in
Gramsci's theory (Giroux, 1983). As the importance Gramsci accords to intellectuals
and teachers displays, Gramsci's theory is distinguished by his emphasis on human
subjectivity, class consciousness and class struggle. As opposed to Althusser's theory
which places no room for human subjectivity, Gramsci is known for his "philosophy
of human praxis" (Mayo, 2000). He develops his whole theory on the ways of raising
the consciousness of the public, especially the members of industrial working class
for emancipation. Though ruling classes exert hegemony over the subordinate
classes, the consciousness of people has some contradictions in itself which allow for
counter-hegemonic discourses to develop (Giroux, 1983). Gramsci strongly believes
that if people are educated by critical teachers, they can activate the inner good sense
in people to resist the dominant ideologies. This comes to mean that despite being
hegemonic and reproductive sites, schools may become spaces for producing
resistance if teachers work in close interaction with students to challenge the

dominant ideology (Anjon, 2011).
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3.1.2 Division of Labor and Alienation

Philosophers have hitherto only interpreted the world in various ways;
the point is to change it.
Karl Marx, 1845

For Marx, labor forms the very essence of human activity because only human
beings are able to reflect and only can they change the world (Sarup, 1978). Marx
believes human beings realize their humanity through labor. However, the meaning
of work has undergone a radical change under the conditions of capitalist economy
(Edgell, 2012). Before the advent of industrial capitalism 200 years ago, work meant
a human activity for satisfying basic needs for survival. It is only a recent
phenomenon that work is associated with regular paid employment conducted at a
separate place from home (Edgell, 2012). With the shift of the meaning of work, the
place and function of it in a person's life changed. While it was a humanizing activity
once, Marx asserted, it started to become a tool for dehumanization under the
alienating circumstances of work under capitalism (Sarup, 1978). Marx revealed that
as workers have no means to survive other than selling their labor power to those
who own the means of production (machines, raw materials, factories) in capitalism,
capitalists extract "surplus value™ from them by forcing them to do more work than is
necessary for their survival (Ollman, 2009). This unequal relationship between the
capitalist and the working class is the reason for conflict in the capitalist mode of
production, for Marx.

To denote this desperate situation workers find themselves in the
disempowering capitalist system of production, Marx used the term "alienation"
(Ollman, 1987). With the rise of industrialism, work became timed-labor carried out
at a place outside home under heavy work conditions with limited freedom and
control over the production process by the laborer. Being isolated from the means of
production and having a secondary place in the relations of production, Marx argued,
it is impossible for the workers to be creative. Under the circumstances where “the
laborer exists for the process of production, not the process of production for the
laborer” (Marx, 1887/2010, p. 490), it is inevitable for the worker to become
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alienated. For Marx, "alienation is built into the nature of work under a capitalist
mode of production” (Edgell, 2012, p. 32).

Marx maintained that alienation is seen in four different forms in capitalism:

1) Product alienation (workers are alienated from the products they
produce, as they have no control over the products which belong to
the employer),

2) Activity alienation (as the work itself does not include any space
for the creativity or decision-making on the part of the worker, it is
alienating for the worker; the capitalist decides what to produce or
how to do it),

3) Species alienation (as a result of product and activity alienation,
workers are alienated from their human nature),

4) Social alienation (as workers are alienated from their products,
works and themselves, they are also alienated from one another
through competition and indifference) (Marx, 1844/1994; Ollman,
2009).

In other words, while workers' labor is becoming a commodity, workers are
becoming the object of their productions (Sarup, 1978). In Ollman's words, they
become "physically weakened, mentally confused and muystified, isolated and
virtually powerless” (Ollman, 1987). Not only are laborers away from developing
their mental and creative powers in industrial capitalism, but also they are ruined
mentally and physically (Ferreter, 2006).

Marx argued that emancipation from alienation is only possible through
revolutionary action (Marx and Engels, 1848/2004). For Marx, alienation was a
result of the specific historical situation and it could be overcome by action.
Although Marx believed that capitalist mode of production shapes the material
conditions of life and the consciousness of human beings, he also asserted that
human beings are capable of transforming their conditions through praxis, which is
the unity of reflection and action. Marx defined praxis as the coexistence of thought

and action (Small, 2005, p. 41). Therefore, theory alone is not capable of
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transforming the world, and action without thinking does not result in everlasting
change. For Marx, the ultimate task of philosophy is not solely understanding reality,
but changing it (Marx, 1845/1994). An important dimension of Marx's revolutionary
praxis is the unity of changing oneself and changing circumstances: "In revolutionary
activity the changing of oneself coincides with the changing of circumstances”
(Small, 2005, p. 41). For the revolutionary action to take place, workers need to
develop a class consciousness and come to realize that they are reduced to the status
of an object through exploitation and alienation. Only if the proletariat is aware of
the fact that by changing their own worldview, they are able to change the world, the
revolutionary action will become possible (Sarup, 1978).

Marx believed that in order to solve the problem of alienation, it was necessary
to overthrow capital and all property relations (Marx and Engels, 1848/2004). It was
also necessary to abolish the division of labor which resulted in the further
estrangement of workers, as it prevented workers from developing an overall
perspective into the work they conduct and deprived them from becoming skilled
laborers. What is more, division of labor led to the separation of the planning and
execution. While planning was made by some experts, the execution of the
production was made by other people, which further contributed to their

estrangement process.

3.1.2.1 Taylorism, Fordism and Deskilling

While Marx's analysis of alienation implied the changed work conditions for
workers with the industrialism in the nineteenth century, production and organization
of work further changed in the twentieth century (Watson, 2012). With the advance
of technology and the introduction of new systems of management, the character of
the work carried out by the workers started to change (Edgell, 2012).

In the beginning of the industrialization era, the manufacture of goods was
made from the beginning to the end by highly skilled craft workers. However, for the
capitalist regime of production, this was not a very effective method of production,
as it did not allow for control of the workers by the management who bought the
labor power for a specific period of time (Edgell, 2012). Hence, Taylor, an American

management expert, developed a method of management, which came to be known
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as Taylorism, to make sure labor power was transformed into productive labor
(Thursfield, 2000). According to the model, first, knowledge of how best to produce
a certain product would be gathered and categorized. Then, this knowledge would be
distributed to a set of rules by the management on how to perform a task. Finally,
with this exclusive right on the knowledge, the production process would be
controlled (Braverman, 1974). Braverman, the originator of the "deskilling"” thesis,
argued that this management technique actually separated the conception of work
from the execution of it. While all the mental work was to be conducted by the
management, the manual work to be performed was simplified and standardized
(Braverman, 1974). Even though this new system lowered production costs, it had a
"degrading effect” on the worker. It led them to lose their technical skills as well as
their autonomy on their work.

In addition to the organizational means of controlling production, capitalists
also started to use machinery to standardize the process of production. At the
beginning of the twentieth century, the owner of Ford Motor Company, Henry Ford,
decided to develop a system of production which would decrease the cost of
manufacturing a car to address the demand for more cars in the market (Edgell,
2012). He was aware of the limited number of skilled labor available at the time.
Therefore, he designed an assembly line on which workers would carry out simple
standardized tasks using special machines. As the assembly line was based on
Taylorist separation of conception from execution and task simplification, unskilled
laborers were able to carry out the work (Edgell, 2012). Having decreased the cost of
production radically, Ford was happy as he developed a system where there was not
much need for thought on the part of the worker. As a result of Ford's innovation,
production, prices and profits increased. The innovations Henry Ford brought were
not limited to the assembly line type of work. He also increased the wages and gave
some social benefits to his workers as long as they had "good behavior" which
involved no alcohol, no smoking and no gambling. Braverman (1974) believes the
effects of Taylorism and Fordism were beyond the factory work. Office and retail
work were also characterized by the principles of these organizational and
mechanical systems of work. Even if computerized technology may seem to enskill
workers, there is still an electronically controlled division of labor for the
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management to control the labor process. Braverman (1974) argued that with the
onset of new technologies which allowed for more division of labor and more

control, deskilling and estrangement of laborers became intensified.

3.1.2.2 Post-Fordism, Upskilling and Polarization

The notion of Fordism, coined by Gramsci (2000), was not only limited to the
system of mass production that became widely used in every sector from 1920s to
1970s (Watson, 2012). It also became the name of an economic system which
recognized that the laborers working in the factories are part of the market (Edgell,
2012). Therefore, Ford and other employers following him wanted to take care of the
workers with their families to make sure that they are physically healthy to maintain
labor and to consume the goods produced. This line of thought introduced by Ford
led to the development of Keynesian policies in economics and the development of
the "welfare state” (Watson, 2012). In this system, products were mass produced at
reasonable prices at a standard quality and consumed by an overwhelming majority
of people.

The recessions of 1970s and 80s, however, led to a change in these policies and
resulted in the move towards the post-Fordist era (Watson, 2012). This was actually
caused by the mismatch between the high level of productivity and the low level of
consumer demand (Thursfield, 2000). Mass markets lost their significance as they
reached saturation; specialized luxury goods became popular (Watson, 2012).
Production became less homogenous and more diverse. Companies had to be more
flexible in changing the goods they produced according to the fast changing demands
(Thursfield, 2000). There was no need for a stable kind of workforce anymore,
because there was no mass production (Watson, 2012). Thus, full-time employment,
which was the norm earlier, started to be replaced by a rise in part-time, temporary
workers (Thursfield, 2000). Franchising and subcontracting became widespread. In
this regime of economy, the states started to reduce welfare benefits which came to
mean destandardized, deregularized and flexible labor. (Watson, 2012).

With the development of information technologies and the move towards the
post-Fordist period, Braverman's deskilling thesis (1974) started to be challenged.
Arguing that the demand for educational qualifications and the need for technical
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specialists had increased in the post-industrial age, Bell developed the "upskilling
theory" (Edgell, 2012). For him, Braverman's deskilling thesis was not able to
account for the complexity of professional work life in the late twentieth century
(Derber, 1983). He thought that white-collar work characterized the new society
dominated by service work. In the new times, possession of knowledge was
important, since theoretical knowledge formed the basis of innovation (Bell, 1976).
While Bell's thesis found empirical support, there was also support for the deskilling
thesis (Edgell, 2012). To account for the fact that upskilling and deskilling could
exist at the same time in different groups of workforce, the polarization of skills
thesis was formed (Edgell, 2012). In advanced industrialized countries, while highly
educated and highly skilled information workers had a chance to enhance their skills
and to have job satisfaction, poorly educated production workers still went through
deskilling (Thursfield, 2000). On the other hand, with the onset of globalization,
capital has flown from the industrialized countries to less developed ones where
labor is cheap. Thus, whereas the developed countries had advanced into information
technology and faced upskilling in the work culture, less developed countries went
on using machine technologies and deskilling continued to be the norm there
(Watson, 2012).

3.1.2.3 Proletarianization

As to the deskilling/upskilling debate of professionals who form the major
workforce of the post-industrial age, Derber (1983) brought another dimension:
proletarianization. Proletarianization is defined as a complex historical process in
which professionals move from independent forms of employment to dependent
salaried employment and lose their authority and control over their labor (Derber,
1983). He argued that professionals did really experience a form of proletarianization
as opposed to the claims of post-industrialists like Bell. However, the form of
proletarianization they went through was not similar to that of the industrial workers.

The industrial workers had first moved from self-employment to dependent
employment and lost control over the products they produced. However, they
persisted their autonomy over the process of production itself. Yet, with the arrival of

Taylorism and Fordism, they lost their control over the process of production, as
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well, becoming proletarians in the true sense of the word. Derber (1983) claimed the
situation was not the same for professionals. For those professionals like doctors and
lawyers, the move from independent work to salaried work had already started and
they had lost the full control over their work. For other professionals like engineers
and scientists, they had never assumed full independence over their work. So their
salaried and dependent situation did not change much. The nature of the loss of
control for professionals, Derber (1983) argued, was different. They lost their control
over the product just as the industrial workers did in the first stage of
proletarianization; however, they still keep their autonomy on the process of the
work itself.

Derber (1983) calls the lack of control over the process of the work itself
"technical proletarianization" (p. 312). He asserts that the degree of technical
proletarianization may change from context to context. For Derber (1983),
professionals may be facing some form of technical proletarianization, but not at an
advanced level. They still presume their technical skills and highly specialized
knowledge. However, Derber claims, professionals are suffering from "ideological
proletarianization”: they have lost control over the end products of their work
(Derber, 1983, p. 312). If they work for the corporate sector, they serve corporate
interests. Even if they do not believe in militarism, they may work in the production
of weapons. Most of the time they have to conduct research in line with the
company's research priorities. Even if they come across research findings that are
against public good, they may have to keep silent to protect their corporate interests.
Otherwise, they may lose their jobs. If they work for the state, they work for the
state's interests of reproducing the existing order. Thus, professionals have lost the
sense of purpose or mission in work. Thus, Derber (1983) argues, they are reduced to
the role of technicians.

Derber (1983) questions the reasons behind professionals' lack of resistance
against the fact that their labor is used for purposes they do not choose. He thinks
that like industrial workers, professionals have also developed defensive strategies to
protect their interests. The first of these strategies is "desensitization™ (Derber, 1983;
p. 322). They do not claim responsibility over the ideological context of their work
and the social purposes their labor is put to. They refuse to accept that their work has
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some social or moral results. For instance, some scientists do not acknowledge that
their work is put to use in the production of weapons. They claim that their work is
basic science or what they produce is used in test systems or it is used for defense
rather than offense. In fact, Derber (1983) mentions research studies which indicate
that professionals are socialized into becoming indifferent to the ethical implications
of their work. While freshman students are more vulnerable to their moral
responsibilities, senior students care about the techniques of their work. The second
defensive strategy is “ideological cooptation,” which means professionals redefine
their mission in line with the goals of the organization they work for (Derber, 1983,
p. 324). In order not to lose their jobs or the social benefits they receive,
professionals use these defense mechanisms and become "professional technicians”

no matter how contradictory this title is.

3.1.2.4 Teachers' Labor Power

Considering teacher's labor from Derber's (1983) perspective, just as scientists,
teachers seem to have lost their control to a large extent both on their end products
and on their processes of work. Regardless of their employers - state or corporate-,
teachers are forced to serve for a predetermined goal rather than working for the
public good. They either work for the reproduction of the existing order or for the
interests of a private school. Therefore, they are ideologically proletarianized for the
most part. What is more, they are technically proletarianized by the centralized
curricula, standardized tests, teacher-proof materials and prescribed teaching
methodologies (Apple, 1995). As the planning and application are separated, they are
not allowed to develop their planning skills (Giroux, 1983; Thoma, 2005). They are
just expected to execute what is already planned (Apple, 1995; Buyruk, 2014;
Giroux, 1983). To put it in Apple's (1995) words:

Notice as well the process of deskilling at work here. Skills that teachers
used to need, that were deemed essential to the craft of working with
children - such as curriculum deliberation and planning, designing
teaching and curricular strategies for specific groups and individuals
based on intimate knowledge of these people - are no longer as
necessary. Within the large-scale influx of prepackaged material,
planning is separated from execution. The planning is done at the level of
the production of both the rules for use of the material and the material
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itself. The execution is carried out by the teacher. In the process, what

were previously considered valuable skills slowly atrophy because they

are less often required (Apple, 1995, p. 133).
Such a process of losing control over one's work is the "formula for alienation and
burnout” for Apple and Jungck (1990, p. 232). Still, there is another reason for the
alienation of teachers from their own work: intensification of workload (Apple &
Jungck, 1990). Day by day, teachers have an ever increasing workload and less and
less time available to deal with it. At times, they even do not have enough time to
drink tea/coffee or to go to the bathroom let alone setting time for professional
development (Apple & Jungck, 1990). As Apple and Jungck (1990) put it:

Intensification leads people to "cut corners” so that only what is
"essential” to the task immediately at hand is accomplished. It forces
people increasingly to rely on "experts" to tell them what to do and to
begin to mistrust the expertise they may have developed over the years.
In the process, quality is sacrificed for quantity. Getting done is
substituted for work well done (p. 235).

Due to intensification, teachers may also be pleased to have prepackaged materials,
as those materials help them™ get through the day" (Apple & Jungck, 1990, p. 235).
However, they may be losing the larger picture which causes them to lose their
autonomy over their work. The alienation of teachers is not limited to alienation from
their own products and activities, though. Apple (1995) argued that they are also
socially alienated. As the materials teachers use are prepackaged, they do not need to
interact with each other about the curricular issues and they become isolated from
each other. When the competition for the performance measures are added to this
picture, it is inevitable that teachers are distanced from each other instead of working
in solidarity (Connell, 2009; Durmaz, 2013). On the other hand, this performance-
based system treats teaching as an individual act distancing it from its social
character accomplished through cooperation among teachers (Connell, 2009). As
Connell (2009) writes:

Recognition of the collective labor of teachers is essential for a better
understanding of good teaching. It is often the group of teachers and the
institution they work in that are effective or not effective. The task of
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improving teaching, accordingly, cannot be understood only as a matter
of motivating or re-skilling individuals (p. 222).

For Connell (2009), such an understanding of teaching as an isolated act based on a
system of control and promotion is detrimental to the education system.

This process of teacher proletarianization has a lot to do with the shift towards
neoliberal policies since 1980s. With the new managerialism which separated teacher
identity into discrete skills and competencies with measurable outcomes, a new
"audit culture” appeared (Apple, 2001; Connell, 2009). A new discourse of
accountability for educational institutions and teachers became widespread.
Thereafter, the "quality” of teachers started to be discussed around the world and
teacher accountability measures in the shape of teacher competencies made their
appearance in the world stage. As Connell (2009) argues, the implications of these
competencies for teacher education programs are serious: "There is no need, in such
a model for cultural critique, since the market, aggregating individual choices,
decides what services are wanted and what are not" (p.218). Connell (2009) thinks
that as neoliberalism is skeptical of professionalism and does not trust teachers, it
tries to control them by imposing teacher standards, as the concept of control is
inherent to the capitalist state, which tries to ensure that the social order is
reproduced as it is (Thoma, 2005). Control is not only at work in the curriculum and
pedagogy, it also operates at the stage of teacher employment practices and teacher
assessment (Thoma, 2005). Even students - depending on their cultural capital - work
as a control mechanism over teachers’ work, as they are usually interested in learning
only what is going to be tested in standardized examinations (Thoma, 2005). Connell
(2009) maintains that "The audit culture in education construes teachers as
technicians, enacting pre-defined "best practice" with a pre-defined curriculum
measured against external tests - a situation for which skill, but not intelligence, is
required” (p. 224). Such a model denies the intellectual labor of teaching.

As teaching contexts are diverse, de-skilling might be accompanied by
reskilling in some contexts in a small proportion of teachers, as new technology and
new requirements may lead them to gain new skills (Ozoglu et al., 2013; Wong,
2006). Wong's study (2006) conducted in seven schools in China is a case in point.

While a great majority of teachers in his study reported they were being deskilled
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because of losing control, a small minority of teachers stated that they were learning
new pedagogical techniques (Wong, 2006). Despite the fact that some teachers were
reskilled, still they did not enjoy a full autonomy over the planning or materials they
used (Wong, 2006). This finding indicates that even if teachers are reskilled to a
certain extent, it may not stop the process of their ideological proletarianization.

Considering the arguments for the professionalization of teachers through the
accountability measures, it might be necessary to reexamine the definition of a
profession. For an occupation to be regarded as a profession, it must have some
essential characteristics: "high level systematic knowledge gained through education,
a central professional organization and autonomy in the execution of the profession”
(Buyruk, 2014, p. 1710). As teachers have started to lose their control over their
work after 1980s, it seems difficult to characterize teaching as a profession: it is
being transformed into a vocation (Buyruk, 2014). This transformation process in the
character of the teaching act is documented by various scholars from around the
world (e.g. Austria by Thoma 2005; Australia by Smyth, 2001; China by Wong,
2006; Greece by Thoma, 2005; the USA by Apple, 1995; Turkey by Yildiz and Unlii,
2014).

One other reflection of the division of labor and alienation in foreign
language teachers' work is the division of teaching skills into discrete observable
skills in the pre-service teacher education. This separation of complex teaching skills
into parts is reminiscent of the division of labor into small manageable chunks in the
assembly line (Freeman, 1989). However, a more holistic notion of teacher education
is necessary considering the fact that the mastery of separate skills does not
necessarily ensure quality teaching in real life context (Freeman, 1989).

Teachers are not alone in this process of proletarianization, though. Teacher
educators also face a similar process of proletarianization. Ellis, McNicholl, Blake
and McNally's (2014) study of 13 teacher educators working at diverse English and
Scottish higher education institutions demonstrated that teacher educators were
proletarianized under conditions of academic capitalism, as they were not provided
with the opportunities to accumulate academic capital through research publications
or grants. In conditions of academic capitalism, work that produces research

publications is used for promotion, salary increases and reduction in workload
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whereas work that does not result in research, e.g. teaching and relationship
maintenance with students and colleagues at schools, is marginalized and devalued.
For teacher educators, a great volume of their work is composed of relationship
maintenance which included "building, sustaining and repairing the complex network
of personal relationships that allow teacher education programs, school partnerships
and, indeed, higher education departments to function” (Ellis et al., 2014; p. 40)
through writing and responding to emails, making phone calls, tutoring individual
students, talking to colleagues at schools, etc. Although they make sure that
partnership with schools and higher education departments operate smoothly, they
are not able to gain academic capital because they are either not expected to be
"research-active™ or not supported to produce publications. The isolation of teacher
educators from research under intensified workloads, however, has a negative
influence on teacher education. There is also the risk that they are going to educate
proletarianized teachers like themselves (Ellis et al., 2014).

Having explored some of the key concepts of critical theory so far from
historical materialism to division of labor characterizing the labor power of teachers,
it is now necessary to see the direct implications of those concepts for the field of

education. The next section will explore some of the major ideas in critical

pedagogy.

3.2 Critical Pedagogy

I wouldn't let my schooling interfere with my education

Mark Twain

Critical pedagogy is the name of a field of study and a set of practices for
democratic and emancipatory schooling originating from a series of radical ideals,
beliefs and practices (Kincheloe, 2008). The term itself was first used by Henry
Giroux in 1983, but the ideas of this school of thought appeared much earlier
(Darder, Baltadano & Torres, 2008). In fact, there is no one unitary understanding of
critical pedagogy, as the term itself is used by various theoretical frameworks which

include Marxism, post-structuralism, feminism, critical race theory and
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postmodernism (Darder et al.,, 2008). However, there are some common
characteristics of critical pedagogy shared by different theoretical approaches.

At the core of critical pedagogy lies critical consciousness which investigates
the purpose of traditional system of schooling (Viola, 2009). For critical pedagogues,
schools are political, economic and cultural sites which operate under the dominant
power and ideology of the time. They are used to reproduce the existing class
structure and to legitimate certain types of authority or knowledge under the guise of
being neutral (Kincheloe, 2008). Schooling system is not considered as democratic
owing to the fact that it privileges children of ruling classes to the disadvantage of
children coming from the margins of society. Critical pedagogy is thus committed to
identifying and combating the undemocratic schooling practices and to supporting
the culturally and economically marginalized students (Kincheloe, 2008). For this
purpose, it seeks to encourage critical thinking and transformative action at schools
as sites for resistance through the close interaction of teachers and students (Darder
et al. 2008). It does not only target a socially just and democratic system of
education, but it also attempts to build a more humanistic society to live in. In short,
it is based on an empowering vision of pedagogy which aims to educate students
with a critical outlook and a confidence to contribute to change efforts to improve the
lives of themselves and their communities (Kincheloe, 2008).

The origins of Critical Pedagogy go back to the ideas of John Dewey, the
American philosopher and educator, who influenced generations of educationists
believing in democratic education (Darder et al., 2008). Dewey strongly believed in
education's role in making social progress and reform. For him, this was the
longstanding solution for social reconstruction (Dewey, 1897/1996). Dewey thought
democracy itself was an educational principle that should be practiced in school life.
In order for individuals to participate in the decision-making processes as citizens,
Dewey wrote, they should exercise free will, develop their intelligence and become
knowledgeable. They should think and act purposefully (Dunn, 2005). For Dewey,
schools should teach students to work in cooperation in the spirit of a community so
that they develop patterns of mutual respect and tolerance. Thus, schools are
responsible for cultivating the habits for the formation of a better society (Dewey,

1938/2010).
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In Dewey's pragmatist philosophy, knowledge is valuable if it finds a solution
to a problem. For Dewey, knowledge should be used to make a better world (Dunn,
2005). Dewey thinks that knowledge is constructed through the individual's
interaction with the environment in practical action. While trying to find a solution to
a problem, the individual formulates an answer and creates knowledge. Therefore,
education should simulate real life (Dewey, 1897/1996). Students should be provided
with experience so that they figure out their own interpretations while engaging with
that experience. However, all new learning should be constructed on previous
knowledge to facilitate the learning process (Dewey, 1897/1996). Hence, the role of
the teacher is to challenge students through real-life tasks which grow out of their
own home life. For Dewey, traditional subject-centered lessons divided into separate
school subjects killed the curiosity of students and therefore they should be
abandoned. Instead, all instruction should be centered on students' present experience
(Dunn, 2005).

The leading educational philosopher of critical pedagogy, however, is Paulo
Freire, the Brazilian educational philosopher. Just like his Marxist predecessors, he
was interested in analyzing and transforming the relations of domination. For him,
the only way to throw away domination was critical reflection and action, which
would be realized through dialogue. Freire believed the first condition of the fight
for revolution was for the oppressed to realize the situation they are in through
informal dialogic education projects. Once the oppressed notice their object status,
they will start to struggle against the conditions of oppression and become
humanized. When the fight against oppression is won, Freire (1970) believed, both
the oppressed and the oppressors become humanized. After the humanization
process, a liberatory systematic education could be implemented for all people.
Freire (1970) argued that no one could liberate other people. People liberate
themselves in solidarity and through dialogue. Without the reality becoming unveiled
for the oppressed and without their active reflection, Freire (1970) wrote, it is not
possible for them to transform themselves.

In his famous book Pedagogy of the Oppressed, Freire called the mainstream
education system "the banking of education." For Freire (1970), in traditional

education teachers worked as “depositors” transmitting knowledge to students and
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students acted as “depositories” receiving knowledge passively. Freire thought this
banking concept of education was a method of oppression to kill the creativity of
students so that they passively obeyed the rules set by the oppressors without
questioning them. Faced with this education system, Freire argued learners become
an object of the learning process than a subject. Learners learn to become silent and
not to engage with the material they are forced to learn. In this system, teachers
become the authority figures imposing ideas to be transmitted. Thus, Freire claimed
education can never be neutral and educators should ask themselves for whom they
are working. To refrain from this notion of education, Freire (1970) offered a
redefinition of the teacher-student relationship so that “both are simultaneously
teachers and students” (p. 72). Freire (1970, p. 80) wrote:

Through dialogue, the teacher-of-the-students and the students-of-the-
teacher cease to exist and a new term emerges: teacher-student with
students-teachers. The teacher is no longer merely the-one-who-teaches,
but one who is himself taught in dialogue with the students, who in turn
while being taught also teach. They become jointly responsible for a
process in which all grow.

Engaged in teaching literacy to the oppressed peasants in Brazil himself, Freire
believed educators could make difference if they establish good dialogue with the
learners. Freire (1970) argued that for the oppressed to liberate themselves, they
should first realize the reasons for the situation they are in and then struggle to
transform that situation so that they start being the agents of their own acts, they
make their own decisions and they voice their own opinions instead of being
manipulated and silenced by the oppressors.

In the liberatory pedagogy Freire (1970) suggested, teachers and students work
together for emancipation. In fact, Freire (1970) believed educators should work
with, not for, the oppressed to help them critically engage in a reflection of the causes
of the oppression and to take action for liberation. In the process of liberation, Freire
(1970) warned, educators should not attempt to liberate the oppressed by imposing
their own beliefs. Doing so would be following the methods of the oppressors and
mean treating the oppressed like objects to be manipulated, which would be against

the spirit of the liberation. For Freire (1970), for educating the oppressed, the
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educational methods of the oppressor such as propaganda should not be used. Freire
(1970) argued that the method of the pedagogy to be used should be communicating
with the oppressed about the matters that are of concern to them through critical
reflection. Otherwise, it will turn into a propaganda which will not lead to action, as
it is not persuasive. Freire (1970) believed people can only get involved in action
through reflection. For this pedagogy to be successful, educators should have a
sincere belief in the ability of the oppressed to reason. Without such a trust, Freire
(1970) cautions, there is no dialogue, no communication or reflection. They should
also have love for the people and the humility to learn from their students being
ready to reconsider their ideas in dialogue with their students.

For critical pedagogy, the purpose of education is to nurture critical individuals
who are able to make sense of themselves and the world they live in (Yilmaz, 2014).
In this perspective, education should "serve the interests of diverse groups of
students by enabling them to understand and gain some control over the
sociopolitical forces that influence their destinies” (Giroux & McLaren, 1986; p.
218). However, in the management model of schooling in the neoliberal world,
critical pedagogues assert, the purpose of schooling is to train the labor force the
market needs. This market-oriented system aims to eliminate the purpose of
educating informed critical citizens at schools. There is not much concern for
addressing diverse learners in an equal and just manner, either. Instead, this system
values individual improvement, competition, hard work, obedience and industrial
discipline (Giroux & McLaren, 1986). Thus, Giroux and McLaren (1986) argue, "in
place of developing critical understanding, engaging student experience, and
fostering active and critical citizenship, schools are redefined through a language that
emphasizes standardization, competency, and narrowly-defined performance skills"
(p. 219). In this process, learning becomes memorizing discrete items that are
isolated from their holistic contexts while teaching is reduced to following
standardized curricula through pre-packaged materials to be tested by standardized
tests. Students learn to adapt to the existing order of things rather than being led to
question its underlying reasons. Moreover, they are led to perceive getting a
university degree as the medium for finding a good job instead of as a matter of

developing oneself as a human being (Oladi, 2013).
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In this system of neoliberal instrumental understanding, it is considered as too
expensive to educate professional teachers (Zeichner, 2014). Therefore, technician
teachers who will implement the scripted roles given to them are created via
alternative routes to teacher education. In short-term teacher education programs,
teacher candidates are taught the basic techniques of teaching and they are expected
to learn to teach on the job. With the growing popularity of alternative routes, the
full-fledged teacher education programs at universities have started to be devalued as
being inefficient (Zeichner, 2014). Still, Zeichner (2014) asserts 70-80 % of teachers
who enter the teaching profession have a university degree in the USA. While elite
schools hire professional teachers, those schools with limited resources are able to
hire teachers from fast-track programs, which leads to another inequality in the
schooling system (Zeichner, 2014). While those students who can afford to go to
elite schools are educated by qualified teachers, those in non-elite schools are taught
by teachers who have a limited knowledge and understanding of education.

This section on critical pedagogy has provided a general sketch of the critical
pedagogy. The following subsections will explore the basic notions of critical
pedagogy from the correspondence principle to hidden curriculum. Thereafter,
Giroux's understanding of schools as site of resistance will be discussed.

3.2.1 The Correspondence Principle

Samuel Bowles and Herbert Gintis were among those first educational scholars
who focused on the relationship between the political economy and education
heavily influenced by Marxism (Giroux, 1983). In their influential book called
Schooling in Capitalist America (1976), they analyzed how the education system
worked to reproduce the existing social and gender roles (Small, 2005). In the
"correspondence principle™ they articulated, they stressed the fact that the social class
a person belongs to overwhelmingly determines their prospective jobs (Anjon, 2011).
The social class of a person's parents is decisive in the schools the person goes to as
well as the skills they acquire. As opposed to public opinion that education system is
meritocratic, the schooling system maintains the unequal labor positions within the
system (Cole, 2008). Table 2 below is a typology of social class in the USA showing

how a person's class is decisive in predicting the type of education one will get. As
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Table 2 demonstrates, there is a high relationship between one's social class and
educational achievement. While students from lower classes have a much smaller
chance of going on to college, those coming from higher classes have a higher
likelihood of getting university education.

On the other hand, Bowles and Gintis directed attention to the fact that social
relations in the workplace are also recreated in the school setting. The hierarchy
between the laborer and the employer is paralleled in the hierarchical relationships
between administrators and teachers and teachers and students in schools (Giroux,
1983). The division of labor is also seen in the division of subject matter into
different school subjects isolated from each other. Just as the workers having limited
control over their labor, students and teachers have limited control over the
curriculum content. Similar to factory bell, their time is scheduled around the school
bell (Small, 2005). Sarup (1978) argues that students' work is a kind of labor in
return for which they receive grades or certificates. These objects of their labor are
exchanged for products for different occupations. In this process, students are
transformed into commodities (Sarup, 1978).

Table 2 Social Class Typology (Ballantine & Hammack, 2012, p.64)

Class and Percentage of Total . Education of Children
. Education
Population
Upper class (1-3 %) Liberal arts at elite schools College education by right for
both sexes
Upper middle (10-15 %) Graduate training Educational _system biased in
their favor
. High school Greater chance of college
- - 0
Lower-middle (30-35 %) Some college than working-class child
Grade school Educational system biased
Working (40-45 %) Some high school against them; tendency
toward vocational programs
Iliteracy, especially Little interest in education,
- 0
Lower (20-25 %) functional illiteracy high dropout rates

Jean Anjon's (2011) research study of schools of different types confirmed
Bowles and Gintis's theory of correspondence between traits learned at school and
the needs of the economy. In her study, Anjon observed two working class schools,

one middle-class school, one affluent professional school and one executive elite
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school. She found out that the interaction patterns in different school settings differed
a great deal from one school context to another. Students were directed to
mechanical rote-learning and offered little choice in working class schools. Teachers
rarely explained the rationale behind any activity or principle and dictated the steps
of a certain task to students by giving orders. They seldom used "please” preferring
to use imperatives. In middle class schools, students were oriented towards "right"
answers but they were provided some choice and decision making. There was not
much room for creativity tasks or expressing one's feelings or ideas. Teachers
justified their decisions with external regulations. Anjon (2011) inferred that
decision-making offered to middle-class students were meant to prepare them for
their future careers in teaching and low and mid-level management whereas working-
class schools taught them how to obey the rules as workers. The range of skills
offered to affluent professional school and interaction patterns differed radically
from the first two. Work asked from students was independent creative work oriented
towards expressing one's inner thoughts and feelings in a way distinct from the
others. Teachers encouraged students to develop their expressive skills working as
facilitators. They never yelled at students. Anjon (2011) concluded that the positions
this school prepared students are graphic design, computer engineering, medicine,
etc. In the executive elite school, students' intellectual analytical abilities were
developed. They were asked to reason by problem-solving. Only in this type of
school were there no bells to control time. Students were encouraged to develop
autonomy and decision-making skills. Teachers were polite towards students and had
to be available before and after class. They called students by name rather than
saying "honey" or "love." In this school, students' work was oriented towards
academic and intellectual skills much more than on creative skills. They aimed to
educate students for top-executive positions (Anjon, 2011).

Another study supporting the operation of correspondence principle in Turkey
was conducted by Giimiis (2008). According to his research, the parents of students
at certain types of school display great amounts of similarity in terms of their
socioeconomic and educational backgrounds. While those students who come from
disadvantaged lower classes are educated in imam hatip religious and vocational

higher schools, those students who have parents belonging to the middle and upper
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classes are educated at high schools, Anatolian high schools or private high schools
in Turkey (Giimiis, 2008). The findings of the study indicate that the existing system

of education reproduces the existing distribution of labor in the Turkish society.
3.2.2 The Hidden Curriculum

Michael Apple, one of the leading scholars of Critical Pedagogy, analyzed the
political nature of schooling in his influential book Ideology and Curriculum (2004).
Following Bourdieu and Gramsci, Apple saw schools as sites for reproducing the
existing social relationships. In his book, he analyzed how the schooling system
achieved the function it was endowed with by exploring both the overt and the covert
curriculum (Apple, 2004). He argued that curriculum content is selected from a vast
body of knowledge available by a certain group of people for a specific purpose.
Therefore, the knowledge transmitted to students at schools cannot be neutral as it is
assumed to be. The fact that conflict or issues of social concern do not find their way
into curriculum supports the claim that curriculum is developed to presume the
existing system. The information conveyed to students is based on consensus, and
therefore, ideological (Apple, 2004).

Along with the overt curriculum, Apple (2004) argues, a hidden curriculum is
at work in the day to day running of the schools. Through hidden curriculum, schools
teach students some values and norms and expose students to the ruling ideology
implicitly. By the very organization of schools (from the school bells to punctuality)
and through the hierarchy in the daily interactions of teachers and students (along
with the reward and punishment system), the schooling system helps students
internalize the order of things as it is (Apple, 2004). As students learn to obey the
rules of the system at schools, they become obedient workers who accept the social
position they are in without resistance, as they are led to believe that it is their fault
not to get ahead in life. By functioning as a selection and elimination tool to produce
the human resources the market needs, the schooling system legitimizes the
privileged status of the ruling classes (Apple, 2004).

In this system of schooling, Apple (2004) warns, teachers may contribute to the
reproduction of the social inequalities consciously or unconsciously. Even when they

assume that they are offering help to individual students, Apple (2004) writes, they
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may be reinforcing the privileges of certain groups of students without being aware.
Even some of the daily routines they follow at school without much reflection or the
way they interact with their students may be serving the system's goals of
reproduction. Therefore, he suggests educators be aware of the political nature of
schooling and the role it plays in the maintenance of the existing order not to fall into
the trap of the role assigned to teachers in this system (Apple, 2004).

Following the trace of hidden curriculum, Inal (2004) analyzes the hidden
curriculum at work in the Turkish education system. He notes that Turkish education
system’s rituals such as getting into lines in the school garden to go into the school
building and the seating arrangements in rows in classrooms simulate the military
hierarchy in the education system (Inal, 2004). Students having to stand up when the
teacher comes in and boys buttoning their jackets in front of teachers and school
principals are examples of the hierarchical relationships being imposed on students
(Inal, 2004). Classroom management rules such as students' being told to keep silent
at all times in classes, students' not taking turns to talk without teachers letting them
do so or students' getting permission to go to the bathroom are some of the daily
classroom procedures in which students are taught to keep silent and obey the rules
(Inal, 2004).

3.2.3 The School as a Site of Resistance

Despite acknowledging the analyses of social and cultural reproduction
theories, Henry Giroux, one of the leading scholars of Critical Pedagogy, finds the
limited agency given to human subjects in these theories as problematic (Giroux,
1983). Due to the heavy stress radical perspectives give to the role of schools as
factories producing individuals in harmony with the interests of the system, Giroux
(1983) argued, the notion of human agents making history is underemphasized in
radical perspectives. Though school's role in transmitting the dominant ideology and
reproducing the class relations is true, Giroux wrote, it does not mean that each and
every teacher or student in the schooling system will passively internalize the
imposed ideology on them. For Giroux (1983), there are some contradictory practices
in the schooling system that allow for radical ideas to develop. As Giroux asserted

"In no sense do teachers and students uniformly function in schools as simply the
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passive reflex of the logic of capital” (p. 58). Giroux thought that schools do not only
address the interests of the ruling classes, they also serve other interests which might
be in contradiction with those interests. Giroux asserted that when radical accounts
failed to consider the resistance of teachers and students at schools, they reduced
them to passive followers of the status quo and served the reproduction of the system
without realizing (Giroux, 1983). Giroux believed that there is no hope for social
change in such a pessimistic understanding. For Giroux (1983), schools must be
considered as institutions "in which human actors are both constrained and
mobilized" (p. 62). In other words, as well as their functions in producing social,
cultural and economic inequalities of the system, schools also work as sites of
resistance.

Unlike schools represented in some research studies (based on reproduction
theories such as Anjon's research discussed above in Section 3.2.1) as homogenous
in which all teachers are displaying the same patterns of behavior, Giroux (1983)
maintained that schools are complex entities in which there is resistance. While the
dominant ideologies are transmitted at schools, students are not passively accepting
ideas that are against their own interests. Rather, they resist some of those ideas
together with their teachers and parents, as they compare their lived reality with the
ideology imposed on them. In fact, Giroux believed schools could be transformed
into sites for resistance. For Giroux (1983) teachers as transformative intellectuals
have a responsibility to help students develop a critical perspective as to themselves
and the world they live in. However, students and teachers should go beyond critical
analysis of the situation and develop the "civic courage" to take action against those
conditions of injustice.

While the survey of critical pedagogy in this section ranging from
reproduction theories to resistance theories provided a general outlook into the nature
of schooling, it is also essential to throw a critical glance at the field of English
language teaching, which surrounds the discourse of foreign language teacher
education. The following section will discuss some of the major issues in critical

applied linguistics.
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3.3 Critical Applied Linguistics

Mostly associated with second/foreign language learning and teaching, the
field of applied linguistics actually encapsulates a broader universe consisting of all
kinds of real-world issues centering on language from discourse analysis to
sociolinguistics, from translation studies to language planning (Block, Gray and
Holborow, 2012). The notion of “critical applied linguistics"™ was coined by
Pennycook in 1990 to address the need to cover language related issues of inequality
and injustice which did not find much space in academic circles (Pennycook, 2001).
In time, it started to be recognized as a new trajectory of applied linguistics. Though
critical applied linguistics covers critical discourse analysis, critical literacy, critical
translation studies and language rights, this section will only survey the development
of critical second/foreign language teaching approaches as it is directly relevant for
the scope of the study. As the pre-service foreign language teacher education
program this study explores prepares prospective teachers of English in Turkey, the

main focus of this section will be English Language Teaching.
3.3.1 Linguistic Imperialism and the Spread of English

In his book called Linguistic Imperialism, Robert Phillipson (1992)
problematised the spread of English around the world tracing the colonial legacy of
English as well as the continuing financial support for the development of English
Language Teaching around the world by the British Council and American Ford
Association. His attempt to underline the imperialistic motives behind the spread of
English was crucial for the field, as the growth of English was perceived largely as a
coincidence (Phillipson, 1992). As this issue was seldom discussed in the English
language teaching community, the practitioners in the field rarely questioned the
economical, political and cultural reasons for the spread of English. Rather than
inquiring the implications of the dominance of English for world cultures, minority
languages (Skutnabb-Kangas, 2000) or foreign language teaching (Canagarajah,
1999), they were led to care only about what kind of a method to use to teach English
best (Phillipson, 1992).

Core English-speaking countries like Britain and the USA disseminated

English among the colonized (Phillipson, 1992). In those countries, English was
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made an official language and schools started to offer English-medium instruction.
By imposing their own language to the colonized, the colonizers were enjoying
political and economic advantages (Phillipson, 1992). Through schooling, they were
also colonizing the mindset of the colonized people, as the colonized began to
internalize the dominant values of the colonizers through education (Phillipson,
1992). As a matter of fact, the colonizers kept the colonized in a dependent position
through linguistic and cultural imperialism.

Pennycook (1998) thinks the colonial history of English is directly related to
English language teaching, as this field of study is the product of colonialism.
Shaped in such historical conditions, English language teaching methodologies also
bore the imprint of that ideology (Holliday, 2005). As English was an export of core
English-speaking countries to the periphery, the norms of native-speakers of English
were inherent to language teaching methodologies. Mother-tongue use was forbidden
both in English language teaching methodologies and in the schools of the colonized
(Phillipson, 1992).

With the onset of postcolonial period, however, native speaker norms as well
as monolingual bias in foreign language learning and teaching started to be
challenged (Holliday, 2005). As English became a world language, diversity of
English(es) spoken around the world as distinct varieties of English was
acknowledged (Pennycook, 1998). Not only did the native-speakers of English own
English, everyone who spoke it had the right to claim ownership of the language
(Widdowson, 1994). On the other hand, non-native speakers' right to keep their
accents was recognized as long as they were intelligible.

Kachru (1985) divided English speaking countries into three concentric
circles as inner circle countries (Britain, the USA, Canada, Austria and New
Zealand), outer circle countries (the former colonies like India and Singapore) and
the expanding circle countries (e.g. Turkey, Greece, and Japan). Kachru (1985)
argued that the new varieties of English should be treated equally as legitimate
varieties of English. With the growing awareness as to the norms of English in
different parts of the world, it was recognized that English language teaching
methodologies would differ depending on the needs of learners. As the number of

non-native speakers of English outnumbered the native-speakers of English, the

91



communication in English did not necessarily include at least one native speaker
counterpart (Braine, 2010). English started to be used as a lingua franca among the
speakers of different nations.

Such developments in the field of English Language Teaching did not end the
discrimination against speakers of non-native varieties of English, though. Even
today a native speaker of Phillipino English can be given a test of English to
document her English in the USA context (Tollefson, 2000). Even though the
number of non-native speakers outnumbered the native speakers of English, inner-
circle countries continue to enjoy the privilege of speaking English. In fact, as
Tollefson (2000) argues the advantages of English are not distributed equally. While
those people who already speak English benefit from many opportunities in
education, employment and business, those who do not speak English have serious
problems in having access to good quality education opportunities. They are not able
to get higher positions in employment or in business, either (Tollefson, 2000).
Therefore, English becomes another medium for the reproduction of the classed

society.
3.3.2 Non-Native Teachers of English

Along with the colonial history of English came some ideas about the nature
of a good English teacher. According to the colonial understanding, the ideal English
teacher was a native speaker of English (Phillipson, 1992). Clearly, this was a
premise promoted to the advantage of native speaker teachers of English. This ideal
was accompanied by the rule of outlawing the use of mother-tongue from the English
class (Holliday, 2005). In this way, a native speaker teacher of English who spoke no
language other than her own would have no obligation to learn the mother tongue of
her students (Phillipson, 1992).

This colonial notion of a good teacher became so entrenched among the
public that non-native teachers of English still face discrimination from their bosses,
students and even their colleagues. At a time when the majority of English teachers
around the world are non-native (Braine, 2010), there are still language teaching
institutions which hire only native-speakers whether or not they are qualified as

English teachers. Facing such discriminatory practices, non-native English teachers
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of English set up Non-Native-Speaker English Caucus in 1999 in TESOL
organization (Sung, 2012). With the efforts of this group, the attitude to see non-
native speaker teachers as "second rate" has started to change (Sung, 2012). Despite
the fact that the concept of a native-speaker is regarded as a linguistic myth and
idealism in the field of applied linguistics (Alptekin, 2002; Cook, 1999; Paikeday,
1985), the comparisons as to native and non-native teachers in the public did not
come to a halt due to the dominance of mainstream discourse favoring native
speakers of English.

The impact of such practices on non-native teachers of English is negative.
Although they have their own strengths in teaching English because they have gone
through the same process as learners themselves (Medgyes, 2001), they do not seem
to realize those advantages having internalized the native speakerist ideology
(Holliday, 2005). Faced with symbolic violence, many non-native English teachers
suffer from feelings of insufficiency as they have an unattainable goal (becoming a
native speaker) ahead of themselves (Cook, 1999). Studies indicate non-native
teachers are self-conscious and self-discriminatory (Moussu & Llurda, 2008). For

Medgyes (1983), they are even in a state of schizophrenia.
3.3.3 The Political Nature of Teaching English

By recognizing the very political nature of teaching English, Pennycook
(2000) drew attention to the fact that classrooms usually conceived as autonomous
and isolated spaces are actually open to outside influences as well as to the influence
of what happens inside. He asserted that the walls of the English classrooms could
become transparent and take in the influence of larger social and cultural world
(Pennycook, 2000). In the same vein, what happens in the classroom, what materials
are used, how teachers interact with students have a lot of implications for the
outside world.

For Pennycook (2000), whether or not they realize, teachers of English are
engaged in a very political act. He claimed that it is not possible to "just teach the
language,” because the content you teach is a result of a political choice. Even where
English is taught and to whom it is taught is related to the national and international

language policies. The type of English taught to immigrants focusing on the survival
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English, for instance, indicates how the system of English language teaching
presumes the existing inequalities by teaching them what is adequate for minimum-
wage jobs (Pennycook, 1989).

In applied linguistics, however, language learning is considered solely as a
psychological issue not taking into account the educational, social and cultural
aspects of language teaching (Pennycook, 1994). Therefore, issues of inequality and
injustice do not find their place in language teacher education. Besides, the
curriculum content is usually taken for granted as the only truth without being
critically analyzed (Pennycook, 1994). Pennycook (2000) maintained that language
teaching materials are in fact full of cultural and ideological messages conveyed
through pictures, stories and dialogues. For Vergera (2014) it is no surprise current
human problems such as social stratification, poverty, exploitation or environmental
destruction find no place to themselves in English language teaching curricula,
because students and teachers may arrive at a level consciousness related to these
issues, which is undesirable for those in power. As Gray (2013) asserted, textbooks
are not only curricular artifacts, they are also cultural artifacts loaded with
ideological messages about the way things are in society whether it be class, race or
gender. In a covert manner, they reproduce or reinforce the hidden messages given in
the society on the proper ways of living, consuming or being. Besides, by
systematically eradicating or misrepresenting certain groups of people (such as
LGBT or working class people) or certain topics, they refuse to recognize these
(Gray, 2013).

Even language teaching methodologies are a reflection of the cultural
preferences of a certain culture attempted to be imposed on others. Therefore,
English teachers need to be aware of the political, social and cultural issues and their
influence for the microcosm of their classrooms (Pennycook, 2000). For Pennycook
(1994), "No knowledge, no language and no pedagogy is ever neutral or apolitical.
To teach critically, therefore, is to acknowledge the political nature of all education”
(p. 301). Yet, in the discourse of English Language Teaching, Pennycook (1994)
underlined, it is behaved as though teachers are teaching a neutral medium of
communication by using the most recent and scientific methods. Such denial of the

political nature of teaching English is actually a purposeful act to maintain the
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existing order (Pennycook, 1989). To challenge the status quo, Pennycook (1994)
suggested English be used to develop counter-discourses with the initiation of
critical, transformative teachers, because language could be used both for alienating

people or discriminating against them or for claiming freedom, equality and justice.
3.3.4 The Post-Method Condition

As Pennycook (1989) saw all knowledge as interested and political, he put
the concept of method, which has become the obsession of the field of language
teaching, into close scrutiny. He argued that the endless search for “the best method"
is actually a commercial enterprise, as the same old ideas are packaged as the newest
methods. By surveying the history of language teaching from the middle ages
onwards, Pennycook (1989) demonstrated that trends in language teaching changed
according to the social and cultural realities of the age. When there was more
interaction between different cultures, oral communication was emphasized in
language teaching. When the written materials carried a great deal of significance,
the written language came to the fore. However, language teaching methodology
books present the recent history of second language teaching as though it shows a
historical progress. When the notion of progress in language teaching methods is
entrenched, it is easy to market the so-called brand-new "scientific" methods
(Pennycook, 1989).

Another problem with the concept of method is that it does not have "a
substance” (Pennycook, 1989). The exact number of language teaching methods is
unknown, as each book gives a different number (Kumaravadivelu, 2003;
Pennycook, 1989). What is more, whether the language teaching methodologies were
based on classroom practice is not clear, as many language teachers state that
methods did not have a direct influence on their classroom practices and they were
not able to use any methods as they were presented (Kumaravadivelu, 2003).
Kumaravadivelu (2003) argued that this mismatch between methods as prescribed by
theorists and methods as implemented by teachers stems from the limited nature of
the concept of method. Kumaravadivelu (2003) noted methods are prepared for
idealized contexts; it is not possible to address the needs of all teaching contexts with

one method. It is based on a one-size-fits-all understanding. Given the fact that
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teaching is a complex act based on a multitude of factors influencing the decision
making process of teachers, it is not possible for any method to cover all these
factors.

If all knowledge is interested, Pennycook (1989) asked whose interests are
served by the concept of method. For method, textbook publishers and academic
experts benefit most from the concept, as publishers like to publicize their textbooks
following the recent method and the academic experts get promoted by introducing
"new" methods (Pennycook, 1989). Those who are disadvantaged in this cycle are
teachers. As methods are prescriptive in nature, they serve the further deskilling of
teachers by constraining their role to following the prescriptions of "the method"
(Pennycook, 1989). This system also reproduces the existing hierarchy between the
academic experts and practitioners. While the former theorize detached from
classroom reality, the latter have the function of practicing what has been theorized
by the theorists in the center (Kumaravadivelu, 2003).

To do away with the limited and limiting nature of the concept of method and
to prevent this hierarchical situation to be presumed, Kumaravadivelu (2003)
suggested an alternative to the concept of method. He called practitioners to theorize
their own classroom specific methods based on their own practitioner knowledge and
wisdom. For Kumaravadivelu, in what he termed postmethod condition, teachers
must move beyond method-based pedagogy and enjoy their autonomy in making
decisions and evaluating their own teaching practices. Therefore, Kumaravadivelu
(2003) argued teachers should theorize what they practice and practice what they
theorize. In the post-method condition, teacher education should prepare teachers to
develop their own strategies to the unique contexts of teaching taking into account
the historical, political, social and cultural experiences (Kumaravadivelu, 2003).

No matter how empowering critical applied linguistics is for the practicing
teacher, it does not have much sense if teachers are not provided with a critical
teacher education program enabling teacher candidates to explore some of the current
issues of the field of foreign language education. Studies conducted in diverse
settings indicated that English teachers were not aware of critical pedagogy in ELT.
Pagliarini Cox and Assis-Peterson (1999) investigated what 40 Brazilian English

teachers believed about critical pedagogy. The findings indicated that even in the
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home country of the Paulo Freire, the father of critical pedagogy, English teachers
were unaware of it. A similar study conducted by Mohamed and Malik (2014) in five
different countries (Sudan, Iran, Pakistan, India and the USA) revealed that there is
little awareness of critical issues among 10 English teachers. As for their roles as
teachers, they regarded themselves either as transmitters of knowledge or facilitators
not talking about anything that evokes the role of a change agent. The authors
thought that this was because the language teachers had internalized the mainstream
pedagogy and they called for at least a course on critical pedagogy in language
teacher education programs.

The lack of knowledge among English teachers about critical applied
linguistics or critical English language teaching seems to suggest that the so-called
postmodern era in the field of ELT has only been grasped by the scholarly circles
whereas the practicing teachers were isolated from these notions. Pishghadam and
Mirzaee (2008) argue that common ELT practice in Iran is still in the modern era not
influenced by the postmethod era. For Akbari (2008), this stems from postmethod
overlooking a crucial element in teachers' lives. Just as methods-based pedagogy
ignored learner characteristics and contextual issues, postmethod did not take into
consideration the political, economical and socio-cultural realities of language
teachers' work. Akbari (2008) asserted that those ideal conditions in which teachers
practice what they theorize using their free will does not exist in the real world.
Teachers work under close scrutiny and their practices are dictated by either the
Ministry or the international or local textbooks they are obliged to use. For him, "the
concept of method has not been replaced by the concept of postmethod but rather by
the era of textbook-defined practice™ (Akbari, 2008, p. 647). The content of teaching
as well as the way English is taught is determined by the textbook used, which do not
devote any space to critical issues referring only to "harmless” issues such as
shopping, travel, holiday, etc (Harwood, 2013). Besides, Akbari (2008) argued that
not all teachers are qualified enough to practice post-method pedagogy. He also
thought that not all teachers would be willing to spend extra time to professionally
develop themselves to assume new responsibilities or to risk their personal or
professional lives with their critical orientations. Therefore, Akbari (2008) suggested

that the academic circles should not leave practising teachers with an impossible
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goal, but adopt a teacher education system that lays the foundations of such kind of

postmethod practice.
3.3.5 The Commodification of English

In the globalized world, English is not only used as a means of communication
per se (use value), but it is also learnt for its economic usefulness in terms of career
prospects (exchange value) (Gray, 2013). Marketed as a commodity which would
bring individual financial gains, English has become big business having its own
consumers and markets (Gray, 2010). As a matter of fact, it is a lucrative global
industry now consisting of language courses, printed materials, standardized tests
and the so-called "language edu-tourism.” Five UK publishing companies earned
€13.39 billion in 2012 and topped among the 50 global publishers (Tivnan, 2013).
Three of these companies - Pearson, Oxford University Press and Cambridge
University Press - specialize in ELT textbook publishing. According to the report of
International Education (2013), there were 1.5 million international students who
studied English outside their home countries and the market value was 11.6 billion
US dollars in 2011. The UK was the most popular country for international students
going abroad attracting about 50 % of students in 2011 (International Education,
2013). Turkey was among the top ten countries in 2013 which sent its students
abroad for learning English, according to UK based Annual Statistics Report (2013).
In fact, Turkey is seen as one of the most valuable markets for English language
learners.

Another reflection of the commodification of English can be seen in the global
commercial testing industry. English language skills are qualified through high-
stakes commercial standardized tests, namely TOEFL (Test of English as a Foreign
Language) and IELTS (International English Language Testing System) (Templer,
2004). Leaving aside the washback effect of these tests, these assessment products
are highly expensive. The price of these standardized tests is the same both for
higher-income and lower-income countries, which makes it almost impossible to pay
for some test takers. As Templer (2004) noted, the TOEFL and IELTS test fees were
more than the monthly salary of teachers in Bulgaria in 2004. For Templer (2004),

the rationale behind this rigid pricing policy of these assessment companies cannot
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be anything other than commercial interest. What is worse, Templer (2004) argued
that the companies providing these tests have become English language testing
cartels in the world of "test-demonstrated English proficiency” as more and more
companies and universities around the world accept only these test scores excluding
local or in-house English proficiency exams.

Largely having instrumental motivation to learn English, English language
learners spend huge amounts of money on textbooks, language courses or
standardized tests either in their home country or abroad. As Templer (2004) noted,
"Never before in the planet's history have so many of the poor spent so much to learn
the language of the rich" (p. 191). Because the levels of proficiency demanded from
language learners is so high, language learners have to spend years to score higher in
the international standardized exams. Ironically, the increasing periods of time spent
on learning English seem to coincide with the interests of the ELT industry: the
higher the amount of time for learning English, the higher is the profit of those
companies providing goods or services. Naturally, in this system in which language
learners are seen as consumers, those who have the financial means have a better
chance to learn English at private schools with easy access to commercialized
materials and tests. Those who do not have such a chance are not able to reach a
higher level of proficiency and they do not enjoy the financial benefits of learning
English. Under the circumstances, it is clearly seen that the existing inequalities in
the society are reproduced by the ELT industry.

In this profit-driven sector, English language teaching may start losing its
educational character turning into a marketized endeavor. The materials and tests
prepared for teaching English have to serve corporate interests rather than
educational goals. Therefore, publishers do not prioritize educational ends, but pay
attention to maximizing their sales in a huge number of markets (Gray, 2010). It is
thus normal for them to include only a small range of topics that would fit all
markets avoiding controversial topics such as politics or sex. Besides, as cultural
artifacts, commercial textbooks reflected the neoliberal turn after 1980s (Gray,
2010). While those textbooks published before 1980 included references to working
class culture and strikes, those after 1980 did not have those. Instead, the textbooks

represented a world of work in which success depended on individual choice. The
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flexible nature of work under neoliberalism also found its expression in the books in
which the professionals changed positions or workplaces frequently. What is more
the theme of celebrities became more and more common in the textbooks in recent
years while they were non-existent during 1960s or 1970s (Gray, 2010).

Teachers, especially those working in the private sector, also become
vulnerable to this commercially oriented language teaching sector (Walker, 2014).
Educated as humanistic educators, English language teachers find themselves in a
dilemma when they have to serve for the corporate interests of maximizing profit
while teaching English. They become confused between their professional roles and
the commercial interests of their institutions. They are asked to treat their students as
consumers and to contribute to the reputation of their language centre. Feeling
obliged to care for the managerial rules of their companies, they find themselves in
difficult situations because they are forced to violate professional or educational
ethics not to lose their jobs (Walker, 2014).

In a similar vein, language teachers who are used to seeing commercial
textbooks only as curriculum artifacts rather than as cultural artifacts may fall into
the trap of reinforcing the hidden messages in the books. They may also be directed
to see tests as neutral instruments ignoring the social, economical and psychological
impact of them (Shohamy, 1998). What is more, they might be forced to teach to the
test through the imposition of standardized tests. Whether or not they believe in the
value of the testing system, they may feel obliged to adapt their teaching to the
institutionalized knowledge in the test. On the other hand, testers may face an
unethical situation when the tests they produce for educational purposes are misused
for exerting control. Thus, as Shohamy (1998) noted, language testers also have a
responsibility to make sure that they prepare educational, democratic and ethical
tests.

This chapter describing the theoretical framework of this dissertation started
with a general outlook on critical theory narrowing its scope with the survey of
critical pedagogy. The theoretical lens provided in this chapter became more specific
with the closer look on critical applied linguistics. The next chapter will present the

review of research relevant to this case study.
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CHAPTER 4

THE REVIEW OF LITERATURE

The preparation of pre-service student teachers has been an area of debate and
inquiry in teacher education literature for the last three decades or so. While some
scholars questioned the purposes of teacher education programs, some researchers
investigated teacher education programs for the specific roles they prepared teacher
candidates for. Such studies problematised teacher education itself and sought to find
alternatives to traditional teacher education approaches depicting the innovative
programs with their strengths and weaknesses. Research studies on teacher roles are
not limited to those focusing on teacher education programs, though. There are also
studies which traced the influence of educational policies on the roles teachers
assumed locating the changing teacher roles in a historical context. These studies
mostly dealt with the influence of neoliberalism on the profession of teaching. Still,
another area of research has been survey research exploring student and/or teacher
perceptions of teacher roles. These studies attempted to discover the beliefs of
student teachers and practising teachers on the act of teaching. Even though the
research on teacher roles is diverse, no studies similar to this study, which explores
teacher roles in a teacher education program, were found.

This chapter will first provide a grasp of different teacher education models
and present research studies conducted on those teacher education models. After
surveying the teacher education models, research studies on teacher roles will be
explored to get an insight about the student and teacher beliefs on teacher roles.

Finally, studies investigating the impact of policies on teacher roles will be reviewed.
4.1 Teacher Education Models

There are different models of teacher education, which assume different
names in different sources. Though there seems to be a multiplicity of models, in fact

there are three basic models of teacher education currently discussed in the literature:
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technicist teacher education, reflective teacher education and critical teacher
education. As the point of departure in each model is different, so are the
characteristics of teachers they intend to prepare, reminiscent of the teacher roles this
study explores.

The traditional approach to teacher education is usually referred to as the
technicist model of teacher education by the reflective or critical teacher education
models. But in the foreign language teacher education literature, Richards (1989)
calls it the training approach while Wallace (1991) names it as the applied science
model. In this study, | will also follow the reflective and critical teacher education
models in naming traditional teacher education as technicist and therefore 1 will
present it from a critical standpoint. As for reflective teacher education, there seems
to be a general consensus in naming the model - except for a few who call this
approach "teacher development™ as opposed to "teacher training” (Richards, 1989).
When it comes to critical teacher education, it is referred to as liberatory education
by Freire (1970) and as "social justice teacher education” by Zeichner (2011). In this
study, | will stick to the term “critical teacher education™ as it covers a wider
spectrum of teacher education programs with varying nuances. The discussion below
provides a description of each teacher education model.

4.1.1 Technicist Teacher Education

Halliday (1998) describes technicism in teacher education "as the notion that
good teaching is equivalent to efficient performance which achieves ends that are
prescribed for teachers” (p. 597), which is in contrast with the reflective practice in
which teachers decide the ends and means of their teaching. In the technicist model
of teacher education, good teaching is equal to the use of a technique. In this
rationality, if learning does not occur in the classroom setting, it is because teachers
do not use "the right" method and technique. Because this approach is built on the
notion that all learners learn in a similar way regardless of their background
knowledge or socio-economic background, they are provided with a standardized
curricula and a prescribed way of teaching. This is, however, regarded as an
oversimplification of the complexity of education.
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Instrumental rationality gives importance to the means rather than the ends
(Hodkinson, 2011). In technicist teacher education, how to teach is given utmost
importance while the purpose of teaching is ignored. There is great importance on
"facilitating” learning, but the subject matter to be facilitated is not considered
(Giroux & McLaren, 1986). As Hodkinson (2011) put it, "technical rationalism
assumes that people can be managed as if they behaved like machines. Education and
training are seen as systematic production processes, using the metaphor of the
assembly line, with its inputs, processes and outputs” (p. 199). In technical
rationality, quality, efficiency and control are key words. To make the education
system controllable from top down, the system is divided into manageable fragments
with objectives, procedures and tests. Trainees are taught how to perform those small
parts. In this system, teachers and trainers are like "widgets" in the system which
ensure the maintenance of the system (Hodkinson, 2011, p. 200). They are
considered as technicians to be controlled rather than as competent decision-makers.
Hodkinson (2011) describes the "good™" teacher in this system as "someone who
works uncritically within whatever contexts are determined for him/her, who strives
to achieve targets determined for her/him by others, with resources provided (or not)
by others and in ways increasingly prescribed by others” (p. 200).

The technicist notion of teacher education seems to be the equivalent of the
"training" approach to teacher education (Adler, 1990). Richards (1989) explains the
distinction between “training” and "education" as follows: While "training” focuses
on giving instruction on the technical matters of teaching, "education” encapsulates a
broader perspective into teaching taking into account the social, political and cultural
issues. The training approach to teacher education assumes that student teachers
come to teacher education programs with some deficiencies in language proficiency
or content knowledge. Their existing notions as to what makes effective teaching are
not taken into consideration in the teacher education program (Lortie, 1975). This
model of teacher education is based on the idea that there are some effective
methods, which would work in each and every context. Teachers are thus expected to
match their teaching styles to the most effective method prescribed by the experts in
the field without questioning its relevance or effectiveness. In this approach, content

knowledge is separated into discrete skills and techniques to be mastered (Freeman,
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1989) and it is believed that if trainee teachers learn those skills, they will be
effective teachers. As Richards (1989, p. 3) put it, “Training is intended to expand
the teacher's repertoire of tasks and to improve the effectiveness with which tasks are
used.” Moreover, it is considered that learning to teach can happen by separating
theory from practice in which student teachers learn about teaching in one context,
observe and practice teaching in another context and improve their teaching in a third
context when they start active teaching (Johnson, 2009). In this view, student
teachers are assumed to learn everything about teaching in their teacher education
programs at the start of their careers.

Wallace (1991) believes this prevalent model of teacher education takes its
reference from empirical science and names it as the applied science model.
According to this model, it is assumed that "teaching problems can be solved by the
application of empirical science to the desired objectives” (p. 8). The findings of
scientific studies are passed onto the student teachers who are expected to implement
these. In this model, researchers and teachers are different: teachers are practitioners
to be provided with the findings of research studies by the experts. It is not common
practice for teachers to engage in research themselves unlike those in some other
professions, e.g. surgeons in the medical profession who both conduct research and
perform operations. Thus, teachers are only responsible for executing what the
experts in the field tell them to do.

When it comes to the role of the teacher educators in this technicist approach,
“the teacher educator is seen as an expert, as a catalyst for change, as a model
teacher, and as the source of new ideas and information. His or her primary functions
are to provide ideas and suggestions, to solve problems, and to intervene and point
out better ways of doing things” (Richards, 1989; p. 3). Although the teacher
educator’s role as a model to the student teachers may prove effective in teaching
certain skills and techniques which do not require much reflection (Richards, 1989),
it does not acknowledge the experience, creativity and wisdom of the student
teachers by reducing them to passive recipients. Moreover, this approach is criticized
as presenting a limited understanding of what teaching is about without realizing the
complexity of classroom life. Important components of teaching such as teacher

beliefs, values and decision making skills are totally ignored. What is more, the
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responsibility of student teachers’ professional development is given to the teacher

educator rather than on the trainees themselves (Richards, 1989).
4.1.2 Reflective Teacher Education

The limited lens of the technicist approach to teacher education was challenged
with respect to the roles given to teachers by the reflective teaching movement.
Considering the fact that some traits and tasks that make an effective teacher in one
context may not produce an effective teacher in another context, the complexity of
the classroom context started to be acknowledged (Adler, 1990). Teachers came to
be viewed as professionals who make spontaneous decisions in their classrooms in
line with the needs of their students. As Dewey (1933/1997) argued, it is not
sufficient to teach effective practices to teacher candidates, they also need to learn
thoughtful action in their teaching practices so as not to be swept by routine
mechanic action. Teacher candidates need to develop values and reflective practices
to act as informed decision-makers (Adler, 1990).

As reflective teaching became popular, Zeichner and Liston (1996) warned
against the term losing its essence. In a similar vein, Adler (1990) surveyed some
varying definitions of reflective teaching in the literature. Cruikshank (1987, as cited
in Adler, 1990) defined reflective teaching as a teacher's self-evaluation of her own
teaching. In this model, student teachers teach a lesson to their peers and then they
evaluate their own performance, students' reactions and learning, etc. together with
their peers. Schon (1987) defined a reflective practitioner as someone who is able to
think while teaching and can respond to the ambiguity in the immediate classroom
setting. The thinking process of a teacher while teaching and her creative problem-
solving cannot be formulated as rules and procedures to be followed by other
teachers. Therefore, reflective teaching is learnt by doing and coaching (Adler,
1990). Schon suggested a reflective practicum in which students and coaches reflect
on practice in dialogue. Zeichner and Liston's (1987, as cited by Adler, 1990) model,
however, suggested three levels of reflection: technical reflection, situational and
institutional reflection and critical reflection with respect to moral and ethical issues.
Zeichner and Liston (1996) think it is not enough only to think about the

effectiveness of one's teaching strategies. Teachers should also reflect on the
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situational, institutional factors on certain choices made. They should also critically
analyze the moral and ethical consequences of their actions. Larrivee (2008) also
conceptualized reflection as a continuum consisting of three stages of reflection:
surface reflection, pedagogical reflection and critical reflection. In surface reflection,
teachers are concerned with the methods and techniques they used to arrive at
predetermined goals, but they do not question those goals. At the level of
pedagogical reflection, teachers reflect on the goals and the underlying theoretical
reasons behind those goals. At the level of critical reflection, they consider the moral
and ethical implications of their acts, similar to what Zeichner and Liston (1996)
advocated. They reflect both inwardly on their actions and outwardly on the social
conditions. Though all models of reflective teaching view teaching as a complex
activity which cannot be easily predicted, Larrivee (2008) asserts, it is crucial for
teachers to reach higher levels of reflection asking questions as to their own practice.

Schon (1987) believes that professional education should give priority to
practice rather than delaying it until students are given enough content knowledge, as
he thinks student teachers should learn to teach by doing. As opposed to the
normative curriculum in which practicum comes after theory to give student teachers
the opportunity to practice the techniques prescribed by the professional experts, in a
reflective curriculum, practice is at the center of the program in which learners learn
to teach by being actively involved in reflection in and on action. In such a
practicum, Schon (1987) asserts, student teachers should be given some tasks to
explore their own learning by questioning their own assumptions and comparing
theory with their experience. In this process, teacher educators should work as
coaches and help student teachers deal with situations for which there are no
suggested solutions. Students should thus be encouraged to experiment with difficult
situations in practice so that they develop a broader perspective to teaching (Schon,
1987). In this perspective, student teachers’ prior experience as students, their
beliefs, values and assumptions play a crucial role in addition to received knowledge
(Johnson, 2009; Wallace, 1991). Their background knowledge is considered
significant and they are provided with the tools to analyze their own beliefs
(Richards, 1989). Content knowledge is not limited to skills/techniques; it also

includes concepts, attitudes and emotions. In addition, it provides room for the
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negotiation of content according to the needs or dilemmas of student teachers
(Richards, 1989). In such a curriculum, student teachers are continually involved in
activities to reflect on their own teaching and their roles as teachers. Even the
development of technical skills is addressed in a broader reflective framework in
which student teachers’ awareness is increased and they are encouraged to consider
the effects of their actions (Richards, 1989).

Reflective teacher education approach does not consider classical techniques of
teaching skills like modeling, imitating, practice as adequate; thus, students are asked
to write reflective pieces on their values and beliefs (Richards, 1989). They are
encouraged to observe and reflect on their own teaching video-recording themselves.
They are motivated to write reflective journals to monitor their own learning.
Problem-solving tasks and group projects are used for student teachers to offer
solutions to puzzles of teaching. Action research is a key element in this model
which forces student teachers to determine a problem area in their own classroom
(Richards, 1989). They try to solve dilemmas by collecting data, designing an
intervention and evaluation. In this model, student teachers assume responsibility to
organize and monitor their own learning while teacher educators work as coaches or
facilitators who raise the consciousness of the student teachers. What is more, in this
perspective, learning to teach is seen as a life-long process (Johnson, 2009).
According to this view, teacher education programs only provide the foundations.
Their ultimate goal is to help student teachers to become flexible professionals who
are confident and competent enough to address the needs of their learners in differing
situations (Johnson, 2009). Therefore, teacher educators try to make student teachers
internalize the skill to examine their own teaching in pre-service teacher education.
So a seminar allowing students to discuss their experiences and insights from their
teaching practice as a whole group is considered key in reflective teaching. The
atmosphere of dialogue in the seminar invites student teachers to question their
assumptions, and enables them to relate theory to practice (Adler, 1990; Goodman,
1984). Journal writing, narratives, autobiographies, support groups and peer coaching
are other mediums which stimulate reflection (Larrivee, 2008).

Jay and Johnson (2002) think that reflection has become a grand idea in teacher

education. However, for them it is difficult to define the concept in its complexity.
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They warn against this complex concept's being reduced into a technique. Jay and
Johnson (2002) believe it is even more difficult to teach reflection to student teachers
and they offer a typology of reflection (descriptive, comparative and critical) as a
model to be used in reflective practice. They also describe how central reflection is in
their own program in the University of Washington. They write that reflective
practice and strategies are modeled to student teachers and they meet in a weekly
seminar with teaching assistants to engage in reflective practice. In these seminars,
they also talk about their thoughts, feelings and ideas about their own roles as
teachers. At the end of the process, they create a portfolio including samples of their
work on effective teaching, assessment, evaluation, students' work, evidence of their
commitment to their profession, etc. Authors believe portfolios are good
opportunities for student teachers to engage in ongoing reflective practice, which
should be scaffolded.

In a similar vein, Liou's study (2001), which investigated pre-service teachers'
reflective practice in EFL teacher education in Taiwan, concluded that training on
reflective teaching and a seminar on teacher development could help student
teachers' reflectivity. The analysis of 20 student teachers' observation reports and 20
practice teaching reports indicated that student teachers wrote mostly descriptive
reflections about their observations than critical reflection. Therefore, the author
recommended integrating reflective practice into teacher education programs from
day one so that student teachers develop a notion of teacher development.

Likewise, Sanal Erginel (2006) explored the process of becoming reflective
teachers at a pre-service teacher education program in Northern Cyprus. The study
was conducted with the participation of thirty student teachers who took a teaching
practice course in their senior year of study. To collect data, the researcher used
guided weekly journals kept by student teachers, class interactions, interviews and
questionnaires. The analysis of multiple sources of data demonstrated that the
collaborative nature of class discussions was helpful for teacher candidates to reflect
on their experiences and exchange ideas because students felt comfortable expressing
their ideas in a non-threatening, friendly atmosphere. According to the findings of
the study, student teachers appreciated the feedback they received from their teachers

and their peers as it enabled them to evaluate their weaknesses and strengths. The
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participant students also noted that they developed self-awareness through the
journals, the video-taped teaching sessions and the feedback they received. The
analysis of the content of student reflections throughout the semester revealed that
student teachers reached higher levels of reflection in the second half of the term.
They started to relate their reflections to contextual factors and theoretical principles.
The topics student teachers referred to included instructional processes, ways to
motivate students and classroom management. The author concluded that there is
need for broadening the scope of reflection to touch upon social, cultural and ethical
issues, as student teachers mostly dwelled on technical issues in their reflection.
Therefore, she recommended a reevaluation of the guidance, support and feedback
given in the course so that social and ethical issues are elaborated more in the course.

Lee (2007) explored the use of dialogue journals and response journals in pre-
service English teacher education program in Hong Kong. In one methodology
course she used dialogue journals and in another methodology course she asked
student teachers to keep response journals so that they can start reflecting on their
process of learning to teach before the teaching practice starts. Thirty-one student
teachers who participated in the study wrote their journal entries for two semesters.
The researcher collected data from the journal entries and interviews with student
teachers. The analysis of student reflective writings indicated that both forms of
journal writing helped student teachers internalize educational theories. Participant
students highly appreciated writing journal entries as it facilitated reflection. Still, the
author recommended guiding students with prompts at the beginning to scaffold the
process. She also warned that dialogue journals may make the student teachers
dependent on the teacher educator limiting teacher candidates’ chances of
discovering the joy of journal writing themselves. Therefore, the author suggested
student teachers exchange their journals with their peers from time to time to have an
audience other than the teacher educator.

Cephe (2009) investigated the changes in student teachers' constructions of the
teaching profession in a methodology course through the use of metaphors. Before
students started following the methodology course, they were asked to come up with
a metaphor about teaching. After taking the methodology course, student teachers

were asked to produce metaphors about the teaching profession again. The findings
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showed that students' understanding of the teaching profession changed from more
behaviorist transmission approach to a more constructivist approach with the help of
the reflective practice followed in the methodology course.

Similar to Lee (2007), Demirbudak (2012) also believed that it is possible to
integrate reflective teaching in early teacher education even before students start
teaching practice. She thought that methodology courses could be good venues for
encouraging reflective teaching. In her study, she tracked student teachers'
development in terms of reflective teaching from an English language teaching
methodology course to practice teaching course. She also interviewed a few
participants when they started teaching. In the methodology course she taught she
asked students to write reflective essays on the methods they liked the best and the
least drawing their own personal teaching method. Students also evaluated their own
performance through videotapes recorded while they were teaching. At the end of the
semester, they were asked to write a reflection on their experience of learning to
teach throughout the semester. In the teaching practice course, students were first
asked to collect data on their students. Then they got to know the context they were
observing. Later on they were given observation tasks to structure their observations.
The rest of the time they spent preparing for their teaching sessions in close
cooperation with their coordinating teacher. They taught three times in the semester.
Towards the end of the semester, students were asked if the reflective approach in
their methodology course helped them in practice teaching. Eight of the participants
were also contacted towards the end of their first year in teaching at their school
settings and were asked about the use of reflective approach employed in
methodology and practice teaching courses they had taken. The findings of the study
revealed that student teachers mostly concentrated on issues related to teacher
efficacy while taking methodology courses. When they started teaching practice,
they started to comment on issues related to school administration, mentor teachers,
classroom management, which came to mean that their centre of attention had shifted
to student learning. They had started to perceive that as teachers, they were not the
central element in the learning process. When they started teaching, the novice
teachers reported that the reflective approach they followed in their pre-service

teacher education had helped them engage in reflective teaching. Yet, the author did
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not give concrete evidence on the sorts of reflection novice teachers had. Though the
author described the processes of leading students to teach reflectively, she
concluded that reflective teaching does not have to be formal: for her, even
discussions led by open-ended questions can lead to reflective teaching, as students
learn reflective practice by teaching.

Er6z-Tuga's study (2012) is a qualitative action research study which
investigated the contribution of reflective feedback sessions to pre-service foreign
language teacher education students' preparation. The study was intended to raise the
awareness of student teachers taking a practice teaching course in terms of their
strengths and weaknesses to lower the level of anxiety they faced when they started
teaching practice in a real classroom environment. Eleven of the students enrolled in
a practice teaching course offered by the researcher accepted to take part in the study
for which they devoted extra time during the reflective feedback sessions. The
participant students were video-recorded two times while they were teaching. After
each session, they watched the recording with their supervisor and their partner and
evaluated their own lesson. They also received feedback from their supervisor. The
data consisting of the recordings of feedback sessions and student teacher self-
evaluation forms were analyzed to see if there was any progress in terms of student
teacher reflections throughout the semester. The findings indicated that students
became more insightful as to their teaching potential with the help of feedback
sessions. Student teachers became more attentive to classroom events after analyzing
the student reactions to their behaviors in video-recordings. The participant student
teachers also noted that these feedback sessions helped them improve their
performance.

Glimiisok (2014) investigated the content and quality of reflection student
teachers engaged in a practicum course at a pre-service foreign language teacher
education program in central Turkey. Twenty-seven pre-service teachers took part in
the study. The researcher used self-evaluation and peer-evaluation forms, video-
recordings of post-conference sessions and interviews to collect data. The analysis of
data showed that student teachers reflected on the process of learning/teaching,
motivation of students, teacher assessments and classroom management. Similar to

the results of Liou (2001) reported above, this study also found out that student
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reflections were mostly descriptive not reaching to higher levels of thinking.
However, they thought that these reflections helped them develop self-confidence
and awareness about teaching. The author concluded that the student teachers could
be encouraged to write more often and guided about their reflection process.

Despite the above mentioned advantages of reflective teacher education, it
also drew some criticisms because it does not go beyond an individualized focus on
teachers and their personal reflections (Yogev & Michaeli, 2011). In other words,
while reflective teacher education might be a good way of ensuring personal
professional development, it lacks a moral, emancipatory dimension for the
improvement of society (Akbari, 2007). Eryaman (2007) believes this might be
because the original form of reflective teaching in close contact with the political,
social, moral and aesthetical dimensions of teaching is misinterpreted in practice. As
opposed to Eryaman (2007), Zeichner (1990) thinks the popularity of an
individualized reflective teaching might be due to its easy adaptation to every kind of
teacher education approach. In reaction to the concept of reflective teaching losing its
substance, Zeichner (1990) feels the need to clarify his own social reconstructionist
way of understanding reflective teaching which situates teachers' reflection in a
political, cultural and social sphere. He does not believe that just because teachers
reflect, they will teach better. For Zeichner (1990), what teachers reflect on is
crucial: they should "focus inwardly at their own practice (and the collective
practices of a group of colleagues) and outwardly at the social conditions in which
these practices are situated” (p. 59).

Apart from its disregard for critical issues, there are other concerns as to the
notion of reflective teaching, though. First of all, reflection is criticized as it has
turned into another technique for improving teaching losing its essence (Halliday,
1998). Despite the wide popularity of reflective teaching, Akbari (2007) asserts,
there is no evidence that it helps student or teacher performance. In the same line,
Canning (2011) argues that there is no need to prioritize reflective teaching in initial
teacher education when there are equally effective collective practices like observing
and dialoguing with peers and mentor teachers. On the other hand, notwithstanding
its claims of empowering teachers, reflective teaching imposes teachers a certain way
of reflective practice (Liston et al., 2009) assuming that teachers would not reflect on
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their own practice without the guidance of academic scholars (Akbari, 2007
Eryaman, 2007), which implies a belittling view of teachers and teaching. Besides,
reflective practice is usually limited to teachers' earlier experience not allowing them
to exercise reflection in preparing creative lessons for the upcoming lessons. What is
more, asking pre-service teachers to engage in reflective practice might be asking too
much considering their very limited teaching experience (Akbari, 2007). One last
issue of concern over reflective teaching is its overemphasis on teachers' depending
on their own resources like their memories and experience. As Akbari (2007) argues,
there is no guarantee that deeper thinking on one's own experience through
journaling will give them a better view of the reality; it might only help teachers
admit their frustrations or concerns before a larger audience, which in turn would
discourage teachers from finding alternative ways to improve their practice. A heavy
concentration on reflective teaching also entails a risk of focusing too much on
practice neglecting theory, which will bear a loss of contact with one's colleagues on

a common conceptual framework (Akbari, 2007).
4.1.3 Critical Teacher Education

"Good teacher education is intellectually exciting."
Raewyn Connell (2009)

Critical teacher education diverges from mainstream teacher education in its
care for the sociopolitical and educational problems of the society. For critical
teacher education, "the fundamental concerns of democracy and critical citizenship
should be central to any discussion of the purpose of teacher education” (Giroux &
McLaren, 1986, p. 222). However, faculties of education hardly encourage teacher
candidates to develop a notion of education in relation to social critique and social
change because they see their mission as offering technical expertise (Giroux &
McLaren, 1986). From a critical perspective, mainstream teacher education is
another mechanism of ideological state apparatus working to transmit capitalist
values among teacher candidates fostering them to care for money and personal
career prospects (Abednia, 2012; Darder et al., 2008; Yogev & Michaeli, 2011). In

traditional teacher education, teachers are not usually recognized as decision makers
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or educational leaders. Seldom are they exposed to intellectually challenging
materials under a heavy focus on how to teach (Kincheloe, 2004). They are usually
exposed to a single mainstream teacher education paradigm which offers a narrow
perspective onto teaching (Liston et al., 2009). They are directed to concentrate on
the procedure of teaching more than the content. They are expected to work as
facilitators, but there is little concern over the subject matter to be facilitated (Giroux
& McLaren, 1986). Thoroughly alienated by the mismatch between the prescription
of how to teach in university classrooms and the classroom realities they face,
teacher candidates or practicing teachers are overwhelmed (Kincheloe, 2004).
Bombarded with the technical and mechanistic procedures of teaching, they are far
from gaining the skills of analyzing educational purposes, the implications of
education for diverse groups of students, the impact of political economy on
schooling or their own roles as agents of transformation (Kincheloe, 2004). They are
socialized to think that teaching is an individual, cognitive process which could be
practiced by implementing what the established methods and scientific research
indicate without considering the racial, social, cultural, economic or ethnic
background of students (Eryaman, 2007). Yogev and Michaeli (2011) summarize
the problem of teacher education programs as follows:

Contemporary teacher training demarcates itself within the boundaries of
inculcating disciplinary knowledge, developing didactic skills, and
nurturing self-awareness. Graduates of traditional teacher training ...
perceive themselves mainly as knowledge brokers and do not think about
or question the basic concepts of the system in which they work, the
curriculum they teach, or the teaching methods they apply (p. 315).

In addition to the above mentioned technicism in teacher education, Liston et al.
(2009) write about the dominant progressive teacher education paradigm which gives
limited space to a variety of educational philosophies other than constructivism.
Teacher candidates are "schooled" to a narrow understanding of education (Liston et
al., 2009). For Liston et al. (2009), there are a number of reasons for this limited
approach to teacher education. One reason is the limiting view of education put
forward in national standards and the testing system. Another reason is the disregard

for the social foundations of education. Even scholars do not give enough attention to
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philosophical and historical understanding of education for Liston et al. (2009).
Okgabol (2012) makes a similar statement about the teacher education programs in

Turkey in the quote below:

The existing system [in Turkey] is unable to make significant changes in
teacher candidates. Candidates come to schools of education and leave
four to five years later without experiencing any major changes in their
worldview, scientific thought, understanding of the importance of their
profession and the essence of education, and democratic attitudes. They
do not gain the theoretical and philosophical background necessary to be
considered as good teachers and educators. They graduate without
acquiring the spirit of teaching, without questioning the attitudes and
habits that they took on from their earlier education, and without
understanding why they are becoming teachers. If they gain anything in
the schools of education, it is only some teaching skills and knowledge
about their subject matter (Okgabol, 2012, p. 228)

The main function of critical teacher education, however, is to reveal the
dominant ideologies affecting the lives of teacher educators, teacher candidates and
their students (Cochran-Smith, 2006), because students studying at teacher education
programs usually have "unexamined assumptions, knowledge and beliefs about
students, teaching and the role of schools in society” (Carrington & Selva, 2010, p.
46). In contrast to traditional teacher education programs which reinforce these
assumptions, critical teacher education allows students to examine their own beliefs
about class, ethnicity and gender roles, and reconstruct the role of schooling through
theoretical content and discussions. They should be able to understand that these
systems of education are human constructions and could be changed (Kincheloe,
2004). They should be able see the microcosm of their classroom from a macro
perspective (Pennycook, 1994). Kincheloe (2004, p. 24) describes what kind of
teacher education is targeted in critical teacher education in the following paragraph:

I want universities to produce rigorously educated teachers with an
awareness of the complexities of educational practice and an
understanding of and commitment to a socially just, democratic notion of
schooling. Only with a solid foundation in various mainstream and
alternative canons of knowledge can teachers begin to make wise
judgments and informed choices about curriculum development and
classroom practice. In this context they can craft a teacher persona that
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enables them to diagnose individual and collective needs of their students
and connect them to their pedagogical strategies and goals. It is naive and
dangerous to think that teachers can become the rigorous professionals
envisioned here without a conceptual understanding of contemporary and
past societies and the sociocultural, political, and economic forces that
have shaped them.

As seen in the above quote, this model of teacher education “emphasizes the
preparation of teachers who are critical of the current inequities in public schooling
and the social, economic, and political structures of the society and will work in and
outside their classrooms for greater educational, economic and social justice”
(Zeichner & Flessner, 2009, p. 24). For Welsh (1985, as cited in Giroux & McLaren,
1986, p. 226), teachers as transformative intellectuals should work "as bearers of
dangerous memory." In other words, intellectual teachers should make those rarely
told stories of oppression public and problematize the histories of women, ethnically
diverse groups of people or working-class people. They should not just raise
consciousness about these issues, however. They should also be calling people to
struggle.

Teacher educators who work for social justice aim at culturally responsive
teaching. This culturally responsive way of teaching does not only include
appreciating diversity, but it also entails issues of oppression and injustice related to
ethnicity, social class, gender and other markers of difference with a view to working
as an activist to overcome all sorts of injustices. Thus, it is important for these
programs to provide the necessary content knowledge together with the skills to
transform that knowledge into practice. In the program, students learn to examine
their own values and beliefs about others in addition to racism and privilege by
reading, writing and discussing autobiographies, films, case studies and doing action
research (Zeichner & Flessner, 2009). They also analyze the political and economic
factors that influence the schooling practices from administrative decisions to
materials. They attempt to discover the hidden messages these practices provide.
However, since learning to teach in a culturally responsive way requires a great deal
of personal transformation, student teachers are reported to resist (Zeichner &
Flessner, 2009). Thus, it is necessary to set an example to these student teachers for

the caring relationships they are asked to form with their students, which means that
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teacher educators need to internalize culturally responsive ways of teaching. They
should also build a community composed of student teachers, expert mentor teachers
and teacher educators in which all participants are considered equally valuable
sources of information (Zeichner & Flessner, 2009).

Critical teacher education uses dialogue and co-construction rather than
direct-instruction in teaching critical content. For critical education, it is not possible
to "empower™ or “enlighten” anybody without their deliberate effort to do so. In the
words of Clarke (2003, as cited in Morgan, 2009, pp. 90-91):

"Empower" and "liberate™ are not transitive verbs. Grammatically, of
course, this is not true; both verbs require objects and therefore are
transitive ... Pragmatically, however, the matter is not so straightforward.
Empowerment and liberation are not serums that can be administered to
other. They are not states of grace that we confer on our students. We do
not empower others by declaring them to be liberated, nor can we harass
them into being empowered... In other words, liberation education is not
a direct-instruction phenomenon. The best we can do is work to create
the conditions under which students will begin to take the initiative.

The above quote reminds one of Freire's (1970) warnings that no one can liberate
anyone. For Freire, educators should not fall into the trap of using oppressors'
methods in liberatory pedagogy.

One important distinguishing characteristic of critical teacher education
approach is the central position it assigns to field experiences student teachers
acquire in schools and communities (Zeichner & Flessner, 2009). As opposed to the
traditional teacher education approaches which provide distanced methods
instruction, this teacher education perspective provides a vast situated instruction
working closely with the mentor teachers in teaching students and student teachers.
The schools and the mentor teachers student teachers work with are chosen
carefully. Both the student teachers and the mentor-teachers are supported during
the experience (Zeichner & Flessner, 2009). What is more, student teachers are also
asked to develop projects with the school community both to contribute to the
change efforts and to experience the life of students outside school in their own
communities. In this way, skills of student teachers to take civic responsibility and
to engage in social action are developed. They also have a broader perspective into
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the values and beliefs of the school community, since social justice teacher
education gives equal importance to the development of attitudes, beliefs and
dispositions as the development of knowledge and skills (Zeichner, 2009).

Another important characteristic of this teacher education model is the
participation of the K-12 teachers to the decision making processes in teacher
education programs “as full and equal partners in program planning and renewal”
(Zeichner & Flessner, 2009, p. 41). The existence of a hierarchical relationship with
those people outside the university is actually not consistent with the aims of this
teacher education for creating a more just and equal society (Zeichner & Flessner,
2009). This collaboration with the school teachers is actually seen as a remedy to
solve the traditional and ineffective teacher preparation programs which are
detached from the complexities of the classroom environment. If the instruction is
situated with the help of observation, videotapes, teacher diaries, etc., it will turn out
to be a more effective way of preparing student teachers for the realities of
classroom work. In those programs, school teachers also work with teacher
educators on campus and they provide instruction (Zeichner & Flessner, 2009).

As can be seen from the above discussion, critical teacher education does not
address only technical issues in preservice teacher education. For this teacher
education approach, moral issues are as indispensable as the technical ones in
preservice teachers’ preparation. Inspired by New College's teacher education
program, Giroux and McLaren (1986) advocate that a teacher education program
should include critical conceptual understanding, educational theory, and teaching
practice. Zeichner (2009) argues that both technical and ethical issues of teaching
should be taken into consideration so that student teachers become aware of the
consequences of their actions.

As for the charges against critical teacher education as being too political,
indoctrinating and ideological, Cochran-Smith (2006) argues that it is not possible to

have a neutral or value-free teacher education:

All of teacher education is political - including decisions about the
content and focus of the curriculum, the pedagogy developed, the
assessment strategies employed, the arrangements regarding program
structures and all fieldwork experiences, and the ways candidates are
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selected and recruited. All of these things involve choices about what is
included and what is left out, whose viewpoints and interests are served
and whose may not be, which aspects of teaching and schooling are made
problematic and which are taken-for-granted, and what assumptions are
made - whether spoken or unspoken - about the purposes of teaching and
schooling in a democratic society (Cochran-Smith, 2006, p. 200)

For Cochran-Smith (2006), such accusations against critical teacher education being
"ideological” is actually an attempt to move politics out of teacher education and
reduce it to only subject matter knowledge and teaching skills. As an answer to the
claims that critical teacher education does only focus on multicultural education
making students feel good about themselves and ignoring academic knowledge and
skills, Cochran-Smith (2006) asserts that this is far from reality, because critical
teacher education aims to provide deep learning opportunities for all learners. The
content is not, however, limited to facts, but includes understanding oneself and the
world in which one lives.

As critical teacher education is a growing field of study, there is a limited
number of studies in the literature. They mostly concentrate on the effects of critical
and transformative interventions in a particular teacher education course or an overall
teacher education program. Research findings indicate increased social and political
awareness on the part of the student teachers (Dinkelman, 1997; Greenman &
Dieckmann, 2004; Hawkins & Norton, 2009; Le Fevre, 2011; Osterling & Webb,
2009). But these studies are far from revealing the long term effects of critical
teacher education courses/programs on teachers' real life practices. The following
part will review only those studies providing a detailed description of their teacher
education model, course or pedagogy rather than reviewing all available research.

Giroux and McLaren (1986) called for a new teacher education model as
cultural politics. They argued that schools do not only teach academic subjects, but
also teach students to develop their own subjectivities. Therefore, the school
curriculum should introduce students to a new perspective of life in which students
begin to appreciate their own identities. They should start to understand themselves
as political and moral subjects and should be directed to a process of self-
empowerment. To be able to lead students to self-empowerment, teacher candidates

should be educated in a way that links critical social theory with creative alternative
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teaching practices. In such a teacher education program, Giroux and McLaren (1986)
believed, power, language, culture and history should be central themes of critical
analysis. Student teachers should understand the relationship between power and
knowledge construction so that they know what kind of knowledge they should
provide to their students for them to understand the world around them. Student
teachers should also develop a consciousness about the way language is used to
shape our world. History is another area where student teachers should question the
mainstream understanding of history taught at schools ignoring the histories of
diverse minority groups. Student teachers should also learn to critically read students'
home culture, street corner-culture and the popular culture.

Yogev and Michaeli's study (2011) is a unique one with the in-depth analysis
it provides to the reader situating the study in a political, cultural and social
perspective. It reports a transformative teacher-training program developed in a
faculty of education in Israel, a country known for its ethno political conflicts. The
writers of the study indicate that the particular historical, political, economical and
cultural situation of the country makes it even more important for teacher education
to adopt a critical approach. Their model aims "to train teachers as '‘involved
intellectuals' whose professional identity is based on strong professional self-image,
awareness of social activism, and commitment to public activity" (p. 313). This
model of teacher education was designed as a result of the collective work of all staff
and BA students in a faculty of education in cooperation with the community. The
program included three major components: community involvement in
nongovernmental organizations, educational alliances for intercultural dialogue and
peace building and students' active involvement in campus life. The program was
designed so that student teachers could teach in a school in the morning, and they
could go to a community organization in the afternoon to encounter the social and
cultural atmosphere their students lived in. At the same time, pre-service teachers
were to take courses related to the community activity they were engaged in to be
able to conceptualize their practices. For peace building, Jewish and Arab student
teachers were brought together in joint projects. On the other hand, Jewish student
teachers were placed at Arab schools and Arab student teachers were placed at

Jewish schools to get to know "the other.” In addition, student teachers took active

120



roles in college's academic, administrative and social activities and they learnt to take
initiative and leadership roles. They were invited to academic meetings of faculty
and took part in decision making processes. Students were also encouraged to carry
out projects for the development of the university campus: they initiated a green
campus project as well as an academic conference on democracy and education. The
findings of the program evaluation study suggested that students were happy with the
theoretical knowledge they received in addition to the community experiences they
gained. Jewish and Arab students reported they had a lower anxiety level due to the
reduction in their fears after getting to know each other. Though findings
demonstrated that student teachers had a social-public consciousness, the writers of
the article stated that there was still a long way to go before the overall program
objectives were met. They also indicated their doubt about the graduates' ability to
resist the system's assimilating effect. Therefore, the authors suggested it was
necessary to support graduates from the beginning of their careers.

Reed and Black (2006) also described an innovative model of teacher
education introduced by World Educational Links at Keene State College in the
USA. Like Yogev and Michaeli (2011), they aimed to educate teachers "for anti-
oppressive teaching, critical pedagogy and social activism™ (p. 34). In their master's
program, student teachers were given a one-year full teaching immersion in a school.
They taught four days a week at a school and they attended the seminars on campus
once a week. The program intended to give their student teachers a transformative
learning experience both by the immersion experience and by the sociopolitical and
historical knowledge they provided in academic courses. They expected their
students to deconstruct the existing system of education and to question the social
inequalities and injustice. In this way, this model aimed to create teachers as
educators. In order to introduce student teachers with injustice, they were asked to
watch videos, and attend workshops. Guest speakers were invited. Research findings
showed there were transformative moments in the program. However, the study also
demonstrated students had difficulty in accepting their privileged position in society.
Even after they came to accept injustice, it was hard to take action to create change,
as student teachers were afraid. However, the faculty "reminded interns that it is a

political choice of no small consequence to take no action, to remain silent,
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particularly in light of their new consciousness™ (p. 37). With the encouragement of
the staff to take action and to overcome their fears, they were able to take action
either by introducing a critical reading on Black History Month, Halloween,
Columbus Day, Thanksgiving or Christmas. The writers concluded that the strong
point of the program was the integration of theory and practice through an immersion
experience. They were also unsure about the teacher candidates' ability to resist the
pressures in the system and called for further research.

Potts, Foster-Triplett and Rose (2008) investigated a pre-service
transformative multicultural teacher education program in a rural area in the USA
from the perspective of teacher educators referring to the challenges, frustrations and
tensions they faced while addressing multicultural issues. The program offered many
courses on issues of diversity, culture, and equity to elementary education students
and they participated in community-based fieldwork projects from their freshman
year on. In the courses they took, they read articles, they explored their own
identities, attended presentations, discussed videos and case-studies, took part in
drama activities, and tutored students from disadvantaged groups. In the first term of
their senior year, they taught in an ethnically diverse school. In the last term, they
taught at a school which educated students from working class families. While they
were taking these courses, they also attended a seminar in which they discussed and
conceptualized the issues that came up in their practice. Responses of the teacher
educators indicated that their work with teacher candidates was not limited to
traditional tools of education like readings and lectures, but included community-
service, hearing guest speakers' experience, sharing aesthetic experience and
storytelling. Teacher educators noted that their students met poverty for the first time
in their lives in community service they attended. As student teachers had a kind of
culture shock when they encountered the living conditions of their students, forming
dialogue with student teachers was essential. Teacher educators also reported that
taking the time to engage in community service along with student teachers was
influential on teacher candidates. Other faculty members talked about the influence
of guest speakers giving speeches on issues of diversity, poverty and inclusion. Some
teacher educators also mentioned the power of story-telling. When they told stories
from their own culturally responsive teaching experiences, students were more
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motivated to share their own stories. Still, teacher educators encountered some
problems and barriers in their departments, at schools and with student teachers.
They complained about lack of enough communication among colleagues, lack of
support from the university, staff turnover and constraints on the curriculum. The
authors concluded that the major disadvantage of the program was its being add-on,
not integrated into the whole curriculum. For a reconceptualization of the program to
occur, authors suggested, faculty need to meet and discuss what they do in their
courses, share materials and work collaboratively to build a more transformative
teacher education program in cooperation with school communities.

Slightly different from the studies reported above, Esen's (2013) study directs
attention to a neglected area in Turkish teacher education programs: gender-sensitive
issues. To challenge asymmetrical gender power relations in the society, Esen notes,
teachers have an important role. But in reality, schools and teachers usually
reproduce the dominant gender roles in society through their hidden curriculum. To
help prospective teachers develop awareness about gender equality and reproduction
of gender roles at schools, Esen maintains that teacher education institutions should
allocate time and space to this issue. Considering that students at faculties of
education in Turkey were exposed to patriarchal norms of the society as members of
that society, Esen (2013) felt the need to raise critical awareness on teacher
candidates. She reorganized an undergraduate teacher education course to touch upon
gender issues and she set out to investigate the influence of this course on student
teachers' perceptions. To collect data, she asked participants open-ended questions
before and after the course and analyzed student responses through descriptive
content analysis. The findings of the study revealed that teacher candidates began to
evaluate their own opinions on gender issues and became motivated to engage in
transformation starting from their own lives and broadening it to their professional
lives. Esen (2013) found out that female participants were more open to accepting
gender lens into their private and professional roles while male participants were
more reluctant. For gender-sensitivity to be sustainable in practicing teachers, she
suggested in-service teacher training programs be created.

Esau (2013) analyzed the potential of participatory action research for

educating critically reflective student teachers. Preservice students enrolled in a
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postgraduate certificate course in South Africa were eager to take up community
oriented participatory action research to make a difference in the school community.
Therefore, the author involved teacher candidates in an action research project. They
had a mission to disseminate hope at schools. Some of the topics selected by the
students were the fear factor in mathematics, eating disorders in schools, sexuality
education in school, etc. The author had two focus group interviews with four
volunteer students and she had her field notes to collect data. Students also wrote end
of semester reports describing their story of doing action research. The findings of
the study indicated that student teachers were able to conduct research following the
steps of action research carefully. At the end of the process, they were able to see
how they would use it in their classroom practices. They were able to analyze the
familiar classroom phenomenon deeply by the help of participatory action research
they engaged in. Yet, there were some flaws in some action research studies because
of being too large or too ambitious to be completed in time. Esau (2013) concluded
that the project helped student teachers boost their self-confidence to become
effective researchers. It also bridged the gap between theory and practice. Therefore,
he recommends using participatory action research as a powerful tool in empowering
student teachers and transforming society.

Sevier (2005) conducted a self-study of his own teaching practice in a social
foundations course in a pre-service teacher education program. He wrote that his aim
in the course was to allow student teachers to experience culturally relevant
transformative practices. For this purpose, he chose reading materials which would
lead student teachers to question their assumptions about the inequalities within the
education system. He picked texts dealing with class, gender and ethnicity
discrimination. During the class discussions, however, the author could not get the
reaction he expected from the student teachers, as they looked bored and
disinterested. Then, he administered a questionnaire to understand the reasons behind
their indifference to the topic. The results of the questionnaire and the class
discussion following that revealed student teachers who had been educated at elite
institutions with great facilities perceived the reading materials as "old stuff" not
relevant any more. While the teacher educator was looking for the ways to help
student teachers realize the outside reality, he encountered a program on TV which
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showed the presentation of a group of students from a local school on the lack of
resources they had when compared to the school at another district. The teacher
educator invited those students to his class so that the student teachers heard the
voices of the disadvantaged students. Upon hearing the stories of the students, the
student teachers were outraged and came to understand the relevance of the class
readings. Then one student teacher suggested that they conduct mini-ethnographies
on different public schools as their final project. The teacher educator accepted and
students engaged in research in groups, which gave them a deep insight about the
inequalities across schools. The teacher educator concluded that he was able to
model culturally relevant teaching when he learnt his students' personal histories. He
also noted that the careful selection of readings did not offer much help without

establishing relationships with the community.

4.1.3.1 Critical Language Teacher Education

As for critical language teacher education, the field is an emerging one
(Hawkins & Norton, 2009) still trying to get beyond its "embryonic stage™ (Abednia,
2012, p. 707), because for many years the field of foreign language teaching,
especially English language teaching, concerned itself only with linguistics ignoring
the field of education and the sociopolitical questions that inform educational
practice (Grabe, Stoller & Tardy, 2001; Pennycook, 1990). Dogangay-Aktuna (2006)
states that despite the fact that this has been asserted a long time ago, not much has
changed in teacher education programs and there are few courses on the sociocultural
and political context of English language teaching. Gray and Block (2012, p. 142)
warn that if language teacher education fails to find common ground with social
sciences, it will be under the threat of getting "intellectually impoverishing."

For Hawkins and Norton (2009), critical language teacher educators attempt
to encourage critical awareness in student teachers about the power relationships in
the society. Moreover, they foster critical self-reflection in teacher candidates so that
they evaluate their own identities and values. Besides, they also try to establish
critical pedagogical relations with their students: they create democratic, non-
hierarchical relationships with their students. Hawkins and Norton (2009) also note

that there are challenges to critical foreign language teacher education such as
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traditional power hierarchies, political pressures on teacher educators, resistance
from students, and imposition of critical pedagogy rather than negotiation of content
and standards-based education system.

For strengthening second/foreign language teacher candidates' abilities to deal
with the diverse contexts they are going to deal with and to broaden their
perspectives as to education, Dogangay-Aktuna (2006) suggested broadening the
knowledge-base of teacher education. Therefore, she advocated providing teacher
candidates with sensitivity towards cultural diversity by going through the basic
issues of intercultural communication, because otherwise they might not be able to
associate learner difficulties with cultural differences. She proposed practical
ethnography to be introduced to prospective teachers as a tool to collect data on the
students' socioeconomic and cultural backgrounds so that they can learn how to
observe classroom culture. She also wrote sociopolitics of language teaching should
be explored in language teacher education programs through critical readings in the
field of applied linguistics.

Vergara (2014) thought teacher candidates are offered little on developing
critical social skills in foreign language teacher education programs, because their
main responsibilities are considered to be developing the language proficiency of
their students. From this perspective, English teachers are not supposed to
problematize the legitimacy of power dynamics or social practices. For English
teachers to oppose the hegemonic discourses, Vergera (2014) argues, English
literature offers great resources. In order to develop critical citizens, novels produced
in English (such as Steinbeck's novel titled The Winter of Our Discontent, which tells
an interesting story of the people struggling in a town) could provide good starting
points for discussing current and historical social justice issues for teacher
candidates.

Abednia's (2012) study is an investigation of the influence one critical EFL
teacher education course exerts upon lIranian pre-service EFL teachers' professional
identity development. Abednia (2012) designed a critical teacher education course
based on literature review. The author also negotiated the course content with the
class and opened room for the topics and articles suggested by students. She

interviewed voluntary students before and after the course. In addition to student
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interviews, she also recorded class discussions and kept a reflective diary herself as
the teacher educator. The findings of her study suggested that there were three kinds
of change in student teachers' professional identity. Before taking the course, their
major motivation to teach was instrumental: to earn money. However, after taking
the course, they started to criticize teachers who worked just for money. While they
thought earlier that they had to follow institutional policies of schools as they were,
they began to feel empowered to question those policies after class discussions.
Having internalized the dominant ELT discourse, at first they had difficulty
challenging some of those ideas. They thought they did not have enough competence
or expertise to raise counter-arguments to the ideas of known scholars. Yet, they
developed a more critical autonomous perspective as the course developed. While
they believed increasing student participation and focusing on four skills were the
most important aims in language teaching at the beginning, they shifted their
perspective and started to emphasize the significance of critical awareness towards
the end of the course. Taking into consideration the impact of even a short course of
critical and transformative teacher education on teacher candidates, Abednia (2012)
concluded that for teachers to become transformative intellectuals, they have to
reconstruct their professional identities no matter how difficult it is.

In critical language teacher education, courses including critical approaches
to teaching English and critical pedagogy for EFL are taught. As critical pedagogy is
perceived to be too theoretical for teacher candidates to put into practice, Barnawi
(2010) suggested some pedagogical tasks for EFL teacher educators to educate
critical transformative EFL teachers. Some of these tasks are exploring hidden
identities of student teachers through assigning readings, running a workshop to
discuss how to make use of learners' L1 and evaluating course books for the minority
or immigrant groups they underrepresent and for the values they try to convey
(Barnawi, 2010).

Another such study conducted to bridge the gap between critical pedagogy
and the practice of teaching English, especially for academic purposes is Morgan's
(2009). He believes that teaching critical and transformative perspectives to pre-
service teachers of English necessitates a different approach than teaching
pedagogical content knowledge. In teaching critical pedagogy, the aim is not to have
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a specific outcome, but creating "a possibility" for student teachers to develop a new
identity and a new responsibility for themselves as teachers of English. It is a
collaborative knowledge building effort in which students and teachers work
together. Yet, it is not accomplished through teachers' imposing their own agenda on
students. Teacher educators create a context for student teachers to adopt this new
perspective. But they are free to reject it, as well. Morgan (2009) describes the way
he combines theory and practice in a course called Socio-Political Issues in Second
Language Education by assigning readings of cases which put critical pedagogy into
practice (The list of readings and topics he covered is provided in the appendix of his
article). He used question prompts, group work and teacher talk to contextualize the
content. As for a final assignment, he asked students to conduct an Issues Analysis
Project in groups of 2 to 4 people in which they would select an issue that negatively
influenced the teaching-learning process at a teaching context they know. Then they
were supposed to propose a plan for action to resolve the issue "in the form of policy,
curriculum innovation, specialized materials, or an in-service/preservice workshop
for teachers and/or program administrators” (p. 92). Morgan reported some of the
student projects conducted. In the end, he called for more detailed case studies and
actual lesson plans to exemplify how to bridge theory and practice in critical teacher
education.

Rocha Pessoa and Urzéda Freitas (2012) conducted a case study investigating
their own collaborative practice of teaching English through critical themes at a
language center of a university in Brazil. One author was the teacher and the other
was a collaborator observing her peer during the classes. The teacher of the class
selected the following themes for discussion during the semester: English in the age
of globalization, the power of the body, race and racism in Brazil, culture and
identity and gender and sexuality. In the first class meeting, the researcher explained
the study and the students agreed to take part in it. There were six instruments of data
collection: student questionnaires, a research diary kept by the teacher, two reflective
sessions between the teacher and the collaborator, one reflective session with all
students and a final questionnaire. To do justice to the critical issues to be discussed,
each topic was discussed for three weeks. Before the class, students were asked to

read articles on the topic. During the class, there was a short warm-up activity about
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the topic such as describing a picture. Then there were a few collaborative activities
for students to share their ideas with their peers in groups. After that a whole class
discussion was made. At the end, the teacher listed some grammar and pronunciation
errors on the board and asked students to correct them. There were also listening
activities (from videos or films) about the topic and students were asked to write
compositions at the conclusion of each topic. Most students reacted well to critical
English classes according to the final questionnaire. They were happy because they
had both improved their language skills and developed their critical thinking skills.
The students reported that the classes helped them question their own values
decreasing their prejudice. On the other hand, the teacher was concerned about his
own authority or the risk of silencing the students through the theoretical knowledge
he used. Once, the collaborator also directed attention to the fact that the authority of
the teacher could be suppressing students from expressing their own opinions. Still,
the teacher wanted to intervene at times not to trivialize these serious themes by
allowing those discussions to float on the surface. Still, the authors noted that this
intervention must be carried out carefully so that teachers do not end up imposing
their own ideas on the students. During the classes, there were times of conflict,
which was a challenge for the language teacher. Yet, the researchers believed it was
a worthwhile effort because students were able to develop their subjective opinions
and they reported that they had started to influence other people outside the class
with the influence of the class discussions. The authors concluded that language
classrooms could become dialogic atmospheres in which people have genuine
interaction and critical awareness rather than places students solely play games and
engage in ordinary interactive activities.

Jeyaraj and Harland (2014) investigated the perceptions of those academics
who used critical pedagogy in English language teaching departments. They explored
how critical pedagogy transformed these critical educators' teaching and their
students' learning through semi-structured interviews. The participants were 13
academics working in six different countries. The findings of the study suggested
that the educators gave emotional reactions such as feeling like they were losing
control because of the open nature of the discussions or they felt isolated because of

standing out in their institutions. Some of them also stated they felt at risk due to the
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restrictions on freedom of speech. As for students, they reported that their students
felt uncomfortable or upset when they first started talking about critical issues; but
later on they overcame these feelings of being desperate. They reported that some of
them even became change agents in their own communities outside the academy. At
the same time, the participants noted, these students learnt language by reading and
talking about issues that mattered to them.

Karaman and Tochon (2010) investigated the international teaching
experience of a student teacher from the perspective of intercultural understanding.
The participant student majoring in teaching Spanish participated in the international
student teaching program in Ecuador organized by her university situated in the mid-
western region of the United States. The program included eight weeks of teaching
English and conducting other activities in Spanish. The participant student teacher
was a 23-year-old white woman with parents who had received higher education. For
the study, four semi-structured interviews were made with the participant before her
departure, when she was in Ecuador and nine months after she returned. The analysis
of data revealed that in her student-teaching experience in Ecuador, the social
relations she had with her peers was influential, which might have prevented her
from developing a deeper understanding of the host culture. In her narratives she
made little reference to developing professionally. During the interviews, she talked
more about her intercultural growth. Yet, she wrote about professional issues on her
electronic portfolio. She also compared the education system with her home country.
The study indicated that the same-national peers might have an adverse effect on the
participants' interactions with the host people and warn program coordinators for
preparing teacher candidates for building relationships with the host people and
communicating in the target language to gain the cultural understanding aimed by the

program.
4.2 Research Studies on Teacher Roles

Research on teacher roles include studies investigating student teacher beliefs
about teacher roles. There is also an expanding research area on metaphors student

teachers and teachers use about the role of teachers. One other area of research
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investigates the influence of changing policies on teacher roles. Below is a selection
of research studies carried out specifically on teacher roles.

Demirbolat’s (2006) case study conducted in a Turkish university explored
the beliefs of 419 senior students of education majoring in different fields on teacher
roles in education, which are grouped as static (institutional) roles and innovative
(democratic and global) roles. The results of the survey study indicated that teacher
candidates in a Turkish university are open to assuming democratic teacher roles
more than static institutional roles, but the beliefs of students are not incorporated
into the teacher education program. The study also found high correlations between
participants' views and their gender: female participants were more open to
democratic and global values than male participants. They were also more sensitive
to interacting with parents than male students. Those students coming from lower
income groups, however, tended to adopt more static roles than democratic roles.
Thus, the researcher concluded that the life worlds and backgrounds of student
teachers had the biggest impact on their perceptions implying that the teacher
education programs were not very influential in changing teacher candidates' views.

Leon-Carillo (2007) explored sophomore and junior student teachers'
perceptions of teacher roles by asking them to draw pictures of their conception of a
teacher and to provide a written explanation for it. One hundred and twenty-five
Filipino students took part in the study. Findings were clustered into five groups:
"knowledge source, direction-setter, character formatter, change agent and learner."”
The author interpreted the popularity of images of a teacher as the knowledge source
as the trace of the traditional image of a teacher as transmitter of knowledge. The
roles of direction-setter, character formatter and change agents were also taken as the
teacher-centered perception of student teachers according to which the teacher is the
active agent of the teaching process rather than the learner who takes responsibility.
The author concluded that unless the teacher education programs are reviewed in a
manner to transform the conception of a teacher in student teachers' minds, the same
traditional teacher-centered way of teaching will continue.

Baki and Gokgek's (2007) study investigated student teachers' beliefs about
teacher roles through a semi-structured survey, which included the names of several

professions. They were asked to associate teaching with those occupations and to
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explain the reasons behind their choices. The sample of the study included 80 senior
pre-service mathematics teachers in Trabzon, Turkey. The survey results
demonstrated that "gardener” was the mostly preferred occupation student teachers
preferred. The reasons for this choice included addressing the needs of students,
helping students improve themselves and classroom management. The second mostly
preferred occupation was a "coach" because it was associated with helping and
motivating students, an orientation for success, and guiding students. The authors
interpreted the first choice as a more traditional teacher role while accepting the
coach metaphor as a more constructivist one although the explanations for both
occupations were similar to each other.

Lin, Shein and Yang (2012) conducted a study surveying how 40 pre-service
student teachers conceptualized themselves as English teachers at the beginning of
their certificate program at a university in Taiwan. Findings revealed learner-
centered beliefs. 14 participants thought that language teachers were like nurturers
helping students grow. Another popular image was that of a cooperative leader who
helped students as a mentor giving them some guidance when they needed. Other
metaphors used were knowledge provider, artist, innovator, etc. The researchers
found these roles as traditional teaching roles, but thought that they were learner-
centered because they allowed room for students to take responsibility. Although the
results were similar to those in Baki and Gokgek (2007), the interpretations reached
in two studies were very different, casting doubt on the validity of conclusions drawn
from metaphors.

Oktay and Vanci-Osam (2013) examined the metaphors used by students and
teachers to describe language teacher roles at a university in Northern Cyprus. Fifty-
two freshman students of English and twenty-two English language instructors
working at an English-medium university in Northern Cyprus took part in the study.
The findings revealed that the students and teachers selected the same metaphors
("conductor”, "shopkeeper" and "entertainer') mostly, but their ordering was
different. Students chose the image of a shopkeeper as their first preference, but
teachers chose conductor metaphor as their first choice. Though the metaphor of a
"conductor” is usually associated with power and control, the participants associated

it with the guidance offered by the teachers rather than strict control. The image of a
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"shopkeeper" was perceived as a more learner-centered metaphor because students
had to go and get the goods to learn. Although the researchers stated that
explanations of students and teachers were similar in their choices, they interpreted
the minor ordering difference as a discrepancy between participants' conceptions. For
them, while students opted for more learner-centered teaching, teachers had teacher-
centered preferences.

Menendez's research (2007) is a dissertation study conducted in UK exploring
the implications of England's policies of technical rationality in initial teacher
education on a small sample of student teachers' perceptions. The study found that
the government policy became more interventionist in the last 25 years moving from
a high trust to teachers to low trust. There was more control over teachers' work
through accountability measures. According to the macro-analysis of government
policies, teaching became more prescriptive and more technical from 1990s on. The
influence of these policies was also reflected to student teachers receiving their initial
education. The study compared the beliefs of student teachers who followed teacher
education programs in early 90s with those that undertook teacher education courses
in late 90s. Those educated in late-90s had more technicist tendencies than those
educated in early 90s. They were not hopeful about the change they could make in
the lives of under-privileged students. The perspectives of education of those trained
in late 90s were narrower than the members of early 90s cohort, which indicated that
the initial teacher education program oriented student teachers towards a more
technical focus in teaching.

Yildiz and Unlii (2014) explored the transformation of teacher roles through
the metaphorical descriptions of 108 practising teachers in Ankara. The participant
teachers were elementary school teachers with at least 20 year-experience. They
were asked to compare the condition of the teaching profession in the past with the
present using metaphors. Findings showed that an overwhelming majority of teachers
perceived the transformation in the teaching profession as a negative one. The
metaphors were clustered around the following themes: the loss of prestige/a sense of
devaluing, decreasing social responsibilities and technicism, and economic
impoverishment. The authors concluded that this transformation is in line with the

transformation of teaching profession around the world.
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Yildiz et al. (2013) investigated the transformation of teacher roles in Turkey
by exploring the representation of teachers in seven popular Turkish films. The first
four movies (Hababam Swnifi [The Chaos Class], Hababam Sinifi Suifta Kaldi [The
Chaos Class Failed the Class/, Hababam Swnifi Uyaniyor [The Chaos Class is
Waking Up] and Hababam Sinifi Tatilde [The Chaos Class on Vacation]) that were
made before 1980 and the ones shot after 1980 (Ogretmen [The Teacher], Hababam
Sinifi Merhaba [The Chaos Class Welcome] and Hababam Sinifi U¢ Bucuk [The
Chaos Class Three and a Half]) were compared. The analysis of two clusters of
movies showed that while there was a strong teacher figure called Mahmut Hoca in
the movies before 1980, that figure disappeared in the later movies. Before 1980,
teachers like Mahmut Hoca were challenging neoliberal policies by saying they were
not trades people, they were educators. However, the new teacher characters in the
movies after 1980 became a part of the system following the orders of the school
principal. In fact, according to the study, students, principals, janitors and parents all
start to behave differently under the effect of the neoliberal economy. Thus, the
comparison of the images used in movies indicated that neoliberal policies had a big
impact on teacher roles in Turkey, as idealist, autonomous teachers became obedient

technicians.
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CHAPTER 5

METHODOLOGY

This dissertation is designed as a qualitative case study. Taking its frame of
reference from critical pedagogy, this case study follows critical research paradigm
which is based on the ontological premise that the material world is composed of
historically situated structures that influence the lives of individuals living in that
society (Hatch, 2002). Based on such an understanding, the first chapter of this
dissertation gave an outline of the study while the second chapter located it into its
historical, economical and political context. The third chapter provided a broad
theoretical framework for the interpretation of the study and the fourth chapter
presented teacher education models with relevant research studies. This chapter in
turn explains the design of the study, participants, data collection instruments as well

as the data analysis procedures.

5.1 Case Study

This dissertation seeks to get an in-depth understanding of the teacher roles in
a pre-service teacher education program from multiple perspectives (Miles &
Huberman, 1994). The qualitative nature of the study provides the researcher a
holistic overview of the context from the standpoints of students, teachers and
administrators (Miles & Huberman, 1994). Allowing the use of a theoretical lens to
begin a research study, qualitative research is a good fit for this critical study
conducted in a natural environment in close interaction with participants (Creswell,
2007). The strength of a case study comes from its focus on real people in real
situations enabling the readers to see a specific group of people in their own
complexity (Nunan & Bailey, 2009). Offering a detailed and rich description of the
situation under investigation, this case study shows the discrepancies or conflicts
between different viewpoints (Cohen, Manion & Morrison, 2007). The use of

classroom observations and interviews with student teachers, teacher educators,
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emeritus professors and program administrators provides a holistic perspective into
the foreign language teacher education program under investigation. Considering the
ability of the reader to relate to a case is more important than the generalisability of
the case study (Wellington, 2000), this study offers a thick description of the
program, so that readers can draw lessons from it for similar cases.

The case is defined as a "bounded system™ (Merriam, 2009). In this study,
the case of a foreign language teacher education program in Turkey is investigated.
As for the selection of the case, the basic motivation was intrinsic (Wellington,
2000). It was not because the program investigated was unique or special, but
because | had an interest in gaining a deeper understanding of the orientation of the
program | was teaching at, as | had had a very limited understanding of the program
at the time. 1 also thought the study would provide me with insights about some of
the problems | observed the program had. Besides, | believed conducting such a
study might help us detect the source of the problems we face and indicate the way
out. Finally, I thought the study could also inform similar programs in Turkey and

abroad.
5.2 The Role of the Researcher

“You can’t not have a position ...

Now there is no such thing as nonpolitical research.” (Agar, 1996, p. 29)

In critical educational research paradigm, knowledge is socially constructed
and is always political (Hatch, 2002). Values and philosophies are a part of the
research process, because knowledge is always filtered through the political stance of
the researcher (Hatch, 2002). Researchers cannot claim they are objective or
apolitical, as the researchers are not detached from the reality they are studying: the
standpoint of the investigators inevitably influences the social phenomenon they are
studying. The critical matter for researchers is to be reflexive being aware of their
own impact on the context and monitoring their own biases and responses (Agar,
1996). Bias is considered as negative for a research study. However, for some
qualitative researchers (e.g. Merriam, 2009; Savin-Baden & Howell Major, 2013), it

IS not possible to avoid or exclude it.
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To clarify my own positionality in this study, | am a novice teacher educator
and a young woman researcher. | was raised in a conservative middle-class family in
a small town. | was educated at public schools and worked as a teacher of English at
public schools for two years in my hometown. | majored in translation and
interpreting and chose to become a teacher of English partly because | could not get
by translating books and partly because | enjoyed teaching and | wanted to
communicate with real people. Having a hard time in the ideological atmosphere of
public schooling giving limited space to students and teachers to exercise their
autonomy, | took up a position at a public university in Turkey as a lecturer. Noticing
my limited knowledge base acquired through a certification program and self-study, |
followed an MA program in Teaching English as a Foreign Language at a private
university in Turkey. | was lucky the program did not ask public school lecturers to
pay tuition and got one-year of paid absence from my work. In the eighth year of my
teaching career, | changed my institution and started to teach at the pre-service
teacher education department | am currently working at. | enrolled in a PhD program
in English Language Teaching the same year. | have been teaching at the program for
five and a half years now (as of July 2015).

Before | decided to conduct this dissertation study, | was already interested in
critical theory, but had never explored the depths of it. The process of conducting
this study provided me with a chance to go beyond my limited understanding of
critical thought and allowed me to develop a more critical lens towards myself, my
students, the courses | teach and the world at large. My researcher self was not
always happy with my educator self, though, because | started to realize some of my
unconscious assumptions about the students and our educational purposes. The
transformation | underwent through the process of reading widely on critical
pedagogy as well as my interactions with the research participants might have had an
influence on the research. However, as Heigham and Croker (2009, p. 71) put it, "to
attempt to control for the teacher-researcher's influence would be to decontextualize
the case, and this is against the very nature of qualitative case study.” The
interactions with students and faculty during and after the interviews led us to take
some action to bring some immediate change to the department. After a conversation

about the peripheral condition of the department on the university campus, we
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formed a student group to organize some cultural, artistic and entertainment activities
for the students studying at the department.

As for the risks of being an insider, | cannot deny the risks it entailed. For one
thing, my conflicting roles as a researcher, as an instructor and as a PhD student
embodied some power issues. When | approached students for interviews, it was
inevitable that they saw me as an instructor rather than an independent researcher.
Some of them did not hesitate to reject participating in the study because of their
busy schedules or other reasons. Some of them also openly stated that they wanted to
participate in individual interviews, which might mean that they did not feel forced
to participate in the study. Yet, others looked happy to talk to me about their ideas on
the program and they appreciated being listened to. They openly told me that they
hoped these conversations would create a positive change in the program.

On the other hand, my position in the department both as a full-time
instructor and as a PhD student was also there in my relationship with the teacher
educators and program administrators. Because | was an insider, | did not have any
issues as to entry into the field. As | was a familiar face in the department, | was not
perceived as a threat by the teachers or the students and they openly shared their
ideas not hesitating to trust me. Moreover, as | was an insider, they shared their
concerns with me knowing that |1 would understand them. Yet, | could not avoid all
of the risks of being an insider. One important disadvantage was not knowing who |
was at times. Especially, during the classroom observations, | was not sure if | was a
researcher, a PhD student, or a teacher educator. At some moments of observing
classes, | felt like a student learning new material, even to the extent that | got too
involved in the content and | nearly forgot my purpose for being in that classroom.
When | noticed that, | tried to keep a distance with the content and myself and to
better focus on what was going on in the class. In order to find a healthy balance
between “going native” and “keeping distance,” I sometimes took one week off from
observing classes. During the week | was away from the field, | revised my notes and
tried to develop a distant look. Reading the narratives of fellow PhD students doing
doctorate in education (e.g. Benjamin, 2002; Johannesen-Brock, 2002), | saw that |
was not alone feeling like that. Despite some difficulties, | do not think my

familiarity with the context brought inattention as suggested in the literature (Denzin
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& Lincoln, 2000). This is because | worked with a critical theoretical lens, which
allowed me to see familiar, taken-for-granted concepts in a new light (Hatch, 2002).
Another risk as working as an insider of the program could have been
researcher's feeling under pressure to touch upon some possibly controversial issues
about the program. In fact, that is a worthwhile concern when the power issues
around my own vulnerable position as an instructor and a PhD student is considered.
Still, by acknowledging my own stance honestly and revealing my own positionality
in this research, | could report the findings without feeling under pressure. This
research study is not intended to pass along any judgments as to the character of the
program or to the people involved in it. It is meant to get a deeper understanding of
the teacher roles underscored in the program and to interpret the underlying
influences upon the daily reality experienced by the participants -including myself-
in order to discover the means to transform it. Therefore, | am not immune to any
conclusions drawn from the study, as | am one of the actors in the day to day running
of the program. As for the possibility that 1 might self-censor some of the findings
due to my own interests of presenting a more positive representation of the people
and teacher roles in the program, | should say it would be a clear violation of
research ethics and it would be against the very idea of carrying out critical research.
When it comes to the risk of reading the program from my own stereotypical ideas
about the program, | should say that it does not seem to be a great risk because | had
had a limited understanding of the FLE undergraduate program before | started
conducting this study. | was teaching only first year language proficiency courses at
the time and I did not know much about the language teaching courses offered in
higher years of study. Besides, | was not educated as a language teacher myself and |
did not have any idea about a language teaching undergraduate program. The first
year courses | taught provided me with only a vague idea as to the program. With the
data collection process, | started to develop a deeper understanding of the
undergraduate program or the people involved in it. In some occasions, it took me
quite a long time to interpret what students meant to say during the interviews.
During the interviews, there were times | learnt some major or minor issues about the
program | had never heard before. Some reports of students about the transformative

moments in the program or on campus were unexpected for me. Thus, | can say that |
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gained a deeper understanding of the program during the process of conducting this
study. My knowledge of the undergraduate program was restricted when | began

collecting data.
5.3 Participants

Undergraduate students enrolled in the pre-service Foreign Language
Education program at a public university in central Turkey between September 2012
and June 2014 make up the participants in this study together with their professors
and program administrators. It would not be possible to conduct this study without
their agreement in having me as an observer in their classes or their participation in
focus group or individual interviews. Both the faculty and the students were generous
in admitting me into their classes for more than half of the semester and allocating
time and energy to take part in long interviews. Each group of participants will be

described in more detail below.
5.3.1 Students

In this study, sophomore, junior and senior year students studying at the pre-
service foreign language teacher education program in academic years 2012-2013
and 2013-2014 took part, as they were the ones sitting in the classes that were
observed for this study. 275 students in total attended the courses | observed. Partly
because no freshman year courses were observed and partly because freshman
students have a limited perspective as to the program itself, they were not included in
the study. A total of 43 students (21 senior, 16 junior and 6 sophomore students)
participated in interviews. 40 students took part in the focus group interviews while 3
students were interviewed individually upon their request. As the majority of the
students in the program are female, so were they in the study: 32 female students and
11 male students attended the interviews. Among the interview participants, one
student was an international student. The rest were citizens of Turkey coming from
Anatolian Teacher Training schools with extra points in the university entrance
exams.

In the selection of student participants to be interviewed, purposive sampling,
which allows researchers to select participants that can best inform the research

study, was used in order to reach a complete understanding of the program (Lincoln
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& Guba, 1985). Maximum variation sampling, which includes determining a
criterion to differentiate participants, was used in the selection of students so that as
much information as possible is attained (Lincoln & Guba, 1985). Students were
categorized according to their academic success. A relatively fair distribution of
students from different achievement levels was reached. When the GPA scores of all
students were rank ordered, it was seen that a great majority of students at the
department were honor students. Therefore, students scoring higher than 3.25 were
considered to be high-achievers, those scoring between 2.75 and 3.25 were
considered to be medium-achievers and those scoring below 2.75 were taken as low-
achievers. However, because the number of low-achievers was quite low in each
grade, low-achievers are quite few in the sample. Freshmen students were not
included in the study because they do not take any methodology courses in their first
year of study. Because senior students had a more comprehensive look into the
program, the largest number of students interviewed was senior students followed by
junior students. As sophomore students who just start to take teaching methodology
courses have a limited perspective as to the program, only a few sophomore students
were included in the study. As the number of participants cannot be predetermined in
purposive sampling (Lincoln & Guba, 1985), the student interviews were terminated
when the researcher stopped receiving any new information. Table 3 below shows
the distribution of student participants according to their year of study and

achievement level:

Table 3 The Distribution of Student Interview Participants

Theslj((eja;r o High-Achiever Xfﬁg:r Low-Achiever Total
Senior 10 7 4 21
Junior 10 5 1 16

Sophomore 5 1 - 6
Total 25 13 5 43

As for the socioeconomic status of students, the study did not include any such
questions. However, it is my impression that students studying at the program
generally come from middle-class or working-class families around Turkey. As they

study away from their families, most of them stay at dormitories on the campus.
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Although they do not pay tuition fees, a large proportion of them have to tutor
students or get scholarships to be able to get by as they are university students living
on the limited allowances their families are able to send. Compensating for the lack
of enough support by their families (either in the shape of private tutoring, extra
resources, etc.) with the extra points granted to students at Anatolian high schools, it
seems to be no surprise that students have relatively similar socio-economic
backgrounds. Given the fact that the profession of teaching is deemed to be a good fit
for women whose main function is to nurture kids and make home in Turkey, it is
also expected that a majority of the students are women.

These observations as to the background of participant students are also
confirmed by a large scale research study on students entering 65 faculties of
education in Turkey (Aksu, Demir, Daloglu, Yildirim & Kiraz, 2010). Of the 18,226
students who responded to the survey developed by the research team 60, 5 % were
female. The age of a majority of participants ranged from 19 to 21. About half of the
mothers and one third of fathers of entering students had only received 5-year
elementary education. 82 % of mothers were housewives while 31 % of fathers were
retired, 21 % of them were civil servants, and 18 % of them were self-employed.
Based on their comprehensive survey which also inquired the values and educational
beliefs of entering students, Aksu et al. (2010) found out that a limited number of
entering students had democratic values and suggested that pre-service teacher
education curriculum equip students with a democratic culture and involve them in
the decision-making processes. Considering the family backgrounds and the values
entering students had, Aksu et al. (2010) concluded that the majority of students
entering faculties of education had limited cultural capital coming from families with
low levels of education, which is in line with earlier research studies conducted in
Turkey and abroad.

Though each generalization about student profiles would be limited, it is not
possible to give detailed biographical information given the large number of
participating students (of 43 students) in this study. Therefore, this study will only
provide information about their gender, years of study, academic achievement and
career aims in the Table 4 below. When quotations from student interviews are
given, brief information about their career aims are given in the chapter of interview
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analysis (Chapter 7). To refer to students, a combination of the initial of the word
"student” with a number is used (e.g. S1, S2, etc.), so that the reader could follow
each students' viewpoints throughout the text. In spite of the fact that assigning
participants numbers and codes might be depersonalizing, there was no other way
round which both ensured their anonymity and individuality. Considering different
associations student names could evoke, assigning participants names was not

regarded as a viable option.

Table 4 The List of Student Participants

Student Inéerz\ﬂ;w Theslﬁjayr @ Achli_egveer}went Gender Aim
S1 Focus G1 Sophomore High Female Scholar
S2 Focus G2 Sophomore High Female University instructor
S3 Individual 1 Junior Medium Female University instructor
S4 Focus G3 Junior High Male Public school teacher
S5 Focus G3 Junior Medium Male Scholar
S6 Focus G4 Junior High Female Scholar
S7 Focus G5 Junior High Male Scholar
S8 Focus G5 Junior Medium Female | Private school teacher
S9 Focus G6 Senior Medium Female A different career
S10 Focus G5 Junior High Female Public school teacher
S11 Individual 2 Senior Low Female Public school teacher
S12 Focus G1 Sophomore High Female University instructor
S13 Focus G1 Sophomore High Male Scholar
S14 Focus G7 Senior Low Male Scholar
S15 Focus G7 Junior Medium Female | Private school teacher
S16 Focus G7 Senior High Female Scholar
S17 Focus G7 Junior High Female Public school teacher
S18 Focus G8 Senior Low Female Public school teacher
S19 Focus G9 Senior High Female | Private school teacher
S20 Focus G9 Senior Medium Female | Private school teacher
S21 Focus G6 Junior Low Male No clear aim
S22 Focus G6 Senior Low Male Public school teacher
S23 Focus G7 Senior Medium Female Scholar
S24 Focus G6 Senior High Female | Private school teacher
S25 Focus G6 Senior Medium Male Private school teacher
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Table 4 (continued)

Student Inct;erz\iji;w Theslﬁjz;r @ Achtag/:eTent Gender Aim

S26 Focus G2 Sophomore High Female University instructor
S27 Focus G3 Junior High Female University instructor
528 Focus G4 Junior High Male University instructor
S29 Focus G2 Sophomore Medium Female University instructor
S30 Focus G4 Junior High Female University instructor
S31 Focus G9 Senior High Female University instructor
S32 Focus G8 Senior High Female University instructor
S33 Focus G8 Senior High Female University instructor
S34 Focus G8 Senior Medium Female Public school teacher
S35 Focus G9 Senior High Female University instructor
S36 Focus G10 Senior Medium Female | Private school teacher
S37 Focus G9 Junior High Female University instructor
S38 Individual 3 Senior High Female A different career
S39 Focus G10 Senior Medium Female | Private school teacher
S40 Focus G3 Junior High Female University instructor
S41 Focus G4 Junior -interntnl Medium Female Private school teacher
S42 Focus G10 Senior High Male Public school teacher
S43 Focus G6 Senior High Male Scholar

5.3.2 Teacher Educators

Seven full-time and one part-time faculty who were observed in methodology
and practicum courses were interviewed for the study. One teacher educator was so
kind as to welcome me in two different courses of hers in the same semester. Among
the eight teacher educators whose classes were observed one was an associate
professor, two were assistant professors and the rest were instructors with PhDs.
They were all women. Their years of service in the department ranged between 2 to
20. Five of them received their PhD degrees from the US or the UK universities
while three of them had their PhDs in Turkey. Six of them had majored in English
Language Teaching in their BA degrees while two of the faculty had other language
related majors.

As for the purposes of keeping the anonymity of participants, they were
randomly given a letter from A to G. To indicate their position as teacher educators,
the initials of "teacher educator” were also added to the beginning of the letter as
follows: TEA, TEB, etc. To give the reader a richer understanding of the participants
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whose classes were observed, each teacher educator will be introduced below.
However, no specific information such as the names of the courses they offered, their
title, year of service, etc. will be provided to keep their identities confidential. The
descriptions of teacher educators are a synthesis of the information provided by the
participants during the interviews and the field notes taken during the classroom
observations.

TEA is a very experienced teacher and teacher educator. She worked as a
teacher at two different institutions at the tertiary level for years. She describes
herself as a very sociable person who has a passion for learning languages. She
thinks learning is infinite and she makes use of every opportunity to improve herself
personally and professionally. She attends conferences, workshops, seminars very
often. She attended two different training seminars to become a trainer herself. One
lasted two weeks while the other took one year. But a teacher education course she
took when she was a PhD student had the major influence on her perspective as a
teacher educator. She often gives English language, methodology and practicum
courses. | observed her in a teaching practice course. She mainly used dialogue to
interact with the students about their experiences at school and their observations.
She also asked students to discuss some issues in pairs and in groups. She frequently
gave them some situational descriptions and led a discussion on how to deal with
those issues. She also invited guest speakers to class to introduce students to different
professionals and a variety of ideas.

TEB is a dedicated teacher and a teacher-educator. But when asked, she says
that she sees herself more like a teacher than a teacher educator, because she thinks
you are still teaching when you are teaching teachers. She has teaching experience at
elementary and tertiary level. She followed the COTE (Certificate for Overseas
Teachers of English) program as part of an in-service teacher training program at the
beginning of her career. She also attended a two-week seminar called "Training the
Trainer," which inspired her as a professional. She teaches methodology and practice
teaching courses almost every semester. | observed her in two different courses. Her
lessons were always very well structured and integrated with a great deal of tasks.
Students were following her very carefully and were always on task. She somehow

managed to engage the whole class in the lesson. In both courses, she used group
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work activities very well. In her methodology course, after a brief lecture, she
immediately went on to a hands-on task. Towards the end of the lesson, she often
asked students to write an in-class reflection task individually or as a group. It was
clear that students learnt the content very well during the lesson. In her teaching
practice course, she focused on a different topic each week from classroom
management to teaching dialogues. For students to exchange their school
experiences, she grouped them and gave them prompts to discuss. After group work,
she ran a whole-class discussion.

TEC is an academic who says she adopts a different identity depending on the
course she offers. When she teaches English courses, she feels more like a language
teacher. While teaching practicum courses, she becomes a teacher educator. She likes
teaching these courses as she finds the problem-solving and relationship maintenance
processes very dynamic. At the time of the interview, she was feeling more like a
researcher-educator as she was giving graduate courses. She has been in the
department for a long time now, so it is natural that she goes back and forth between
different identities when she offers a wide range of courses. She has teaching
experience abroad at the tertiary level. She thinks she had a better interaction with
her students when she began teaching. She did not find it difficult to understand her
students as their ages were close to her. But nowadays she feels tired and a bit burnt-
out to have a deeper interaction with the students. She says everything is good on the
surface level with the students. But on a personal level, she does not have a
motivation to go further than that. For her, it might be because of this group of
students "who have no interest or curiosity to improve themselves." She thinks she is
not as lively as she was at the beginning of her career. Yet, when | observed her in
her methodology class, | saw a very energetic teacher educator who has a good sense
of humor. | frequently laughed at her jokes during the classes. She was always very
well prepared and well-organized. Due to the content of the course, she had to give
long lectures. But even while doing that, she was always in interaction with students.
She tried to benefit from their experiences of learning foreign languages and built her
lectures on students' own experiences. She also benefited from multilingual students

in the class in the demonstrations of different methods.
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TED is an experienced teacher educator who likes teaching and researching.
She definitely sees herself as a teacher educator rather than a teacher. She worked as
a teacher for four years at a private university, which she thinks is a great advantage
for her as a teacher educator. Thanks to her previous experience as a teacher, she
says, she is able to understand what would work in real life context and thus she is
able to make suggestions to student teachers. She completed the COTE program as
part of an in-service training and she also attended a two-week "Training the Trainer"
seminar. She believes she learnt how to teach during the COTE program, because her
knowledge as to practice was very limited when she graduated from the pre-service
teacher education program. Back then, she notes, there were not many practice
oriented courses in the undergraduate program. It was all lecture-based. To prevent
students facing such a problem, she prefers to focus on practice in her methodology
courses and just gives a few guiding principles, as, she says, theory is already
covered in foundation courses in the second year of the program. When | observed
her in her methodology course, | actually observed that it was really based on micro-
teachings. The teacher educator lectured on the basics of how to teach a certain skill
for one week and led a discussion on that skill based on students' previous
experiences. The following week she demonstrated how to teach that skill through
hands-on activities for various stages. The week after that students started doing their
demos in pairs. After student demos, there was a long feedback session in which both
the students and the teacher educator talked about the strengths and weaknesses of
the lesson. Student demos went on four weeks and then the teacher educator
introduced another skill.

TEE is a veteran teacher educator. She considers herself more of a teacher than
a scholar. For her, the most important part of teaching is not to discourage students,
but to encourage them to change their behaviors and their worldviews. She thinks
that leading them to question themselves is more important than the content. In her
opinion, a good teacher is a good guide or a counselor or even a therapist. She states
that teaching is usually considered to be a one man show, but actually teachers
should be listening to their students in the real sense of the word. She usually gives
English language courses and methodology courses in the department. | observed her

in a methodology course, in which she displayed her friendly and flexible attitude
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towards students. In her classes, students were always seated in a U-shape and she
was at the center of the class lecturing or leading a discussion on the course content.
Even when she lectured, she related it to students' lives. When she felt students were
bored or sleepy in the early morning, she showed them a relevant video on the topic.
When students were on stage for a micro-teaching, she sat among students. When the
students finished, she approached them gently asking their own opinions first. Before
she told her own opinions, she always asked students further questions to encourage
them to reflect on the strengths and weaknesses of a lesson. While giving feedback,
she referred to some of the essential concepts of teaching English or classroom
management.

TEF is a very experienced teacher and a novice teacher educator offering a
different methodology course almost each semester. She became a teacher of English
because she likes learning languages. She worked as a teacher for years at a private
high school. She also taught elementary and secondary level students and assumed
administrative responsibilities. She says she learnt a lot about teaching when she
started to work at the high school level working with great professionals. After a long
time teaching at a private school, she started to work at the tertiary level. When she
thinks about her own professional identity, she thinks her teaching self comes before
her academic and researcher persona. She thinks a teacher should always be well
prepared. She feels she has to make sure students leave the classroom having added
something to their knowledge base. She works hard and asks students to work hard
by assigning a great deal of homework. She says she spends hours giving feedback to
each and every assignment so that she can help them achieve something they would
not be able to do on their own. When | observed her in a methodology course, she
was always in class earlier than students preparing materials and organizing the seats.
She designed her lessons on a variety of tasks which allowed students to get engaged
with the material. She did not lecture much, but led students to discover the content
by working on tasks. It was almost impossible not to learn the course content in her
lessons. She used a great deal of pair work and group work and she closely
monitored the students.

TEG is a scholar who has a wide range of interests. She assumed the role of a

teacher educator only recently. Before she started to work at the academia, she spent
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long years working in diverse fields related to language. She also directed a distance
learning course and tutored students for some time. The main motivation in her
decision to take up a position at university after being away for a long time was a few
professors she admired. She wanted to become a scholar like them. For her, students
are of utmost importance so much so that she thinks it is the very reason that brings
her to the academia as she thinks one can conduct research away from the university
as well. When she started to work in the foreign language education department in
Turkey immediately after returning from abroad, she had a nasty culture shock,
though. It took her a long time before she got used to the student profile as well as
the institutional culture at the university. As many things had changed in Turkey
while she was abroad, she could not come to grips with the new face of Turkey until
the Gezi Park events broke. Still, she says she feels desperate when she sees her
students with no hopes as to their futures and with little confidence. Therefore, she
feels the need to talk about the importance of having an agency and believing in
oneself to create a change in the society. | observed her in a theory-based
methodology course. Even in the first class, she talked about "being the change you
wanted to see in the world" and speaking out to express one's own wishes. Due to the
theoretical nature of the class, she had to lecture, but she frequently asserted that she
was not happy with the lecture-based course she was giving. She tried to integrate
hands-on tasks, videos, experiments etc. into the classes. However, as she was falling
behind the program, she had to rush at times feeling forced to lecture. Still, she
designed assignments which could allow students to bring forth their creativity while
internalizing the content.

TEH is an academic who offers English language, methodology and applied
linguistics courses. She worked as a teacher in various contexts including public
schools in Turkey before she started to work as a teacher educator. She thinks theory
and practice should go hand in hand in teaching methodology courses, as students
need to be informed by theory and recent research in making decisions while
teaching a language. She asserts that student teachers need to be aware of educational
psychology, as well. In her methodology classes, | observed the importance she
attached to theoretical framework in association with research studies to construct a

sound understanding of what learning a foreign language entails, especially the
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mental processing of a language in learners' minds. She lectured the course content in
close interaction with the students giving/showing examples and asking questions.
She also referred to the implications of theory for practice in teaching a language.
She showed activities for classroom use after the theory is over. She also asked

students to teach mini lessons.
5.3.3 Emeritus Professors

Four emeritus professors who have been teaching at the department since the
day it was founded in 1982 were also interviewed for their views on the historical
development and current situation of the program. Three of them had administrative
positions in the department. As for the emeritus professors, the acronym EP is used
in the text, e.g. EPA, EPB, etc. As their courses were not observed, only limited
information will be provided on them to give the reader some background
knowledge.

EPA is the first chair of the department of Foreign Language Education. She
became the head of department, as she was the only associate professor of the
Language, Literature and Linguistics Section of the Department of Humanities at the
time. She is a professor of literature. When she first started teaching in 1960s, she
gave English courses at the university. After she gained her PhD, she started to offer
elective literature courses at the department of Humanities. She worked as the chair
of department for seven years. Having retired a long time ago, she gives graduate
courses of literature in the department.

EPB is an emeritus professor of applied linguistics. He was an instructor of
English offering English courses at the department of Humanities before the Foreign
Language Education department was established. After the program was established,
he offered a variety of courses among which were language proficiency courses
almost every semester, since he believed that foreign language teacher educators
should not stop teaching languages themselves. Retired a short while ago, he offers
undergraduate and graduate courses at the department for the time being.

EPC is an emerita professor of English literature. Before the department of
Foreign Language Education was founded, she worked at the Department of

Humanities as an instructor. She remembers how excited they were when the
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department was founded to have their own students. Sometime after the onset of the
department of Foreign Language Education, she worked as the department chair for
two years. Retired a long time ago, she continued to teach undergraduate courses of
literature some more time. She teaches graduate level literature courses for the
moment.

EPD is an emerita professor of English literature who got retired a few years
ago. She used to work in the department of Humanities as an assistant professor
before the department of Foreign Language Education. She still remembers those
days when they taught literature to engineering students with joy, as both the
students and teachers were learning together. She was also happy when the new
department of Foreign Language Education was established. But the pressure on
literature courses in the subsequent years from the CoHE and her colleagues made
her upset. In the department, she worked as an assistant chair for some time. She

gives graduate level literature courses for the moment.
5.3.4 Program Faculty with Administrative Roles

To get an administrative perspective into the program, the department chair,
vice chairs and the dean of faculty, who is a professor at the department of Foreign
Language Education, were interviewed in June and September 2014. At the time
when the interviews were conducted, both the dean and the chair were in office for
about a year and a half while the vice chairs had been appointed to office
approximately six months earlier. As the classes of vice chairs were observed, they
have already been introduced above. Therefore, in this section brief information
about the dean and the chair of department will be provided. For the sake of
anonymity, they have also been given acronyms in this study such as PAL, PA2, etc.
When vice-chairs' are quoted on administrative issues, they will also be referred to as
PA in the text.

The PAL is a professor of English Language and Literature offering literature
courses in the department for a long time now. Before she had her teaching position
at the department, she worked as an English teacher at the tertiary level in two
different institutions. She participated in the COTE program as part of in-service

teacher training at the beginning of her career when she says "I had a metamorphosis
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in terms of teaching skills." She believes that teacher candidates need a sound basis
of methodology so that they are able to teach well. But to educate such teachers, she
maintains, "we have to be humble to practice what we theorize as teacher educators."
For her, teacher educators need to be willing to spend hours on giving feedback to
their students and should not neglect the performative side of teaching.

The PA2 is a professor of English language teaching who specialized in
teacher education. She has been working as an administrator at different positions for
more than a decade now. She has no experience of teaching at schools of different
levels, which she considers a weakness in her career though she tutored many
students and worked at language schools for short periods of time. For her, a teacher
educator needs to know what happens in reality at schools. Therefore, she tried to
bridge that gap by teaching practice teaching courses for many years through which
she had a chance to get in touch with teachers and schools. As she has an
administrative position now, she considers herself detached a bit from academic life,
which she thinks is a pity. Yet, she hopes to be able to teach in the coming semesters

if she is able to open some space for a course in her busy schedule.
5.4 Method of Data Collection

Methodological triangulation allows a researcher to collect data from multiple
sources to strengthen the trustworthiness of the study (Wellington, 2000). For the
sake of triangulation, different data collection methods were used in this dissertation:
Official and archival documents were reviewed, classroom observations were
conducted in methodology and practicum courses and students, teacher educators,
emeritus professors, and program administrators were interviewed. A visual

representation of data collection methods can be seen in the table below:
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fDocument Review

= Official documents
= Official webpages
sArchival records

( In-depth interviews ) f Classroom observation

=Students =Methodology courses
=Teacher educators =Practicum courses
=Emeritus professors

=*Program administrators

Figure 1 Data Collection Methods Used in the Study

As the classroom observation period took two academic years between

September 2012 and June 2014, not all data were collected at the same time. The

following chart demonstrates the timeline of data collection excluding the period of

document collection, as it did not follow a certain schedule. The course codes used in

the table refer to the categorization of courses under Foundational Methodology
Courses (FMC), Specialized Methodology Courses (SMC) and School-based

Practicum Courses (SPC) (for more information, see Chapter 8).

Semester 1 Semester 2 Semester 3
Fall 2012-2013 Spring 2012-2013 Fall 2013-2014
— — ——
Classro?m Classroom Classroom
— observations - observations - observation
FMC1, FMC3,
SMC1, SPC1 FMC2,5MC2, SPC2 sSMC3
— — —
Teacher educator Teacher educator Student intervi
interviews interviews u(lgnst'l:'dz:;':ws
{3 teacher (3 teacher Se tember20i3)
educators) educators) P
—

Studentinterviews
— {30 students,
June 2013)

Figure 2 Timeline of Data Collection
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5.4.1 Document Review

Seeking to explore the type of teachers educated in a pre-service teacher
educator program, this study tries to unearth the type of teacher roles communicated
by official documents as well as the type of teacher educated in reality. In order to
investigate the teacher roles targeted, this study explored the CoHE documents, the
MoNE documents, program descriptions (aims and objectives, philosophy, mission
and vision, etc.), course catalogs and official webpages. Considering that official
documents and archival records may offer rich sources of information about program
goals, all available documents have been collected and organized into separate
folders for ease of analysis.

5.4.2 Classroom Observation

Observation as a data collection strategy allows researchers to make sense of
the context from the perspectives of the participants and to get a better grasp of the
norms and expectations in a setting (Hatch, 2002). It provides researchers real life
data from the natural situations and enables researchers to see what really takes place
in the classroom. In this way, researchers can compare what participants say and do
and realize some taken for granted points participants may never remember to
comment on (Bogdan & Biklen, 2007). To get an in-depth understanding of the
English Language Teaching related courses offered in the program in terms of the
teacher roles underscored in those courses, long-term observations of the ELT
methodology courses and the school-based practicum courses were made.

The pre-service language teacher education program this study investigates has
six course components: language courses, literature courses, linguistics courses,
general education courses, ELT methodology courses, and school-based practicum
courses. This study, however, concentrates only on two components of the program
in the classroom observations due to time restrictions even though all components of
the program complement each other (Salli-Copur, 2008). Table 5 below lists the

courses under each component in the program.
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Table 5 The List of Courses Under Each Component of the FLE Program

Methodology Courses School-Based Practicum Courses

¢ Instructional Principles and Methods e School Experience
e Approaches to ELT e Practice Teaching
e ELT Methodology |

e ELT Methodology Il

e Teaching English to Young Learners
Teaching Language Skills

e Materials Adaptation and Development
o English Language Testing & Evaluation
General Education Courses Literature Courses

Introduction to Literature
English Literature |
English Literature 11
Drama Analysis

Novel Analysis

¢ Introduction to Education

e Educational Psychology

¢ Instructional Technology & Materials
Development

e Classroom Management

e Community Service

e Turkish Education System and School

Management

e Guidance

Language Courses Linguistics Courses
Contextual Grammar | Linguistics |
Contextual Grammar Il Linguistics 11

Advanced Reading and Writing |
Advanced Reading and Writing 11
Listening and Pronunciation

Oral Communication Skills

Oral Expression and Public Speaking
Advanced Writing and Research
Translation

Second Foreign Language |

Second Foreign Language Il

Second Foreign Language 111

Contrastive Turkish-English
Language Acquisition
The English Lexicon

As Cohen et al. (2007) state, observations permit the researcher to collect data
on the physical setting, the human setting (characteristics of the people), the
interactional setting (type of interactions taking place) and the program setting
(resources, teaching styles and curriculum). Although each of these settings is
indispensable, the main focus was on the program setting, especially the teacher
educators’ utterances and the content they were delivering. Considering the fact that
this study explores the teacher roles a pre-service teacher education program
encourages, the program setting was given priority during the observations.

However, the interaction between the teacher educator and students, the arrangement
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of the physical setting and the characteristics of the people were also crucial, as they
were indicative of the type of teacher roles teacher educators assumed themselves.

Researchers’ degree of participation in the daily activities of the group moves
along a continuum from the complete observer to complete participant (Cohen et al.,
2007). As Hatch (2002, p. 73) notes, "The level of involvement does not have to be
either nonparticipation or complete participation.” Passive, moderate or active levels
of participation could be selected based on the researchers' aims (Hatch, 2002).
While too much participation may lead the researchers to lose sight of their research,
no participation may hinder researchers from developing an insider’s perspective.
Therefore, there needs to be a balance. As | was an insider in the program, | did not
have a chance to be a full participant as | was well known in many of the classes |
observed as an instructor. On the other hand, | was introduced as a researcher in each
class and took the written consent of students. Therefore, | mostly acted as an
observer usually sitting at the back of the classroom and taking notes. But I didn’t
stay detached from the classroom events, either. At times, | was asked to participate
by the teacher educators or consulted by the students during group activities. As |
participated in the classes only when | was asked to do so, my involvement in the
research setting could be described as moderate.

As planned, a total of nine courses (seven methodology courses and two
practicum courses) were observed. For a methodology course | have been teaching
for two years (namely, 324 Teaching Language Skills), | depended on my own self-
reflections rather than observing a colleague. The observation periods ranged
between seven to ten weeks depending on the situation. As | had limited time and
energy because of teaching and researching at the same time, | had to stop observing
when a point of redundancy was reached (Lincoln & Guba, 1985). When classroom
events started to repeat themselves and the field notes got shorter, | decided to
complete the observations. Considering the semester usually lasts sixteen weeks,
seven to ten weeks of observation provided a satisfactory understanding of the
courses observed. However, if there were no time constraints, it could have been
better to go beneath the repetitive cycle to see what was under the surface, as Hatch
(2002) suggested. The time | spent for the observation of each course is presented in

the table below:
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Table 6 Duration of Classroom Observations

Fall Semester Courses Duration & Spring Semester Duration &
Time Courses Time
Approaches to ELT 10 weeks ELT Methodology | 7 weeks
2012-2013 2012-2013
ELT Methodology Il 10 weeks Instructional Principles and 7 weeks
2012-2013 Methods 2013-2014
Materials Adaptation and 9 weeks Teaching English to Young 7 weeks
Development 2012-2013 Learners 2012-2013
English Language Testing 7 weeks Practice Teaching 7 weeks
& Evaluation 2013-2014 2012-2013
School Experience 7 weeks *Teaching Language Skills *Self-
2012-2013 observation

Depending on the aims of researchers in observation, types of observation they
carry out differ. For this case study, it is not possible to define categories before
collecting data, as it is not easy to describe manifestations of teacher roles being
encouraged in the classroom just by speculation without focusing on the classroom
reality. Even if descriptions of teacher roles are clear, how they are suggested in
practice in a program is not evident. Therefore, observations conducted in this study
were unstructured relying heavily on detailed field notes.

Field notes are “the written account of what the researcher hears, sees,
experiences, and thinks in the course of collecting and reflecting on the data in a
qualitative study” (Bogdan & Biklen, 2007, pp. 118-119). The success of the
observation is dependent on the quality of the field notes. If they are detailed and
extensive enough, it will help researchers make a “thick description.” Whether you
are audio-recording the lessons you are observing or not, field notes are crucial
revealing what a tape-recorder cannot capture like the tension in the air, smells,
impressions, etc. (Bogdan & Biklen, 2007). In the field notes, researchers write about
the people, events, objects, activities and conversations. However, as large quantities
of raw data compile in a short time, it is suggested that researchers organize their
notes well (Bogdan & Biklen, 2007). All handwritten notes should be typed on a
computer and stored in an organized way right away when the memory of the
observation is still fresh (Cohen et al., 2007). However, writing up field notes takes
almost as much time as the actual lesson if the notes are very detailed. (Agar, 1996).
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Despite being a time-consuming job, typing and writing out the field notes help
researchers to reflect on the data more deeply (Bogdan & Biklen, 2007).

From the beginning of observations, | started to keep detailed notes
describing the atmosphere, teacher behaviors, student reactions, and most
importantly the content of the lesson. | filled six notebooks with my handwritten
notes in total. | tried to write down all activities going on in the class shortly. During
the write-up process, | completed the missing parts from memory. While typing the
field notes, | corrected the grammar and vocabulary mistakes of my notes and
produced accurate language describing the lessons (for a sample collection of written
up field notes, see Appendix B). During the breaks or while students were working
on a task, I found time to write my own reflections about the lesson. Writing up the
field notes also provided me with a detached look into the lesson and | was able to

reflect deeply on the lesson.
5.4.3 Interviews

To get an in-depth understanding of the viewpoints of participants, semi-
structured interviews were used in this research study, as they enable crucial
questions to be asked while providing room for interviewees to raise other issues of
concern to them (Heigham & Croker, 2009). Participants were asked questions about
their views on the pre-service language teacher education program they are enrolled
in/teaching at, the ideal teacher they have in mind, the teacher type educated at the
FLE program, etc. (for a sample of interview questions, see Appendix C). Interview
questions were refined by taking two expert views.

As the atmosphere of dialogue and sharing stimulate ideas in a group
gathering, focus-group interviews enable researchers to go deeper into the common
concerns or conflicts among participants. It also permits reaching a maximum
number of participants in a short time (Creswell, 2007). To create an atmosphere of
dialogue, 10 focus group interviews were conducted in this study. There were
approximately 3 to 5 students in each group which were invited according to their
differing achievement levels so that each group is heterogeneous. 43 students took
part in the interviews from 60 students invited (participation rate 71 %). As some

students did not show up on the interview day although they had promised to join,
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heterogeneity was not achieved in most groups. Students who already knew each
other were grouped in the same cohort so that they would feel at ease in sharing their
ideas. The interviews took place in a naturalistic atmosphere with tea and cookies
and genuine dialogue atmosphere was created among students and the interviewer.
In addition to focus group interviews, personal interviews were conducted
with students, faculty and program administrators. Three students were interviewed
individually, as they either said they would feel more comfortable expressing their
views when they were alone with the interviewer or they were not able to attend the
focus-group meetings due to their busy schedules. Individual interviews usually took
about half an hour while the focus-group interviews lasted approximately one hour.
Most of the student interviews were conducted in May and June 2013 as planned.
However, as some students did not find the energy, morale or time to attend
interviews after the Gezi Park events broke out in June 2013, a few focus group
interviews had to be cancelled. Some of them were rescheduled in September 2013.
Besides, individual interviews were conducted with all teacher educators
whose courses were observed. Three administrators of the FLE program were also
interviewed to get their perspectives about the teacher roles fostered in the
undergraduate program. These interviews also took place in a genuine atmosphere of
conversation with tea and cookies. The distribution of all interview participants is

displayed in the table below:

Table 7 The Distribution of Interview Participants

Participants Number
Students 43
Teacher-educators 8
Emeritus professors
Program faculty with administrative roles 2
Total 57

To make sure the interviews would flow like a daily conversation, |
deliberately conducted interviews in Turkish, the mother-tongue of almost all

participants except two who had native-like Turkish. But there was a great deal of
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code-mixing and code-switching in all interviews. The vignettes taken from
interviews were all translated into English by me unless they were uttered in English
by the speakers themselves (the parts uttered in English are underlined in the
quotations in data analysis). All interviews were audio-recorded with the permission
of the interviewees so that a complete transcript of the interviews could be held. The
transcription of teacher and administrator interviews was made by myself as
transcribing research data enables the researcher to engage with the material deeply
(Hesse-Biber & Leavy, 2006). However, as there was too much recording (about 29
hours in total) to be transcribed, I had most of the audio-recordings of student
interviews transcribed (for a sample transcript of focus-group interviews, see
Appendix D).

5.5 Data Analysis

The qualitative nature of this dissertation study requires careful management
of data (Miles & Huberman, 1994). Program documents were collected and filed
according to the institutions they belonged to. Course documents and materials were
collected and filed separately. Field notes were written up in a chronological order
and filed. Interviews were transcribed and organized according to participant profile.

Data collection and analysis procedures complement each other in qualitative
studies. For Merriam (2009), "Analysis begins with the first interview, the first
observation, the first document read ... It is an interactive process throughout that
allows the investigator to produce believable and trustworthy findings"” (p. 151). The
data collection and analysis stages went hand in hand in this study, as well.
Throughout the data collection process, | studied the data | gathered roughly before
collecting further data. In this process, | highlighted the points which looked
significant for the teacher roles investigated in this study as well as the mission of the
program. | also wrote down my reflections in memos (Bogdan & Biklen, 2007).
When data collection process came to an end, | had already "immersed myself in
data" (Wellington, 2000). Still, for the sake of following a systematic order, the
staging suggested by Wellington (2000) for qualitative data analysis was used.
Wellington (2000) described qualitative data analysis procedure as "messy and

complicated" and suggested a cyclical process of analyzing: "To put it crudely, it
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involves taking all the data in, digesting them, taking them apart, then putting them

together again and sometimes returning to collecting more” (pp. 134-135). A graphic

representation of Wellington's (2000) stages can be seen below:

Reflecting,
standing back

Reflecting back,
returning for
more data

Relating to other Analysing

work
Synthesizing

Figure 3 General Stages of Data Analysis (Wellington, 2000)

Data

Wellington's staging (2000) of data analysis starts with immersion in which
the researcher reads and rereads the data taking notes and underlining. In the stage
of reflection, the investigator stands back and looks at the data from a distance. In the
third stage, analysis, different components of the data are separated into chunks and
each category is named. New units of data are also added to make new categories. In
the synthesis stage, the classical method of constant comparison is used. Similar
categories are merged; some large categories are broken into two different
categories. Contrasts and paradoxes are found. Then the categories are constantly
refined and checked if the categories cover all data and whether different categories
overlap. Then data is compared with similar data in the literature. At times it is
necessary to go back to reflecting on the data for the missing parts.

Following Wellington's staging, when the interview data set was ready for
close inspection, | started reading the interview transcripts and categorizing
responses either according to interview questions or frequently emerging themes.
Once | finished reading and underlining the parts referring to teacher roles or
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program aims, | generated overall categories. Thereafter, | reread all interview
transcripts and checked if there were any parts that went unnoticed according to the
emerging categories (immersion). In the second reading, some other categories
emerged. Then | stood back and reflected on the categories (reflection). | saw that
some categories were similar and | combined them. Then the first draft of the
category system came out (analysis). After that | prepared an electronic chart in an
office program (see Appendix E). In the chart, the main categories were listed. For
each category, | wrote the code of each student who made a remark about that
category. When the log of student remarks was made, the scope of each category
appeared clearly. It should be noted that categories are abstractions made by the
researcher from the data (Merriam, 2009) not representing the data itself thoroughly.
The naming of the categorizations came from the interview questions, participant
responses or the researcher's interpretations, as suggested by Merriam (2009).
Thereafter, | began comparing and contrasting the data under each category to group
similar responses under sub-categories for the ease of analysis (synthesis). | used the
constant comparative method (Merriam, 2009). The comparison was made both
within the same category to find sub-categories and across categories.

While the research report was being written, the prominent utterances from
each category were reviewed for each categorization. As Savin-Baden and Howell
Major (2013) put it, "Researchers choose which data are the most significant and
influential and typically are conscious of this when reporting findings.” (p. 14). They
also acknowledge the fact that this process is mostly intuitive. Still, the frequency
and relevance of items informed my selection of quotations. The clarity of the
participants in expressing their viewpoints was another criterion | used. | chose more
telling extracts, as suggested by Wellington (2000). Yet, | also paid attention to
choosing differing views on the same matter from the perspectives of each
participant group. If two participants expressed similar views, | chose to reveal the
voices of those participants who were not directly quoted earlier in order to reflect
the voices of a greater variety of participants. When 1 finished the synthesis part, |
related the findings with the earlier research (relating to other work). After that |
went over the whole data one more time to check if there were any parts that were

not included in the report (reflecting back). A similar procedure was used for the
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analysis of field notes while the analysis of documents followed a simpler cycle of

reading the documents, underlining relevant parts and reflecting on them.
5.6 Quality Criteria

To ensure that interpretations and conclusions arrived at in a study are
trustworthy, some measures should be taken (Lincoln & Guba, 1985; Miles &
Huberman, 1994). In this study, categories suggested by Lincoln and Guba (1985)
for qualitative naturalistic inquiry were used instead of those of traditional
positivistic research. One of the most crucial quality control mechanisms in
qualitative research studies is the validity or credibility of findings; that is, to what
extent the findings are valid for the situation at hand. To be able to do justice to the
context researchers are investigating, they should make sure that they stay in the field
for a long period of time. In this way, they can build trust and minimize distortion to
the participants. They also have a chance to provide a thick description of the setting
(Lincoln & Guba, 1985). In this study, this criterion was addressed, as the researcher
spent at least seven weeks observing classes each semester. Besides, the use of data
triangulation increased the authenticity of the account: different groups of people
(students, instructors, emeritus professors and administrators) and different data
collection instruments (observation, interviews, document review) were used. Peer
examination is another strategy to address credibility. Two fellow PhD students
enrolled in the ELT program who work as research assistants in the department for
five years read and commented on the final draft of this dissertation. Because they
assist teacher educators in language methodology and school-based practicum
courses, they are very familiar with the undergraduate program investigated in this
study. Both of them found the analyses and interpretation of the study as revealing
the day to day reality they observed in the program.

Another criterion for quality control is confirmability. Researchers need to
make sure that they describe the methods and procedures of the study in detail both
for later scrutiny purposes and for other researchers who may want to replicate the
study (Miles & Huberman, 1994). In order not to miss any details about the study, |
kept detailed notes throughout the process. All data was arranged in a well-organized

manner for a possible reanalysis by others. The researcher’s position and bias were
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also acknowledged not to mislead the readers taking into account the possible role of
the researcher’s personal assumptions, values and beliefs in the study.

As for dependability or reliability, the issue is not whether the same results
will be found if the study is replicated. Because human behavior is not fixed, it is not
possible to have the same results if a similar study is conducted. However, it is
important that the results of a research study should follow from the data collected:
they should be consistent and dependable. Since the current study is conducted by
just one researcher, stability or reliability of field-workers is not an issue. Although I
cannot make a case for the transferability or generalisability of the study, | can make
a thick description of the context so that an interested reader can make comparisons
with other contexts. Because thick description is the inherent goal of the study,
people studying or working in similar pre-service teacher education programs may

transfer the conclusions to their own situations to the degree they are relevant.
5.7 Ethical Considerations

A major concern in qualitative studies is ensuring the protection of participants’
rights and identities while trying to reveal their life worlds to a large audience. For
this purpose, research studies are under scrutiny in major research universities
around the world. The proposal for conducting this study was also sent to the Ethics
Committee of the university and it was granted permission. In this study, the
researcher’s identity was revealed together with the general purposes of the research
to all participants. Informed consent of them was taken (see Appendix F for a sample
informed consent form). Their rights and dignity have been respected. The
confidentiality of the people providing information has been protected. Any means of
identifying people like names or other means were masked. As this case study is
conducted in a single program where the identity of participants may be revealed
with the information provided on them especially in classroom observations, any
specific names that could reveal the identity of participants were eliminated in the

dissertation.
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CHAPTER 6

DOCUMENT ANALYSIS

This qualitative case study investigating the teacher roles teacher candidates

are prepared for addresses the following research questions:

1) What teacher roles are conveyed by the documents generated by different
educational institutions (namely the CoHE, the MoNE, the university, the faculty
of education and the foreign language education department)?

2) What teacher roles does the FLE program prepare teacher candidates for?

a) What are student, teacher educator and program administrator views about the
teacher roles the FLE program fosters?

b) What teacher roles are fostered in methodology and school-based practicum
components of the FLE program?

3) What are the political-economic, socio-cultural and institutional reasons behind
the support for and the adoption of these differing teacher roles?

To answer its research questions, this study used document review, classroom
observation and in-depth interviews as the method of data collection. This chapter
providing the analysis of document review will provide an answer for the first
research question of the study.

This chapter will first present the findings from the documents of the Council
of Higher Education and the Ministry of Education followed by the university,
faculty of education and departmental documents. While the macro perspective of
the documents of educational authorities will reveal the expectations of the state
authorities for teachers to be educated, the micro perspective of the documents of the
particular university, faculty and department will demonstrate the specific aims of
the FLE program.
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6.1 The Council of Higher Education Documents

As discussed earlier (see Section 2.2), the Council of Higher Education is the
superior body of higher education in Turkey. As the authority of higher education, it
has a big impact on all higher education institutions. However, its influence is more
direct on faculties of education because it provides them with the curricula they are

going to implement.
6.1.1 2007 Council of Higher Education Program

In the year 1997, with the financial support of the World Bank, Turkey started
to undertake a project called the Development of National Education (CoHE, 2007b).
Under this project, one subcategory was Pre-Service Teacher Education targeting to
increase the quality of teacher education. To this end, a new teacher education
program was introduced by the CoHE. Following this attempt, a new constructivist
and student-centered curriculum was introduced into primary and secondary schools
in Turkey in 2006. To meet the demands of this new curriculum, teacher education
programs were updated in 2007. The program introduced in 2007 by the CoHE is
currently being implemented in 2015.

The 2007 program included subject matter courses (50%), subject specific
teaching methodology courses (30%) and general knowledge courses (20%)
including the History of Turkish Education System, the History of Science, Research
Methods, Introduction to Philosophy, and Effective Communication Skills (CoHE,
2007a). In this program, departments were accorded 25% flexibility in making
modifications in their programs. The number of electives was increased. The new
program also introduced a community service course so that teacher candidates can
get into the contact with the school community and prepare projects to detect
problems of that community suggesting solutions (CoHE, 2007a). While explaining
the rationale behind the increase in the ratio of general knowledge courses, the CoHE
document (CoHE, 2007a) described the characteristics of the teacher to be educated

as follows:

The number of general knowledge courses was increased in the new
program in order to equip teacher candidates with the background
knowledge expected from an intellectual. A teacher who possesses a
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certain degree of world knowledge and who owns the skills of using
information technologies will be able to meet the requirements of the
contemporary education systems. Such a teacher should be able to
conduct research and to benefit from the findings of research studies ...
The new program aims to educate intellectual teachers who are able to
solve problems and to teach learning to learn rather than educating
technicians who implement what they are told (CoHE, 2007a, pp. 2-4)
(translation belongs to me).

As can be seen in the above quote, the CoHE document describes the teacher to be
educated as a problem-solving research-oriented "intellectual” rather than a passive
"technician.” Though this could be regarded as clear manifestation of the intentions
of the CoHE as for the teachers the institution aims to prepare, doubts have been
raised as to how the program is going to meet that ideal. Considering the fact that
general education courses such as the sociology of education or curriculum
development had been removed from the program with the 1997 teacher education
reform, it was not seen as likely to prepare teachers who had an understanding of the
sociological factors in education or who knew how to engage in curriculum
development efforts (Okgabol, 2005b; Ozsoy & Unal, 2010; Tasdan & Cuhadaroglu,
2006; Yilmaz, 2014).

When the 2007 program proposed by the CoHE for English Language
Teaching programs is analyzed, it can be seen that language teaching methodology
courses and English language courses make up the majority of the courses. The table
below demonstrates the courses divided according to the sub-components of the
program. As can be seen, there is a great variety of teaching methodology and
English language courses in the program of 2007. Yet, the general knowledge and
general education courses are still very limited despite the above mentioned goal of
creating "intellectual teachers" through general knowledge courses added to the
program. On the other hand, despite the findings of earlier research studies which
indicated that school-based practicum courses should be increased and organized
better (Enginarlar, 1997; Seferoglu, 2006), it is seen that the number of practicum
courses were decreased in the 2007 program. In fact, the limited space allocated to
practicum courses show the technicist nature of the program which prescribes student
teachers how to teach first and then ask them to implement what they are taught

rather than allowing them to learn to teach by doing it. In the technicist view of
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teacher education, teaching practice is delayed until student teachers get enough
content knowledge. This is actually what happens in the CoHE 2007 program. Only
two practicum courses are offered in the program only in the senior year of study.
The 2007 curriculum does not offer much space for situated learning in the field,
either, except for the new community service course added to the program.

Table 8 The List of Courses Under Each Component of the 2007 CoHE Program

Methodology Courses School-Based Practicum Courses

e Approachesto ELT I e School Experience
e Approachesto ELT Il e Practice Teaching
e ELT Methodology |

e ELT Methodology Il

e Teaching English to Young Learners |

e Teaching English to Young Learners Il
e Teaching Language Skills |

e Teaching Language Skills 11

e Literature and Language Teaching |

e Literature and Language Teaching Il

e Materials Adaptation and Development
e English Language Testing & Evaluation

General Education Courses Literature Courses

¢ Introduction to Education e English Literature |

¢ Instructional Principles and Methods e English Literature 1

¢ Educational Psychology

e Drama

e Instructional Technology & Materials Dev.

e Classroom Management

e Community Service

e Turkish Education System and School Mang.

e Guidance

e Special Education

Language Courses Linguistics Courses
Contextual Grammar | e Linguistics |
Contextual Grammar 11 e Linguistics I
Advanced Reading and Writing | e Language Acquisition

Advanced Reading and Writing |1
Listening and Pronunciation |
Listening and Pronunciation |1
Oral Communication Skills |
Oral Communication Skills 11
Lexical Competence

Oral Expression and Public Speaking
English-Turkish Translation
Turkish-English Translation
Second Foreign Language |
Second Foreign Language Il
Second Foreign Language 111
Research Skills
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This inference as to technicist orientation of the CoHE 2007 program from
the distribution of courses is also supported by the course contents. A survey of
course descriptions of English Language Teaching methodology courses (see
Appendix G) shows that teacher candidates are expected to follow the current
teaching trends and to select the appropriate ones from among the pool of methods
rather than theorizing themselves. They learn the techniques of teaching four skills to
different groups of students including young learners' and are encouraged to integrate
technology into language teaching. They are directed to carry out action research in
one course and expected to follow professional journals and conferences. They study
how to select and adapt materials. They learn how to test students. They also take
two English literature courses in connection with language teaching. From the course
descriptions of these courses, it seems clear that literature courses were intended to
be a tool for teaching/learning English rather than a means of interpreting the world.

When the course descriptions of the methodology component of the 2007
CoHE program are critically analyzed, it is seen that basic concepts of reflective
teaching or critical applied linguistics do not find their place in the program. A
simple search for some of the keywords of reflective teaching like "reflective,
autonomy, intellectual, beliefs, values, reflection, culture™ find no matches in the
course contents in the overall program (CoHE, 2007c). Neither do the key words of
critical pedagogy like "democracy, human rights, social justice, quality, social
responsibility, critical citizenship™ or the basic concepts of applied linguistics such as
the "spread of English, linguistic imperialism, World Englishes, post-method
condition, non-native teacher," which demonstrates that there is no reference to any
of those in the course descriptions. The course contents do not describe any tasks to
encourage students to reflection or questioning their assumptions. Students are not
asked to critically analyze the spread of English, the implications of World
Englishes, their own status as non-native teachers of English or teacher autonomy.
Nor are they asked to question the hierarchy between academic experts and teachers
or the language teaching policies in the country, as almost no critical content is
available in the 2007 CoHE program. The following vignette from two course
contents clearly reflects there is no reference to post-method in a course surveying

language teaching methodologies:
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Approaches to ELT I

Basic issues and processes in ELT course design; the difference among
approach, method, and technique and the significance of these concepts
in course design; an overview of important methods and approaches in
ELT: Grammar Translation Method, Direct Method, Audio-lingual
Method, Silent Way, Community Language Learning, Suggestopedia,
Communicative Approach, the Natural Approach.

Appoaches to ELT Il

Current issues and practices in ELT course design, appropriate
approaches suitable to learner needs based on current distinctions such as
ESL, EFL, EIL, ESP, EAP; current foreign language teaching trends such
as constructivist approach, content-based instruction, task-based
instruction, problem-based teaching, multiple intelligences, whole
language approach and corpus-based applications of language teaching;
culture and classroom second/foreign language learning, technology use
in language classrooms, and communicative and intercultural
competencies for the language learner and teacher of the globalized
world.

The course descriptions of other methodology courses do not have any reference to
post-method, either (see Appendix F). In spite of the program's claim to educate
intellectual teachers rather than technicians, it is not clear how teachers educated
with this program will be able to go beyond "implementing what they are told" with
these course contents directing them to follow the common practices in the field
without leading them to question their appropriateness for their own contexts.
Besides, without being encouraged to reflect on the classroom events from a macro
perspective or being motivated to develop their decision making skills, it does not
seem possible for student teachers to become problem-solver intellectual teachers.
Because current educational issues are left out of the CoHE program, it is quite
uncertain whether teacher candidates will be able to critically evaluate the materials
they are assigned to teach or their identities as teachers let alone language teaching or
education policies imposed on them. Thus, despite the claims of the CoHE to educate
"a problem-solving intellectual” teacher, it seems difficult to do so with the technicist

program it provided.
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6.1.2 National Qualifications Framework for Higher Education in Turkey

In 2001, Turkey became a member of the Bologna Process, which aimed to
establish a European Higher Education Area by the year 2010 (CoHE, 2014,
European University Association, 2014). The European Higher Education Area
intended to connect the higher education systems of European countries so that they
create mechanisms to recognize each other's degrees and academic qualifications
(European University Association, 2014). The Process centered on developing
descriptions of learning outcomes. Each member state was required to write its
national qualifications frameworks, which meant "what a person achieving any
higher education degree is supposed to know, do and be competent about™ (CoHE,
2014). The process of developing the national qualifications framework in Turkey
started in 2006 and concluded in 2010. The table below demonstrates the
qualifications which a holder of a bachelor's degree should have. As Table 9 below
demonstrates, a university graduate in Turkey is expected to have a sound theoretical
and professional knowledge, to analyze and solve problems, and to conduct studies
individually and in groups. What is more, according to the framework, Turkish
university graduates should be able to evaluate their own learning from a critical
perspective and be ready to improve themselves. Besides, graduates of Turkish
universities should be able to develop projects in line with their social
responsibilities and they should have awareness about social rights, social justice,
worker's health and security, cultural values and environment protection.

When these qualifications are compared with the attributes of teacher roles
explored in this study, it is seen that the national qualifications for higher education
covers most of the teacher characteristics this study surveys. The technical and
theoretical knowledge of a teacher is addressed as well as the reflective skills such as
problem-solving, self-evaluation and research. In addition, social responsibilities and
social consciousness of a transformative intellectual are addressed in the
qualifications though there is no direct reference to the "transformative” potential of
a graduate. By looking at the national qualifications, one can infer that Turkish
universities target educating graduates as transformative intellectuals. This seems to
be one step further from the problem-solving intellectual aimed in the 2007 CoHE

program.
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Table 9 National Qualifications Framework for Higher Education in Turkey (CoHE,

2014)

NATIONAL QUALIFICATIONS FRAMEWORK FOR HIGHER EDUCATION IN TURKEY (NQF-

HETR)
6. Level (Associate's) Qualifications
NQF-HETR |Knowledge SKILLS COMPETENCES
LEVEL -Theoretical | -Cognitive
CESETIE Practical \C/:\;Jon:Eetence to Learning Communication Field Specific
Independently Competenc | and Social Competence
and Take e Competence
Responsibility
6 - Possess -Use of - Conduct -Evaluate - Inform people - Actin
BACHELOR'S | advanced advanced studies at an the and institutions, accordance with
level theoretical advanced level knowledge transfer ideas and social,
EQF-LLL: theoretical | and practical | in the field and skills solution scientific,
6. Level and knowledge independently. acquired at proposals to cultural and
practical vyithin the - Take an prc_)blems in ethic values on
QF-EHEA: knowledge | field. responsibility advanced written and orally | the stages of
1. Cycle supported | _|nterpretand | bothasateam | €Velinthe | on issuesin the gathering,
?y thook evaluate data, | member and f'e.iq V‘I"th a | field. implementation
EXIOOOKS | define and individually in | cruca - Share the ideas | and release of
with analyze order to solve approach. and solution the results of
updated problems, unexpected -Determine | proposals to data related to
information | ey elop complex learning problems on the field.
; practice solutions problems faced | needs and issues in the field | - Possess
equUIpMeNts | aced on within the direct the with sufficient
and other researchand | implementation | learning. professionals and | consciousness
resources. proofs by s in the field. -Develop non-professionals | about the issues
using - Planningand | positive by the support of | of universality
acquired managing attitude qualitative and of social rights,
advanced activities towards quantitative data. social justice,
knowledge towards the lifelong -Organize and quality, cultural
and skills development of | learning. implement values and also,
within the subordinates in project and environmental
field. the framework activities for protection,
of a project. social worker's health

environment with
a sense of social
responsibility.

-Monitor the
developments in
the field and
communicate
with peers by
using a foreign
language at least
at a level of
European
Language
Portfolio B1
General Level.

-Use informatics
and
communication
technologies with
at least a
minimum level of
European
Computer
Driving License
Advanced Level
software
knowledge.

and security.
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6.2 Ministry of National Education Documents

The document review has revealed no documents belonging to the Ministry of
Education indicating the roles teachers should play or how teachers should be
educated. Still, it is possible to deduce the expectations of the Ministry of National
Education from the generic and subject-specific teacher competencies which were
developed to clarify the goals of "teachers' personal and professional development.”

The generic teacher competencies consist of six main categories (MoNE, 2008):

Personal and professional values - professional development
Knowing the student

Learning and teaching process

Monitoring and evaluation of learning and development
School-family and society relationships

Knowledge of curriculum and content

ok wdE

There are 31 sub-competencies and 233 performance indicators under generic
teacher competencies. To give the reader an idea about the contents of each generic
teacher competency, sub-competencies under each main category will be
demonstrated in the Table 10 below. As the main categories and sub-competencies
reveal, the type of ideal teacher implied by generic competencies seems to be a
professional teacher who values students and treats them as individuals. She
recognizes their cultural and personal differences (sub-competence Al and B1). She
actively evaluates herself, her own biases and assumptions, as the Performance
Indicator A1.13 indicates: "Does not behave prejudiced towards students regardless
of their backgrounds and socio-economic status." (MoNE, 2008, p. 13). She aims to
develop students' self-confidence and supports students in solving problems that
cause learning difficulties. As a person who respects the constitution and democratic
principles as well as human rights and children’s rights (sub-competence A3), this
ideal teacher supports international cooperation and peace. She does not engage in
discrimination against any nation, individual or belief (performance indicator A3.1)
and she has democratic student-centered teaching practices being open to suggestions
of her students. In addition to universal human values, she is respectful to national
and cultural values of her own society. She takes active responsibility in developing

the school and making it a social and cultural centre for the community.
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Table 10 Sub-Competencies under Generic Teacher Competencies (MoNE, 2008)

A) PERSONAL and PROFESSIONAL
VALUES - PROFESSIONAL
DEVELOPMENT

B) KNOWING THE STUDENT

Al. Valuing, understanding and respecting the
students
A2. Believing that students can learn and
achieve
A3. Attaching importance to national and global
values
Making self-evaluation
Ensuring personal development
.Following and making contribution to
professional developments
Making contribution to
develop the school
Following professional laws and realizing
tasks and responsibilities

Ad.
Ab.
A6
AT. improve and

A8.

B1.Knowing the developmental characteristics
B2. Considering interests and needs

B3. Valuing the student

B4. Guiding the student

C. TEACHING AND LEARNING
PROCESS

D. MONITORING AND EVALUATION
OF LEARNING AND DEVELOPMENT

C1. Planning the lesson

C2. Preparation of materials

C3. Organizing learning environments

C4. Organizing extra-curricular activities

C5. Diversifying education by taking
account the individual differences

C6. Time management

C7. Behavior management

into

D1. Identifying testing and assessment methods
and techniques

D2. Testing student learning by using different
testing techniques

D3. Data analysis and interpretation, providing
feedback on student learning and
development

D4. Reviewing the teaching-learning process
according to results

E. SCHOOL, FAMILY AND SOCIETY
RELATIONSHIPS

F.KNOWLEDGE OF CURRICULUM AND
CONTENT

E1. Knowing the environment

E2.Making use of environmental opportunities

E3. Making the school a culture centre

E4. Knowing the families and impartiality in
relationships with families

E5.Ensuring family involvement
cooperation

and

F1.Objectives and principles of Turkish national
education

F2.Knowledge of subject-specific curriculum
and practice skills

F3.Monitoring-evaluation and development of
subject-specific curriculum

Besides, this teacher organizes extra-curricular activities in cooperation with

families and non-governmental organizations (sub-competence C4 and E3). She

makes home-visits to get to know the socio-economic and cultural characteristics of

students' families. Aware of her competence and individual power, this teacher

knows how to deal with difficulties and stress (performance indicators A5.1 and

Ab5.5). She is open to learning from her colleagues and responsible for her

professional development (sub-competence A6). She can conduct action research and
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follows professional journals, conferences and in-service training seminars in her
field. As a professional, "the teacher should know the legislation related to his/her
tasks, rights and responsibilities, and he/she should be able to act accordingly” (sub-
competence A8). Moreover, she knows "fundamental values and principles that
Turkish National Education System is based on and its objectives, and should be able
to reflect them on education-training activities”" (sub-competence F1, MoNE, 2008,
p. 41). The participation of the teacher in the decision-making processes is only
referred to in only one performance indicator (A6.6) to be conducted in cooperation
with teachers' organizations.

As is seen, these teacher characteristics are more or less in line with the
reflective teacher model in Kumaravadivelu's (2003) categorization and the teacher
ideal as an "intellectual” set in the 2007 CoHE program. Apparently, the MoNE and
the CoHE shared a common teacher ideal who is an active life-long learner able to
create a good learning atmosphere for her students. Yet, this teacher has limited role
to play in the decision-making processes or curriculum development.

Subject-specific teacher competencies are parallel to generic teacher

competencies. English language teaching has five main competency areas:

¢ Planning and organizing English teaching processes

e Developing language skills

e Monitoring and assessing students' language development
e Cooperation with school, parents and the community

e Monitoring one's own professional development

As Table 11 below demonstrates, the ideal English teacher according to the
specialized field competencies is expected to follow the methods and techniques
suggested by the resource books of the field (sub-competence 1.4), rather than
developing her own teaching strategies according to the demands of the situation. In
addition to her general professional duties such as planning and organizing the
process of teaching English, using appropriate materials, tests, and technology,
guiding students in discovering their own learning styles, and developing four skills,
she is given a mission of being a community leader who cares and works for
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addressing the economic, social and educational needs of the community (sub-

competence 4.6) in the specialized field competencies.

Table 11 The List of English Language Teacher Competencies*

1) Planning and organizing English teaching | 2) Developing language skills
processes
1. To be able to make plans appropriate to 1. To be able to help students to develop
teaching English effective language learning strategies
2. To be able to design learning environments 2. To be able to enable students use English
appropriate to teaching English accurately and intelligibly
3. To be able to use materials and resources 3. To be able to develop students’
appropriate to teaching English listening/watching skills in English
4. To be able to use methods and techniques that | 4. To be able to develop students’ speaking
are appropriate to teaching English skills in English
5. To be able to use technological resources 5. To be able to develop students’ reading
skills in English
6. To be able to develop writing skills in
English
7. To be able to make adaptations in
teaching English considering students
with special needs and students who
need special education
3) Monitoring and assessing students’ 4) Cooperation with school, parents and
language development the community
1. To be able to identify the goals of the 1. To be able to collaborate with parents
assessment and evaluation practices in about development of students’ language
English language teaching skills.
2. To be able to use assessment and evaluation 2. To be able to collaborate with relevant
tools and techniques in English language institutions, organizations and people to
teaching make students grasp the importance of
3. To be able to interpret the results of the using a foreign language.
assessment tests that identify students’ 3. To be able to make students aware of the
language developments and to provide importance of the national festivals and
feedback ceremonies and to encourage their active
4. To be able to make use of the results of the participation
assessment tests for improving students' 4. To be able to organize and manage
weaknesses national festivals and ceremonies
5. To be able to collaborate with the
community in order to render school into a
culture and learning centre
6. To be able to work as a community leader
5) Monitoring one's own professional
development
1. To be able to determine professional
competencies
2. To be able to monitor one's own personal and
professional  development in  English
language teaching
3. To be able to utilize scientific research
methods and techniques in professional
development practices
4. To be able to reflect their research on their
teaching practices

* The translation of the competencies into English was adapted from Balik¢1 and Karaman (2013)
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To make sure these teacher competencies are internalized by teachers, School
Based Professional Development Manual was prepared by the Ministry in 2007
following similar practices in the EU. It aims to integrate teacher professional
development with the efforts to develop schools. The practices suggested in the
manual center around learning more about the students and ensuring their learning.
With the manual, teachers are asked to make a career and professional development
plan setting time aside to evaluate themselves based on generic and specialized field
competencies and continue to develop themselves professionally. The guideline aims
to establish the notion among teachers that every student can learn, based on which
they should develop learning environments and materials to cater for individual
needs. It describes teachers as "learning” teachers. In the framework of School Based
Professional Development (SBPD), teachers are regarded as leaders for their schools,

as seen in the quotation below (original in English):

Teachers working in those schools become the director and a part of change
and development in their schools. SBPD enables teachers to take a driving
role in the process of improvement of the school and development of the
successful practices. It also promotes the cooperation between teachers and
the development of a sharing culture of studies and professional knowledge
as a result. Furthermore, it supports the enhancement and development of
the school standards (p. 10).

As is seen, teachers are described as responsible for change in their schools. The
document has reference to the importance of reflection in continuous professional
development. SBPD system is planned to work in a systematic way by aligning
student needs with teachers' professional development needs. Teachers are provided
with a framework to carry out their self-assessment in relation to student learning in
a systematic manner. First, they determine the problem areas and then they prepare
an action-plan to carry out the professional development needed. They evaluate the
plan at the end of the school year to see if they achieved their professional
development aims based on teacher competencies. The aim of SBPD is expressed as
such: "to achieve a school culture based on continuous learning, development,

sharing, determination and mutual reliability” (p. 47).
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In the SBPD document, there is a heavy emphasis on the changing teacher
roles according to the constructivist model of learning in which both students and
teachers are described as active learners. Learning-teachers continuously engaged in
professional development means learning-students, according to the guideline. In line
with the generic teacher competencies, teachers are encouraged to take active part in
school development efforts working in close collaboration with colleagues, parents
and community members. They are directed to understand and respect individual
differences by getting to know students and their families better. Cooperation among
teachers, parents and the community is also highlighted in the manual of teacher
development.

The details given in the subject-specific competencies and the SBPD are all
parallel to generic teacher competencies. The learning-teacher model described in all
these MoNE documents matches with the general description of a reflective teacher.
In these documents, teachers work as problem-solving professionals who are able to
evaluate the needs, backgrounds and interests of students and shape their lessons
accordingly. This teacher is engaged in professional development, able to follow
recent research and conduct action research. She is also a part of the school
development efforts assuming leadership in the community. However, she has no
role to play in curriculum development, educational policy making or creating a just

system of education.
6.3 University Documents

The university this study was conducted in is a technical research university.
Being one of the most prestigious institutions of the country, it has assumed an
innovative leadership role among the universities of Turkey. Given the fact that the
program being investigated in this study operates under this university, the influence
of the general atmosphere of the university on the program should not be ignored.
Therefore, relevant documents of the university including the mission statement,
basic principles and the manifesto of the university are surveyed in this section to
give the reader an idea about the general aims of the university (The name of the
university is masked for ethical purposes both in the text itself and in the references).

The university declares its mission on its webpage as follows:
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The mission of the ... university is to reach, produce, apply and promote
knowledge, and to educate individuals with that knowledge for the social,
cultural, economic, scientific and technological development of our
society and humanity. This is to be done by bringing teaching, research
and social services up to universal standards.

As is seen in the mission statement, the university assumes responsibility in the
advancement of the country as well as the humanity and sets universal standards for
itself. According to the basic principles of the university available on its website, the
university attempts to create an environment which encourages research, fosters
creativity and self-development to reach these standards. It also works for the
development of humanistic values, leadership skills, life-long learning habits and
open-mindedness among its students. As the university attracts students from many
parts of the world, it has a multicultural and multilingual campus environment which
appreciates diversity. The main campus of the university hosts a diversity of artistic,
cultural and academic events every year.

The manifesto of the university broadcast in 2012 describes the students and

graduates of the university as follows:

The students and graduates of this university do not recognize any limits
or restrictions. They think freely and express their thoughts freely. What
makes them students/graduates of this university is the culture of the
university that motivates them to succeed and to make a difference.
Students/graduates of this university are never satisfied with the available
information. They question, they investigate, and they develop. They
strive to create new knowledge, apply it, and share it. They do not see
their responsibility limited to their immediate surroundings. They involve
themselves in the issues of their country and the world, and seek
solutions. That’s the essence of the spirit of the university. This spirit is
sometimes called “idealism” and sometimes “revolutionism”. We simply
call it the spirit of the university community. It is with this spirit that—
starting with our immediate surroundings-- we believe we can change the
whole world. Together, we can change the world (adapted from J. Bear's
translation, personal communication, March 24th, 2012)

Though this manifesto was originally prepared for a TV commercial to publicize the
university to attract prospective students, it actually refers to an established notion

among the public about being a member of this university known for its opposition
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or "revolutionism.” | believe that this so-called "spirit" of the university does really
exist among the university community. The program under investigation in this study
is part of such a university atmosphere intending to educate transformative

intellectuals.
6.3.1 Undergraduate Common Program Outcomes

In line with the university's strategic plan for 2011-2016 and as part of the
Bologna Process, the university set out to review its undergraduate programs in
2012. The educational planning council of the university prepared a roadmap to be
followed by all the departments of the university. The plan included each
undergraduate program writing its own curricular objectives and outcomes and
reviewing its course outlines. The process started with the education council's
preparation of the common program outcomes consulting all departments. After a
process of revising and editing the draft outcomes, the final version of the outcomes
was reached, which was accepted by the university senate in January 2014. The table

below taken from the university website shows the common program outcomes:

Table 12 Undergraduate Common Program Outcomes

Graduates of Undergraduate Programs:

e have the ability to actively conceptualize, apply, analyze, synthesize, and evaluate information
(Critical Thinking),

e creatively produce innovative/new ideas and products (Creativity),

e have the ability to develop and apply strategies to identify, define, and solve problems (Problem
Solving),

o have the ability to effectively communicate (reading, writing, listening, and speaking) using both
Turkish and English languages (Communication Skills),

o have the skills of leadership, entrepreneurship, and self-direction (Leadership and
Entrepreneurship),

e are sensitive towards global, societal, and environmental problems; put efforts individually or as
part of community for the solution of these problems; produce and present the solutions when
necessary (Global, Societal, and Environmental Awareness),

e give importance to ethical values and principles, behave accordingly in professional and societal
life (Ethical Behavior),

e have the skills of working independently and in a team (Teamwork and Independent Work);

e are open to lifelong learning to develop their knowledge, skills, and competencies (Openness to
Lifelong Learning),

o understand the need for information; define and reach the information; use it effectively and
share with others (Information Literacy),

e use information and communication technologies effectively; share their knowledge and
experience using technology and visual aids (Information and Communication Technologies
Literacy).
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The analysis of common program outcomes demonstrate that the graduate of
this university is expected to have creativity, problem-solving and communication
skills, critical thinking skills, leadership and entrepreneurship skills, and information
and communication technologies literacy. The graduates should also be open to work
individually and as a group and they should be open to lifelong learning. What is
more, they should be knowledgeable about ethical behavior and have awareness of
global, societal and environmental problems. When these outcomes are compared
with the other university documents presented above, it is seen that they overlap with
one exception: the focus on the graduates to change the world in the university
manifesto is not underlined in the outcomes.

The common outcomes of university graduates are also consistent with the
CoHE's national qualifications framework discussed above (see Section 6.1.2).
Similar qualifications such as problem-solving, independent and group-work, life-
long learning, etc. are included. Both frameworks have statements about ethical
behavior and awareness of social and environmental issues. The lack of emphasis on
the university graduates' roles as change agents is also shared in both documents.
Still, one can claim that both the CoHE and the university have broad goals in

educating university students with a critical awareness and social responsibility.
6.4 Faculty of Education Documents

Founded in 1982, the Faculty of Education is described as "the youngest
faculty of the university"” in the latest General Catalog of the university (2013-2015).
In the same catalog, the faculty is depicted as an important component of the
university with its contributions to educational improvement at the university. The
faculty includes six departments including the department of computer education and
instructional technology, the department of educational sciences, the department of
elementary education, the department of foreign language education, the department
of physical education and sports and the department of secondary science education
and math education. According to the catalog, "The primary mission of the Faculty
of Education is to educate qualified teachers for elementary, secondary and higher
education in various disciplines.” In the earlier catalogs of university (1983-1999),

however, the mission of the faculty was put forward as educating teachers for
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secondary levels. Reflecting the impact of the 1997 Teacher Education Reform,
catalogs between 1999-2003 defined the mission as "to train teachers for elementary
and secondary education.” After 2003, general catalogs set the mission as educating
teachers for all levels of education including higher education.

The web page of the faculty also defines its aim as to “train teachers and
educators qualified to teach at every educational level.” The information about the
faculty on its webpage indicates that the theoretical and applied courses offered at the
faculty “enable prospective teachers to become professionals who are constantly in
touch with recent scientific and technological developments and who have the
willingness and capacity to apply these developments to their own teaching
activities." Though this description makes a reference to teacher candidates' ongoing
professional development, the focus is more on their passive implementation of the
results of scientific and technological developments. There is no reference to the
creativity or autonomy of the teacher or the demands of the context. Such a
description as to the aim of teacher education is closer to a notion of a teacher as a
passive technician in Kumaravadivelu's (2003) categorization. Just as in the
technicist model of teacher education, the graduates of the faculty are supposed to
implement the findings of research studies into practice in this understanding.

In fact, neither the website, nor the official documents of the faculty of
education includes information about the philosophy or the mission of the faculty of
education except for the limited information given above. The website of the faculty
includes some position papers on the educational issues of the country. When they
are analyzed, it is seen that the faculty of education is against the alternative routes to
teacher education such as the short-term certification programs arguing that quality
teachers cannot be educated in such short-term programs. The faculty also released
opinion papers on the highly controversial educational reform called 4+4+4
indicating the issues of concern in the reform package. Even though the faculty of
education did not refrain from advocating a certain stance in educational issues of the
country, no detailed information is available in the official documents of the faculty
about the characteristics of teachers to be educated in the faculty.
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6.5 The Department of Foreign Language Education Documents

Because this dissertation is an investigation of a pre-service teacher education
program, departmental documents are critical in this study. In this section, first
documents describing program aims and outcomes will be surveyed. Then, the FLE
curriculum described in the general catalogue will be analyzed. Finally, the history of
the department will be explored through a survey of university catalogs. Such a
historical background of the program's evolution over the years will provide the

reader with a deeper understanding of the modifications made in the program.
6.5.1 Program Aims and Outcomes

As for the characteristics of the teacher to be educated in the program, neither
the official webpage, nor the program documents provide any explanation. There is
no philosophy or mission statement of the program, either. The description on the
webpage states that “students are provided with a solid foundation in the English
language, English literature, methodology, educational sciences and linguistics in
order to make them fully qualified teachers of English in primary, secondary and
tertiary educational institutions.” While this description explains what students study
at the program and where they might work when they graduate, there is no
information on the characteristics of teachers educated in the program. The program
description on the webpage also notes that the FLE program "had much broader
objectives" than the CoHE program from the beginning. However, these "broader
objectives™ are not presented. The reason of this broad perspective is stated as the
"multi-disciplinary staff" in the program. There is also reference to the inclusion of
literature and linguistics courses as essential components of the program, as the

following excerpt from the program description displays:

The Department has always considered itself fortunate to have a staff
consisting of specialists not only in the field of foreign language
education, but in literature and linguistics as well. Hence, literature and
linguistics were not relegated to a secondary position, but were seen as
constituting an essential part of the professional formation of language
teachers.

As the above statement demonstrates, literature and linguistics courses are presented

as vital components of teacher preparation in the departmental webpage.
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There have been some efforts lately to write the aims and outcomes of the
program imposed by the university administration to all faculties and departments.
Though it was not formulated as a bottom-up curriculum development effort, this
top-down process brought the faculty - including me - together to formulate the
general goals of the program. This process of writing program goals was informed by
the views of students, alumni and employers of graduates gathered through a
systematic data collection process. The end-product written according to the
guidelines given by the university administration included program educational aims
and outcomes. The educational aims described where the graduates of the program
are employed as teachers (elementary, secondary, post-secondary, and higher
education levels in a variety of national and international educational contexts) and
in which positions (material and test development, educational and language
research, educational leadership, teacher training, translation, and instructional
design). It also stated they may follow an academic path in Social Sciences and
Humanities. As for the program outcomes, it listed what graduates of the program
should be able to do in fourteen items, as seen in the Table 13 below.

As can be seen from the FLE program outcomes, graduates of the program are
defined as professionals who are able to make decisions according to the context and
cultural and social backgrounds of their students (items 1 and 2). The graduates are
expected to become reflective teachers engaged in ongoing professional development
and capable of conducting research projects (items 5 and 12). They are also expected
to teach in a culturally responsive manner (items 6 and 14) and develop a critical
stance towards the materials they select. However, there is no reference to graduates'
taking part in curriculum development efforts, which might be considered normal as
the undergraduate program does not offer any such courses. Neither is there any item
related to graduates' roles as community leaders in school development efforts or in
their relationship with parents unlike those in the MoNE documents which assign
such roles to teachers. In a parallel vein, the critical stance the graduates are to
develop is defined only limited to their professional sphere in the document not
related to critical citizenship. There is no specific reference to graduates' ability to
analyze the sociopolitical issues in language teaching or the policies of (language)
education, either.
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Table 13 FLE Program Outcomes

Graduates of FLE program should be able to:

1. Make appropriate pedagogical decisions in accordance with their particular English teaching
context (i.e. age, setting, location, and learner background) based on a contemporary repertoire
of language teaching approaches and methods.

2. Critically analyze linguistic, literary, cultural, and historical issues when selecting, developing,
and using course materials.

3. Based on their familiarity with educational sciences, literature, and linguistics, establish cross-
disciplinary connections and develop critical intellectual curiosities as inquiring language
educators.

4. Identify and generate solutions for specific language-related problems which learners of English
may face at different proficiency levels.

5. Individually and collaboratively design, conduct, and report small-scale educational research
projects by employing relevant research methods in the investigation of language with teachers
from local, national or international contexts.

6. Demonstrate awareness of individual, (multi)cultural, and psycho-social diversity in learning
environments and adapt to different local contexts.

7. Analyze and address professional challenges based on an awareness of global systems and
comparisons of educational systems.

8. Fluently and accurately use all receptive and productive English language skills at an advanced
level for effective daily and academic communication.

9. Effectively translate a diverse set of English and Turkish discourses considering context-
specific elements.

10. Utilize experiences of learning a foreign language other than English for developing an
awareness of language learning processes.

11. With self-confidence, effectively communicate with students and other stakeholders in
educational settings.

12. Engage in reflective teaching, self-evaluation, and ongoing professional development.

13. Select and utilize appropriate instructional technologies and information literacy skills to
increase the effectiveness of foreign language teaching.

14.Promote creativity, understanding, cooperation, and equity to establish a positive classroom
environment.

One possible reason behind the lack of attention on teachers' roles as
community leaders or as critical citizens might be attributed to the fact that some of
these characteristics were already covered in the university's common program
outcomes and the CoHE's National Qualifications Framework. Another factor might
be the limiting framework provided by the university administration. Having been a
member of the faculty meetings on writing learning outcomes, | remember
concentrating mostly on the learning outcomes of the courses | taught rather than
thinking about a holistic purpose. | also remember feeling confused between
focusing on the ideal outcomes we wanted to achieve or the outcomes we were able
to achieve with the current set of courses. Because the faculty members had to
operate within a predetermined framework in a limited time, the process of writing

program aims might not have reflected the true spirit of the philosophy of the
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program. Even though it was created in a top-down manner under some constraining
factors, it is still the only document which might give a hint into the FLE program's
aims. Based on the wording of this document, it is possible to argue that the FLE

program's main focus of attention is preparing reflective practitioners.
6.5.2 The FLE Program in Service

Taking advantage of the flexibility accorded by the Council of Higher
Education in the 2007 program, the FLE department changed the number of courses

in different components, as can be seen in Table 14 below:

Table 14 Comparison of Course Components

Course Component 2007 CoHE Program FLE Program
Methodology Courses 12 8
Practicum Courses 2 2
Education Courses 10 7
Literature Courses 2 5
Language Courses 16 12
Linguistics Courses 3 5

As the above table demonstrates, the large number of ELT methodology courses in
the CoHE program was reduced in the FLE program. While the CoHE program
offered two separate courses on approaches to ELT, teaching young learners' and
teaching language skills, the FLE program combined those subsequent courses in
single courses. Two methodology courses called Literature and Language Teaching |
and 11 were replaced by Introduction to Literature and Novel Analysis courses in the
FLE program. Thus, the number of literature courses in the CoHE program more
than doubled in the FLE program. One methodology course called Drama for
Language Teachers in the CoHE program was transformed into a classical literary
drama course in the FLE program. The program also increased the number of
linguistics courses. One linguistics course called Contrastive Turkish-English was
added to the program. What is more, a language course called Lexical Competence,
which is a first year course in the CoHE program was moved to the fourth year and
turned into a linguistics course called the English Lexicon. The FLE program also
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had a cut in the number of language courses. While the CoHE program offered two
subsequent courses on Listening and Pronunciation, Oral Communication and
Translation each, these courses were turned into single courses (see Table 15 below).

Even though the number of methodology courses was reduced in the FLE
program, the course contents were mostly the same as in the 2007 CoHE program.
For some courses (e.g. Instructional Principles and Methods, Approaches to ELT,
ELT methodology | and Il, Teaching Language Skills), course descriptions were
directly taken from the CoHE program; and for others (e.g. Teaching Young
Learners', Materials Adaptation and Development, English Language Testing &
Evaluation), they were adapted from the CoHE program. As the course descriptions
were more or less the same with the CoHE program, they did not include references
to reflective or critical language teacher education, either.

As the number of practicum courses is quite limited in both the 2007 CoHE
program and the FLE program, students do not have a chance to link what they learn
about teaching with their teaching practice. They start having real-life experience of
teaching only in their senior year visiting schools once a week (4-6 hours). They
have a minimum requirement of teaching three times throughout the semester. If
their mentor teachers allow them to teach more, they are lucky. As the distribution of
practice teaching courses in the program reveal, student teachers learn what to do
first and implement those later on rather than experimenting teaching themselves at
first hand. Their interaction with real-life teaching contexts, practitioners and school
communities is very limited. They are not given much opportunity to develop an
enhanced understanding of teaching discussing the issues of concern to them with
their peers or professors. Due to the limited space allocated to practice teaching, it is
quite uncertain if student teachers' ability to theorize their teaching experience
develops. In the limited time available, it seems possible only to test what they learnt

in theory.
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Table 15 Comparison of the 2007 CoHE Program with the FLE Program

2007 CoHE Program

FLE Program

Methodology 1. Approachesto ELT I 1. Instructional Principles and
Courses 2. Approaches to ELT Il Methods
3. ELT Methodology | 2. Approachesto ELT
4. ELT Methodology Il 3. ELT Methodology |
5. Teaching English to Young Learners | | 4. ELT Methodology Il
6. Teaching English to Young Learners Il | 5. Teaching English to Young
7. Teaching Language Skills I Learners
8. Teaching Language Skills 11 6. Teaching Language Skills
9. Literature and Language Teaching | 7. Materials Adaptation and
10. Literature and Language Teaching Il Development
11. Materials Adaptation and 8. English Language Testing &
Development Evaluation
12. English Language Testing &
Evaluation
Education 1. Introduction to Education 1. Introduction to Education
Courses 2. Instructional Principles and Methods 2. Educational Psychology
3. Educational Psychology 3. Instructional Technology &
4. Drama Materials Development
5. [Instructional Technology & Materials 4. Classroom Management
Development 5. Community Service
6. Classroom Management 6. Turkish Education System and
7. Community Service School Management
8. Turkish Education System and School | 7. Guidance
Management
9. Guidance
10. Special Education
Literature 1. English Literature | 1. Introduction to Literature
Courses 2. English Literature I 2. English Literature |
3. English Literature Il
4. Drama Analysis
5. Novel Analysis
Linguistics 1. Linguistics I 1. Linguistics |
Courses 2. Linguistics 1l 2. Linguistics Il
3. Language Acquisition 3. Contrastive Turkish-English
4. Language Acquisition
5. The English Lexicon
Language 1. Contextual Grammar | 1. Contextual Grammar |
Courses 2. Contextual Grammar Il 2. Contextual Grammar Il
3. Advanced Reading and Writing | 3. Advanced Reading and Writing
4. Advanced Reading and Writing |1 |
5. Listening and Pronunciation | 4. Advanced Reading and Writing
6. Listening and Pronunciation Il I
7. Oral Communication Skills | 5. Listening and Pronunciation
8. Oral Communication Skills Il 6. Oral Communication Skills
9. Lexical Competence 7. Oral Expression and Public
10. Oral Expression and Public Speaking Speaking
11. English-Turkish Translation 8. Advanced Writing and
12. Turkish-English Translation Research

el o
oUW

. Second Foreign Language |

. Second Foreign Language Il
. Second Foreign Language 11
. Research Skills

9. Translation

10. Second Foreign Language |
11. Second Foreign Language |1
12. Second Foreign Language 11
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In addition to the must courses listed above, the FLE program offered four
departmental electives and two non-departmental electives. The division of
departmental elective courses according to their course components is displayed in

the table below:

Table 16 The Number of Elective Courses Offered in the FLE program

Course Component Language Literature Linguistics
2012-2013 Fall 1 2 3
2012-2013 Spring 1+2 3 3
20013-2014 Fall 1 2 2
2013-2014 Spring 1+1 3 3

* 1+2 means 1 English proficiency course + 2 foreign language courses

Given the number of courses under each component, it is clearly seen that the
number of elective linguistics courses offered in the program outnumbered the
literature and language components. As for language courses, only a single English
course was offered under language component each semester. The other courses
were German elective courses. As seen in the table, there were no English
methodology or practicum courses under the electives offered in the program during
the period this study was conducted, which indicates that the electives did not
address the above mentioned weaknesses of the program.

In conclusion, based on the course distributions and course contents, it might
be argued that the FLE curriculum was not able to move beyond the technicist
orientation of the CoHE 2007 curriculum at least on a documentary level. Despite the
fact that linguistics and literature courses were increased, critical education courses
were not added to the program. Neither were there critical additions in the course
contents announced in the course catalogues. Still, the classroom practices in the day
to day reality of those courses will be revealed with the observation analysis in
Chapter 8.

6.5.3 The History of the FLE Program
Before the foundation of the Department of Foreign Language Education

under the Faculty of Education in 1982, there was a Department of Humanities at the
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university, which offered elective language, literature and linguistics courses along
with history, logic, philosophy and history of science to all undergraduate students,
which aimed to “enrich the general culture of the student and to increase his [sic]
intellectual capacity.” (General Catalog, 1981-1983, p.181). The Department of
Humanities also had an MA program in English Language Teaching. A great
majority of the academic staff teaching at this program were professors of literature
and linguistics. After the FLE department was founded by the CoHE, the teaching
staff working at the Department of Humanities was given the responsibility to run the
new program under the Faculty of Education.

The first FLE program was the one prepared by the Council of Higher
Education. That program had an abundance of language courses (there were 30
different English courses including 14 translation courses, 6 grammar courses, 6
composition courses, and 4 spoken English courses). It also included literature,
education and linguistics courses (See Table 17, below). However, there was only
one English language teaching course and one practice teaching course (General
Catalog, 1983-1984). As one emeritus professor (EPA) asserted, this program was
found "too poor" by the faculty and it did not last long. The department prepared a
new program the following year (1984-1985) in which the number of English
language courses was reduced (4 translation courses, 3 grammar courses, 2 reading
courses, 2 spoken English courses, 4 composition courses). English teaching
methodology courses and practicum courses were still very few (only 2 methodology
courses and 1 practicum course). The limited number of ELT methodology courses
might not come as a surprise, as the faculty educating teachers were actually
specialized in literature and linguistics. The first head of department was also a
professor of literature. One emeritus professor of literature (EPC) remembers she had
to teach practice teaching, as there was no educationalist in the department in those
years.

In the following years, the Council of Higher Education did not intervene
much in the curricula of faculties of education, and they were free to change their
programs as they wished (EPA). As Table 17 below clearly demonstrates, the
program changed almost every year between 1983 and 1999 until the intervention of

the CoHE to uniform all teacher education curricula in 1997:
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Table 17 The Distribution of Course Components in FLE Programs*

General Language ELT Education | Literature | Linguistics|Practicum
Catalog Courses Courses Courses Courses Courses | Courses
Year

1983-1984 30 1 8 12 8 1
1984-1985 15 2 8 8 6 1
1985-1987 16 2 5 18 4 1
1987-1989 21 1 5 9 4 1
1990-1992 22 1 5 9 4 1
1992-1994 24 2 5 9 2 1
1995-1997 14 3 6 8 2 1
1997-1999 14 3 6 8 2 1
1999-2001 14 6 7 8 5 3
2001-2003 14 6 7 8 5 3
2003-2005 14 6 7 8 5 3
2005-2007 14 6 7 8 5 3
2007-2009 9+3 8 7 5 5 2
2009-2011 9+3 8 7 5 5 2
2011-2013 9+3 8 7 5 5 2
2013-2015 9+3 8 7 5 5 2

* Data gathered from General Catalogs of the university between 1982 and 2015.

As most of the faculty in the department specialized in literature, there was an extra
weight in literature courses in the early programs. In the program of 1985-1987, there
were 18 literature courses in the curriculum. The first chair of department (EPA)
believed that a language was best learnt through its culture; and literature is the
greatest source for gaining access to the culture of a language. Another emeritus
professor of literature (EPD), who was among the faculty in the foundation years,
thought literature courses enabled four skills to be taught in an integrated manner.
Besides, they believed that "literature courses allow students to have a broader
worldview, as students have to think about the reasons behind the characters' acts"
(EPC). The early programs also included a large number of language courses as the
faculty aimed to provide teacher candidates with a good mastery of English in
addition to a good knowledge of English literature. The programs introduced later
decreased the number of literature courses. What stayed the same over the years was
the very limited focus on the pedagogy of teaching English until the intervention of
the CoHE in 1997. On the other hand, the linguistics courses started to increase after
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1997 though the number of those courses in the CoHE program was not as many as
that of the FLE program. This could be linked to the changing nature of the
specialization of the faculty at the department.

Despite the fact that the number of courses in the education component of the
program was increased after the CoHE program of 1997, there was a dramatic
change in the characteristics of the education courses offered in the program after
1997. As Table 18 below displays, teacher candidates were provided with a more
holistic perspective into the field of education in the early years with foundational
courses like educational sociology and curriculum and development. However, after
the curriculum renewal of 1997, these courses were removed from the program
leaving their place to classroom management. This shift from a holistic view of
education to a restricted understanding of education is indicative of the changing
roles accorded to teachers. While the earlier program included courses which would
give a deeper understanding of the student behaviors locating them in a social sphere,
the later programs omitted those courses and reduced education to a matter of
behavior management. The teachers educated in the earlier programs were also given
courses to provide them with the basic knowledge about the development of
curriculum. However, teacher candidates educated after the curriculum renewal of
1997 were not expected to have such skills as they would be provided with a
readymade curriculum top-down.

The historical survey of the FLE programs demonstrates that these programs
were implemented under the shadow of the CoHE by the faculty working at the
department. Though the relative weight of the influence of the CoHE on the
programs changed over the years, it is apparent from the fluctuation of the number of
courses in different components that the FLE programs also carried the impact of the
specialization areas of the faculty teaching at the program. When the majority of the
academic staff was composed of professors of literature, the literature component of
the program had the larger number of courses. When the linguistics professors
increased in number, so did the number of linguistics courses. However, the fate of
methodology and education courses was mostly left to the intervention of the CoHE.
Yet, there were also cuts by the FLE program in the number of these courses

suggested by the CoHE to the advantage of literature and linguistics courses.
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Table 18 The Distribution of Education Courses in FLE Programs*

Gt | b || || o || s | G || s || oo || || e
Year EdtL.Jca ay . . . \gﬂm Cou.nsel AdsTini Service

]i%%i_ + + + + + + + + - -
11998845_ + + + + + + + + - -
11998857_ + + + + + - - - - -
11998879_ + + + + + - - - - -
11999902' + + + + + - - - - -
119999%‘: + + + + + - - - - -
11999957' + + + + + + - - - -
11999976 + + + + + + - - - -
12909091_ + - + - + ++ + - - +
22000015 + - + - + ++ + - - +
22000035; + - + - + ++ + - - +
22000057_ + - + - + ++ + - - +
22000075 + - + - - + + + + +
22000191- + - + - - + + + + +
22001113' + - + - - + + + + +
22001135- + - + - - + + + + +

* Data gathered from General Catalogs of the university between 1982 and 2015. (The signs used in
the table represent the following: + one course available , ++ two courses available, - no course
available)

6.6 Summary of Document Analysis

indicated that there are conflicting messages given by various institutions influential

in teacher education. The table below will provide a summary of findings:
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Table 19 Summary of Document Analysis

Institutions Teacher Roles
CoHE 2007 Program Aims Reflective practitioner
Documents
2007 Curriculum Passive technician
National Qualifications Framework Transformative intellectual
Targets (2010)
MoNE Documents Reflective practitioner
University Documents Transformative intellectual
Faculty of Education Documents Passive technician
FLE Program Aims and Outcomes Reflective practitioner
Documents
FLE Curriculum Passive technician

As is seen from the above table, while the Council of Higher Education openly stated
that it aimed to educate "problem-solving intellectual teachers,” the Ministry of
Education defined an ideal teacher as a learning-teacher who would continuously be
involved in professional development. Though one could argue that the type of
teacher both institutions wanted to educate is a reflective teacher, the medium they
used, namely the CoHE program of 2007, to reach their aims did not have the
diversity of courses or course contents to equip teacher candidates with the necessary
knowledge base to become intellectual teachers. In fact, the documents of the CoHE
are contradicting each other because the type of a university graduate aimed to be
educated by the CoHE is not in line with the teacher type it targets or the curricula it
offers.

Similar contradictory statements could be found in the university documents,
as well. Although the university documents declared that their students and graduates
share the spirit of idealism or revolutionism and the university aims to create change
agents, the common program outcomes prepared by the university does not underline
the mission of changing the world as described in the university manifesto. The
faculty of education documents do not seem to comply with the broader goals of the

university, either, since the ideal teacher candidate is assigned a passive role in
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implementing scientific developments to their practices in these documents. In fact,
the very non-existence of a clear statement on the teachers to be educated in the
faculty of education documents seems to reveal the lack of a certain direction in the
school.

As for the Foreign Language Education program documents, they refrained
from describing a type of teacher educated in the program. Yet, the latest document
expressing the aims and outcomes of the program implied a reflective teacher who is
able to make informed decisions according to the demands of the context and who
engages in professional development. Still, it is quite unclear whether the current
composition of courses and course contents inherited from the CoHE program and
modified by the FLE program will lead teacher candidates to assume those roles.
Because the FLE program was not able to transcend the technicist orientation of the
CoHE program at least on paper, it might be difficult to reach those aims of
educating reflective practitioners.

In summary, the document analysis in this case study demonstrated that there
are conflicting messages in the documents of different institutions. Even different
documents of the same institution imply differing goals. When institutions describe
their goals, it is quite clear that they claim to educate reflective practitioners or
transformative intellectuals. However, the teacher education programs offered or
used by the same institutions do not seem to fit in very well with this aim. The
following chapter will indicate the views of student teachers, teacher educators
emeritus professors and program administrators as to the teacher roles fostered in the

FLE program.
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CHAPTER 7

INTERVIEW ANALYSIS

Having analyzed the documents for the teacher roles they convey and having
thus provided the answer of the first research question of the study, it is now
necessary to explore the participant views about the teacher roles. This chapter will
present the findings gathered from in-depth interviews with students, teacher
educators, emeritus professors and program administrators and will give an answer to

the following research question of the study:

2.a) What are student, teacher educator and program administrator views about the
teacher roles the FLE program fosters?

In this chapter, a synthesis of the responses of different groups of participants
will be provided in a thematic order so as to give the reader a grasp of viewpoints of
different parties on a particular topic. To link the history of the FLE program
presented in document analysis with the narratives of emeritus professors on how
that curricular change took place, first stories told by the emeritus professors will be
shared. Thereafter, aims of the program as perceived by the interview participants
will be surveyed to see if they match with the findings gained from the document
analysis. After that, ideas of the participants on the characteristics of the teacher
prepared in the program will be presented. Finally, the roles teacher educators

assume will be discussed.
7.1 The Story of Change in the FLE Program

Because the historical background of a program has a great influence on the
current shape that a program has taken, four emeritus professors still offering courses
in the department were consulted for their views on the evolution of the FLE
programs. As the review of documents indicated, FLE program changed many times
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in the last three decades. According to the emeritus professors, the curricular change
in the program was not systematic. In the words of an emeritus professor who has

taught in the program since its foundation (EPB):

We weren't happy with the CoHE program. If you ask me why, it is
difficult to answer that question. We didn't do anything to analyze or
correct the problems. No needs analysis or anything like that. The
department never conducted a systematic study on curriculum
development. The program was prepared according to the faculty profile.
Depending on the experience or interests of the faculty, we decided to
include a composition or a literature course. The professors of literature
wanted to have a larger number of literature courses while the professors
of linguistics tried to have as many linguistics courses as possible. We
never sat down and worked on a program to educate the ideal teacher we
had in mind, if any.

While these changes were being made, one emeritus professor (EPC) said, the
composition of the department started to change, as well. Both the student body and
the profile of the teaching staff changed. On the one hand, graduates of English
Language Teaching programs started to be hired as full-time faculty to teach at the
program. On the other hand, student profile began to become more and more
homogenous. In the early years of the program, EPD asserted, there was a
heterogeneous student body coming from different types of high schools from
various parts of Turkey as opposed to the homogenous student profile today almost
all of whom are coming from teacher training high schools. As EPC remembered, the
number of students admitted to the program was around 20 at the beginning. After
four years of operation, the number of students increased steadily. At one time, EPC
said, when the department was preparing to reduce the number of students admitted
to the undergraduate program, the CoHE increased the number of students allocated
to this department from 70 to 100 without asking for the opinions of the department
or the university administration.

In fact, the interventions of the CoHE on the program were a major issue
which emerged a couple of times during the interviews with the emeritus professors.
They frequently talked about "the pressure™ of the CoHE or how they felt "scared” of
the CoHE. EPB stated that the experience or expertise of the academic staff had no

value in the eyes of the CoHE. He remembers the last program implemented before
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the CoHE intervention in 1997 was a good one, "but it was sent to the rubbish bin."
He also stated that he found it hard to understand why the CoHE threw away those
courses like educational sociology once introduced by the Council itself. In a similar
vein, EPD noted that they never composed a mission or a vision of the department
themselves. It was always shaped by the CoHE.

The department was founded on the philosophy of the CoHE. We were
never consulted. We were excluded from the process. We just had to
implement the curriculum imposed on us top-down (EPD).

The feelings of discontent with the CoHE's manipulation of the program in the above
quotation were shared by EPC, as well, who noted that the mission of the CoHE was

to implement the policies of the governments.

The policy of the government today is to educate people who do not
think. They want to bring up a religious generation who follows orders
without thinking. That is what they want. The Council of Higher
Education is an agent of the government. These policies are not new.
That has been the case for many years. But the situation is getting worse
today. We can oppose the practices of the CoHE in a covert manner,
though. It is possible. In the past, we could not find the courage to change
the course names, so we used to change the course contents (EPC).

The physical position and status of the department of foreign language
education were not immune to the constant change in the program. While the
programs and the student profile admitted to the program changed, the status of the
program also regressed over the years, as two emeritus professors (EPC and EPD)
indicated regretfully. For one thing, as EPD indicated, the physical isolation of the

department from the rest of the campus was crucial in this process:

Students felt excluded from the university as the department moved to a
remote part of the campus too far from the library or the center. We were
given the status of a vocational higher school within the building of the
vocational higher school (EPD).

As mentioned by EPD in the above quotation, after the Faculty of Education was

founded, the department of FLE was moved from the Department of Humanities,
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which was in the very center of the campus, to the building of the Faculty of
Education constructed at a distant part of the campus. Sometime later, that building
could not meet the needs of the growing departments because the CoHE opened new
programs and increased the number of students admitted without consulting
universities. Therefore, the Faculty of Education had to look for alternatives to solve
the problem. The faculty administration learnt that vocational higher school would
move out. Thus, those departments which were willing to move out left the main
faculty building and moved to those buildings which were even further from the
centre of the campus. The department of FLE was one of those departments who
wanted to move thinking that the vocational higher school was going to leave the
building soon. However, the vocational higher school never moved out. The
department of FLE ended up at an isolated part of the campus sharing the same
building with the vocational higher school. Unfortunately, EPD said, this physical
isolation brought intellectual isolation from broader educational goals. EPD thought
that the department is perceived like a vocational higher school which trains
practitioners who do not think critically. Likewise, EPC believed the program should
educate students who think about why they take these courses and why they learn a

specific subject matter:

Students should be encouraged to think critically rather than just being
told how to teach. | am utterly serious about this. It is really sad to see
that we are training such students (EPC).

EPD and EPC were not alone in their ideas about the need to foster critical thinking
among teacher candidates. EPA and EPB also agreed. For instance, EPA mentioned
the impact of consumer society on the new generation of students who are used to
reaching everything readymade without any effort. She noted that they should be
encouraged to read and to think. On the other hand, EPB stated that our world needs
people who are able to think more than people who can speak English. Therefore, he
stressed the importance of developing critical thinking and reading skills in teacher
candidates, who should be knowledgeable on social and political issues.

The deep concern of the emeritus professors for the negative transformation

of the program from educating thoughtful teachers to training teachers who are told

199



how to teach might be indicative of the transformation of teachers educated in the
program. They thought that this is the result of the CoHE's interventions on the
faculties of education from their manipulation of the curriculum to the increase in the
number of students enrolled in the program by the CoHE. Another reason was the
changing nature of the student profile with the extra points accorded to graduates of
teacher training high schools. They also believed that the university administration
had a role to play in this transformation by physically marginalizing the department
founded by the CoHE. Another factor raised by EPA and EPB in this transformation
was the lack of agreement among the faculty on the distribution of courses across
different components of the program.

7.2 The Aims of the Program

The lack of agreement on the components of the program among the faculty
was partly because of diverse fields of specialization of the faculty (i.e. literature,
linguistics, language teaching, and teacher education). Though the program
description asserted that the multiplicity of perspectives in the program was an asset
(see Section 6.5.1), these varying viewpoints seem to have led to a lack of common
purpose in the program, which was a common theme in the interviews. One emeritus
professor (EPB) questioned the existence of a shared understanding among the

teaching staff:

| can't see a common purpose among the faculty, not even educating a
good teacher of English. What is our primary function? If you ask that
question, | don't think most people think that that's our function. The
program was made according to the profile of academic staff. Our
program was never based on a curricular study. We never designed the
program according to the ideal teacher type we had in mind (EPB)
[underlined parts uttered originally in English].

Like EPB, a novice teacher educator (TEG) expressed her concern about the situation
when asked what kind of a teacher is educated in the program:

Do you think we are thinking of that? There is no such concept in the
department. We don't sit down and ask ourselves the type of teacher we
are educating. There are courses here and there ... there is this department
... and things are going somehow ... there is no systematic order or a
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coherent body. | think this key question was never considered: What kind
of a teacher are we educating? Are we educating a teacher? | don't
know... (TEG)

This pessimistic view about the lack of direction in the program is widespread among
the program faculty. One teacher educator (TEC) believes this lack of a shared
understanding is due to the diverse backgrounds and philosophies of the teaching
staff working at the program, who are far from reaching a consensus on several
issues. She admitted that the program has a problem not having a kind of checklist on
the characteristics of the teachers to be educated in the program. Reminiscent of what
the emeritus professors said about the lack of systematic curriculum development in
the department, another teacher educator (TED) stated that the program is shaped
according to the faculty profile; it is not developed based on a mission or a
philosophy. For her, there is no room for the program to develop a philosophy
anyway, as the Council of Higher Education does not permit departments to have
one.

In fact, when they were asked a question about the mission of the program,
most of the teacher educators laughed including the program administrators to imply
there is no concrete mission of the program. Still, they tried to express the covert
target of the program as they interpreted it after hesitating for a while. One teacher
educator (TEB) first stated that there is no mission of the program and if there is, she
is not aware of that. Then she said she should not be that pessimistic, and asserted
that the mission of the program is to educate teachers. Yet, she thought the academic
staff served their own interests rather than being concerned about the aims of the
program.

As for the program administrators, rather than expressing the institutional view,
they asserted the mission of the program they thought the program had, as seen in the

quotation below:

Rather than giving an institutional response to that question, | could give
my personal opinion on the issue. Our mission is to focus on the
institutional good, which is based on quality management. As for our
philosophy of teacher education, I think we have the philosophy of
educating qualified, competent teachers equipped with necessary
knowledge, skills and competencies to work in any kind of context with
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love and passion. This philosophy is valid both for our FLE program and
the rest of the faculty of education (PA2).

As the above quote demonstrates, the program administrator (PA2) underlines the
fact that she thinks the program aims to educate professional teachers who have the
necessary knowledge base and willingness to work at diverse contexts. Yet, when
asked if all professors share this philosophy, she (PA2) responds: "Unfortunately,
not. Some faculty has different priorities. Some give more importance to their
academic studies than educating teachers." Other program administrators also

conveyed their ideas about the program goals in similar terms:

The mission of our program is to educate teachers who are able to use
their reasoning skills and creativity. They should know how to conduct
research. We would like to educate teachers who also have background
knowledge in literature and linguistics in addition to their educational
knowledge base in educational philosophy and psychology. They should
be up-to-date teachers who are competent in using technology. They
should be caring for the needs of the society, and respectful for different
ideas. They should prioritize inquiry to everything else. They should be
aware of the fact that every individual is unique and has different needs
and learning styles (PA3).

As seen in the above quote, PA3 described a creative reflective teacher who takes
into account the needs of the students and respects different ideas. In a similar vein,

PA1 made reference to a pluralistic atmosphere in the class, as seen below:

The real mission of the program is to educate teachers that are able to
teach English in the classroom setting. Most importantly, we should
educate teachers who have a sound knowledge base in teaching
methodology. Our graduates should be able to go beyond grammar
translation and have an eclectic approach. They should perceive students
as individuals and respect their autonomy. They should be student-
centered and teach learning to learn. They should respect the pluralistic
atmosphere in the classroom. They should not only teach English, but
also contribute to their students' intellectual formation. But if we only
educate intellectuals who are able to think critically and who are able to
perceive the realities of Turkey but ignore their teaching skills, it is also a
problem... First of all, they should be good teachers. If we think there is a
problem in their teaching skills, we should try to improve them.
Sometimes | try to bring these issues to the departmental meetings but |
can't get enough reaction (PAL).
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The quotations above demonstrate the ideal teacher the program administrators
would like to educate while also referring to the problems in practice. PA1 used the
word "intellectual” for the teachers to be educated and also mentioned that the
graduates should be able to direct the educational policies of the country. Though the
statement of three program administrators had many common points, they were not
identical naturally because they were expressing the goals they thought the program
had instead of stating the institutional goals. Despite the fact that the FLE program
outcomes presented above (in 6.5.1) were written collaboratively with the
participation of all teaching staff, apparently they remained on paper, but not
internalized by the program faculty. This was probably because the statement of
program aims and outcomes was prepared out of a bureaucratic necessity imposed by
the university administration top-down.

Ironically, the responses of the faculty about the program not having a clear
aim were echoed by the students. When they were asked about the mission of the
program, one student explicitly asserted that the program had no clear projection for
its purposes similar to what some emeritus professors and teacher educators
expressed. The following lines from the interview transcripts indicate the student was

able to read the confusion in the program:

| think the department has something missing in its mission. It is not
clear what they are trying to do. It is established to educate teachers of
English. So should it follow a linguistic or an educational path? If the
purpose is to educate teachers, there should be some limitation in
literature and linguistics courses. What | mean by limitation, they should
be thinking how to implement these in language teaching... But if they
think that they are not educating teachers, but doing some linguistic stuff
here, then this program is good, and could even be better ... Some
professors think we are going to be teachers. The others say "no, you
have other alternatives." We get confused ... The vision of the department
is blurred. We don't know what the department is trying to do ... I think
the program administrators should sit down and make a radical decision
about the aim of the program because the course range is neither enough
to educate teachers, nor satisfactory for linguists (S5).

When the fact that the student quoted above (S5) wanted to pursue a career in

linguistics is taken into consideration, his remarks gain more significance. Other
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students also talked about the same phenomenon, but some of them took it as an
advantage as they thought the program provided different career options to students.
The following quote displays the ideas of another student (S6) who also wanted to

have an academic career:

What strikes me as interesting in the program in general is the fact that it
is not directed towards educating teachers for public schools. It gives you
a chance to have graduate studies in other fields of study including
literature and linguistics. This is what | like best about this program when
I compare it with other programs at different universities which focus
only on educating teachers of English (S6).

Though some students like S6 quoted above took the variety of courses at the
program as an advantage for those who wanted to follow other options than
becoming a teacher, the students who wanted to become public school teachers did

not agree, as seen in the quotation below:

| believe we are oriented towards academic studies under the name of
English language teaching. | think those literature courses are too many,
perhaps because | don't like those courses. But I'm going to be a teacher
of English at a public school. What | am going to do with the knowledge
| received in literature courses in those schools? | know they are
beneficial, but only to a certain extent. It is the same for the linguistics
courses. They are not that necessary for those who would like to teach at
public schools. OK, it is important to have some knowledge in these, but
their benefit is limited (S4).

The student quoted above (among many others) believed that the program's focus on
the academic studies to the neglect of practical real-life teaching skills was a
disadvantage for those students who wanted to work at public schools. At first sight,
one might think that these students have a narrow perspective into public school
teaching because they do not seem to attribute much sense to deepening their
intellectual knowledge. However, upon close analysis, one might interpret what these
students meant to say. When S4 stated that "their benefit is limited," this student and
many other students who expressed similar views might have been prioritizing the

courses according to their needs as teacher candidates. They might have implied that
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they needed educational courses much more than a great many literature courses
because for addressing diverse needs of students at public schools, they needed a
different source of knowledge.

For some students, the academic footing of the program was an advantage to
be implemented only at university settings, as seen below:

I think the department has a thing to direct us towards becoming an
academic. We have literature and linguistics courses which we enjoy a
lot, but how can | make use of what | learn in these courses if | teach at a
state school? | believe the place where | can do justice to what | have
learnt here is the university setting being an instructor of English. When
we go teach at a public school, it is not certain how we can put what we
learn here into practice (S1 - aims to pursue graduate studies).

As seen from the above excerpts (from S4 and S1) representing many other student
voices, many students believed their studies at the program directed them to work at
higher education institutions. It is apparent from the quotations above that these
students thought they could only make use of what they learn in the program only at
such institutions. They do not believe the content of some of the highly theoretical
courses they take would help them as a public school teacher. While this might
indeed indicate a restricted understanding of public school teaching, it might also be
referring to the reality of teaching to the standardized tests at public schools.

As a matter of fact, many students stated that there were too many must
courses on literature and linguistics which presented a far too advanced knowledge
of these fields. They believed that those courses offering an advanced knowledge of
a special field of study should be offered as elective courses for those who would like
to expand their knowledge in those areas. As the following vignette shows, they were
in the view that only foundational courses should be given as must courses in

literature and linguistics:

To be honest, | think literature and linguistics courses are helpful in
developing yourself. But they could be offered as elective courses for
those who do not want to take them (S7 - aims to become a scholar).

As can be seen from the above excerpts (belonging to S1, S4 and S7), many students

agreed that a basic knowledge of literature and linguistics is crucial for their personal
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and professional development though they had conflicting ideas about the number of
linguistics and literature courses offered in the program. On the other hand, some

students perceived such courses as a privilege:

I believe what makes us different from graduates of other universities is
perhaps these courses [meaning literature and linguistics]. | always
thought these courses are unnecessary. | hated these courses until very
recently. But now | realize this is what makes me different, versatile.
There are no other teacher candidates in Turkey more qualified than us,
which makes us superior (S8 - aims to work as a private school teacher)

Reflecting the competitive culture of the time, this student (S8) as well as S2
considered themselves and their peers at the program as “superior" rather than
problematizing the fact that their privilege is at the cost of other teacher candidates'
deprivation. This remark is actually an unconscious reflection of these students'
internalization of the operation of the system assigning different roles to students
educated at different institutions. Another student (S11) expressed that they felt
lucky because there were different job prospects for the graduates of this particular
program such as becoming scholars, linguists, or translators, not restricted to
becoming teachers or instructors. This idea seems to reveal the underlying thought
patterns of these students. They are happy not being restricted to doing the profession
of teaching, which has a lower prestige in the society.

Apart from an orientation towards academic studies, most students stated the
program prepared them for private schools rather than for public schools, as seen

from the excerpts below:

I think the program pushes us towards private schools which have great
facilities. We learn how to teach with those facilities. If there is no
projector in the classroom, we don't know what to do (S9 - aims to follow
a different career other than teaching because she doesn't like teaching).

The remark of S9 above concerning their inability to teach without using technology
was shared by all student participants of the study. They emphasized that they know
what to do under ideal conditions of a private institution or a higher education

institution. They stated that they did not know how to teach if they had to teach using
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limited resources especially at public schools situated in the disadvantaged
neighborhoods, or at vocational high schools. The following vignette might give a
clue about the reasons for the gap between the program's focus on idealistic

conditions and the student teachers' concerns:

Here we are educated to teach the children of upper level families. We
assume that every student or teacher candidate has a computer or a
laptop. For the teacher, it could be difficult to prepare materials based on
technology unless she owns it herself. The school might not have
technological tools. While making lesson plans, we take into
consideration the possibility that computers might not work, but we never
assume that there is no computer (S11 - aims to work as a public school
teacher, but doesn't consider herself competent enough).

The voice of S11 is quite remarkable, as she reminds the reader the possibility of
students, student teachers or classes not having access to computer technologies. In
fact, until | heard S11's remarks, | think I had never thought about the possibility that
some student teachers enrolled in the program might have not possessed a personal
computer. This sort of unconscious assumptions about student teachers and their
possible workplaces in our minds as teacher-educators might have had a role to play
in the participants' remarks about the orientation of the program towards directing
students to work at private schools. The stated overemphasis on private schools or
highly selective public schools might also have to do with the teacher educator
profile in the department. Among the participants of the study, only one teacher
educator other than me had experience teaching at public schools, which might have
resulted in the fact that most examples we give as teacher educators come from
private schools, university settings or highly selective public schools. Yet, this
common perception of participating students might have other roots than our tacit

beliefs, as indicated by the student's comments below:

In our department, there is this notion that it is just as if all graduates of
the department will become teachers in private schools. The public
school teachers are looked down on. OK, there are many problems in
public schools, and they have limited professional knowledge when
compared to private school teachers. But we don't have to belittle them
(S10 - looks forward to working as a public school teacher).
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The perception of S10 was shared by other students. Some of them were also
unhappy about the negative attitude towards public schools. | also observed that even
student teachers themselves think that teaching at public schools is not prestigious
enough. This might also be related to public opinion about the inefficiency of state

schools and their teachers. Student 25's views are a case in point:

Even the name of the university or the views of people around us have an
impact on us. Our friends or our family ... they can't even imagine
studying here ... this affects us ... the pride of being a student here ...
These things direct us to work at private schools or higher institutions
like universities rather than in state schools. I think this does not have
anything to do with the program or the department, but it is related to the
university (S25 - aims to work at a private school).

As is seen, S25 links the situation to the expectations of the society from them, as
graduates of a highly prestigious public university. For him, it is the general order of
things which leads them to prestigious institutions instead of the program itself.

Another factor might be the fact that teachers educated at prestigious
universities would only find themselves at ease at similar prestigious schools. Some
students like S26 think that they might face resistance and exclusion at public
schools, as they will teach in a different manner:

Our methods are different. Therefore, there might be exclusion in public
schools. | studied at public schools and | know the system there. If | try
to teach in the way we learnt at this university, | will most probably be
excluded. That is why I am planning to work at a private school or
become an instructor at a higher institution, since universities have more
freedom. The graduate of this university means a free-thinking
individual. | know that | am talking like the university commercial
(laughs). | believe that is the reason why we are directed into becoming
university instructors (S26).

As the excerpts above imply, some students like S25 and S26 felt that it is the system
which led them to believe they deserve better work conditions than their peers who
seem to accept their lower positions in society. Having acquired top scores in the
university entrance exam and having been selected to one of the best universities of

the country, they are directed to believe that their place is a prestigious institution.
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This common notion among students is also stated by a program administrator (PA1)

in the following lines in relation to the mission of the university:

I don't know if our students can go and work at a remote village school
on the outskirts of a mountain. Our students are students who have
always been successful and who set high targets for themselves. Of
course, they should go and teach at those schools. But if that happens,
they may overreact or they may think that it is not fair. If we question
whether or not we teach them survival skills to go and teach at a remote
area, | don't think we do. Should we teach them those skills? It's another
big issue. That might be in conflict with the mission this university set
for itself. In fact, the mission of this university determines the career
aims our students assume. They are told that they are going to be
researchers and they are going to work at institutionalized places. So |
don't think it is realistic to say that they will be able to work at villages.
They don't even go to small towns any more. Even if they go, they just
resign after some time. It is not about language teaching, it's about their
worldviews (PAL).

As is seen from the above quote and the remarks of above quoted students, the
function given to this prestigious public university in the general division of labor
among higher education institutions seems to be to educate a qualified workforce to
be employed in the top institutions of the country. Yet, one student admitted the risks
of overestimating the prestige of the university, as is seen from the student voice

below:

Everybody knows that the logo of the university gives us an extra benefit.
We are the students of such a good university. Sometimes we don't want
to do some things that we need to do thinking that we are already
superior. But our fellows in small cities might be working harder than us.
The logo of the university is hindering us. We assume we are good

anyway (S8).

Acknowledging the risks borne by overestimating oneself, this student (S8)
recognizes the importance of an honest self-evaluation. As the quote above
demonstrates, the conscious or unconscious categorization of the university as an
prestigious one might be a trap for students to develop feelings of “superiority”
disguising the unjust system of education. Paradoxically, although private institutions

are constructed as prestigious institutions, their work conditions are usually worse
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than those at public schools. Public school teachers usually have more benefits
(lifelong job security, longer breaks, more free time, and the right to unionize) than
private school teachers. On the other hand, despite the perceived or constructed
hierarchy between higher education institutions and elementary and secondary
schools, the work conditions and salaries do not seem to be radically different for
university instructors, as long as they do not assume higher academic positions.

One other reason behind the emphasis on teaching at prestigious institutions
might be related to the fact that the profession of teaching started to be devalued
compared to the value of an instructor or an academic in the hierarchy of professions.
The following excerpt from a teacher educator's report might give a hint into this

common perception amongst students:

Some of our students have a wrong attitude like "I am a graduate of such
a prestigious university. | shouldn't become a teacher of English.” It is
about the status of the teaching profession. We need to underline the fact
that teaching is a respectable job (TEA).

In fact, some teacher educators (TEB, TEF) complained that this lack of respect for
the profession of teaching is disseminated by some staff teaching at the department,

as the following lines suggest:

| regret to say that the profession of teaching is scolded or mocked by
some professors in this department. Our students come to this department
to become teachers of English. When the profession of teaching is looked
down on, students get confused ... If you scold this profession, you
educate unhappy teachers, which would have a negative impact on their
students and on the teaching of English in general (TED).

Such belittling view of teaching the teacher educator (TED) reported above as
existent among the faculty in the program supports the view that the program does
not have a common purpose of educating teachers. Teaching seems to be regarded

not as respectful as being an academic, as another teacher educator stressed below:

In recent years, our department has an increasing focus on research. |
have heard some professors say things like "You are a graduate of this
department, and you shouldn't waste your energy on teaching English.
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You should become a linguist." Is it something bad to be a teacher?
(TEE)
As is seen from the vignettes above, the notion of a disregard for the teaching
profession seems to exist among the education faculty.

In summary, analysis of the interview data clustered around the theme of aims
of the program demonstrated that the program does not seem to have a clear mission.
The reports of interview participants showed that there is not even a common ground
on the main function of the program to educate teachers or academics, which might
have to do with the nature of the university. Working at a research university, some
faculty might be according a higher significance to educating scholars than teachers.
Students seem to get their share from the confusion of the program. Studying at a
prestigious public university, many of them hesitate to work at non-prestigious
institutions as teachers because they are well aware that they are educated to teach at
top institutions, not equipped to address the diverse needs of students at non-elite
schools. This finding is actually at odds with the aim of the program declared on the

official documents to educate teachers to work at various levels and contexts.
7.3 The Characteristics of the Teacher Educated by the FLE Program

Participants were asked to describe the characteristics of teachers educated by
the FLE program. Their answers had a rich variety, which is why the findings will be

categorized under four sub-headings.
7.3.1 An Active Reflective Teacher

When asked about the characteristics of teachers educated in the program,

many students defined an "active", "versatile” and "idealist" teacher placing the

emphasis on the language teaching methodologies they used in teaching English:

I think we are trying to destroy the myth of an English teacher who
teaches grammar in a boring way. Our instructors are teaching us how to
attract the attention of students and how to teach without forcing or
boring the students. In the micro-teachings, professors say that this might
bore the students or they may not understand it (S7).
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The statement of the above student which is shared by all participant students reveals
that the program is oriented towards educating a teacher of English who tries to
engage students to learning English in a meaningful manner. The remarks of another
student (S19) below, which were expressed by other interview participants, indicate
that a student-centered communicative way of teaching English is preferred in the
program:

While we are making lesson plans, we always try to make something
different instead of a true-false or a fill-in-the-blanks activity. We use
methods not very many people know. We try to activate students. We
have student-centered teaching and use a great deal of group and pair
work and games (S19).

The vignette above displays the distance of the program from the traditional way of
teaching English. The stress on using the target language and encouraging student
teachers' creativity in making lesson plans is revealed in the following quotation

below:

We are braver. We don't have a fear that students won't understand if we
speak English. We say they will begin to understand eventually. We like
dynamic lessons. Nobody wants to have a standard lesson (S20).

The quotation above shows that the program encourages students to prepare creative
interesting lessons, which might be interpreted as the inclination of the program to
direct student teachers to move beyond what is prescribed in textbooks by using their
creativity. In addition to encouraging students to prepare dynamic lessons, some
students reported that the program also develops their analytical thinking skills, as

seen from the excerpt below:

Our analytical skills are developed seriously. It is the same in all sorts of
courses. Our professors want us to think on everything. Free thinking,
reflecting on some things, analyzing ... these are very important for a
teacher. 1 think we will be doing the same thing, encouraging our
students to think, because this is what we have seen here (S2).
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The above statements indicate the reflective focus of the program. Another student
(S24) stated that they are directed to questioning in the program, which sets them a

model for their future career as teachers:

Rather than saying what this is, our instructors ask us why it might be
like this. So we are used to thinking the underlying reasons for
something. | think we will be leading students to think critically as well,
because this is what we have seen here (524).

Although some students like S2 and S24 noted that they are directed to think and
question and | observed in almost all classes that reflection occupied a large part of
classroom discussions and assignments, it did not find its way through focused
interviews as a concept as much as | expected, perhaps because students were not
conceptually aware of the reflection process they went through. Some students,
however, talked about their ability to solve problems as the graduates of this
university. They sensed that the university spirit equipped them with the self-
confidence to deal with challenging situations.

On the other hand, a large number of students stated the self-reflective
transformative moments they experienced in the program when they talked about
some insights they gained through assigned readings or class discussions. Some
students stated that they have changed their worldviews, especially with the help of
the literary works they read and discussed in literature courses, as the quotation

below suggests:

If we consider the literature courses, they contribute a great deal to the
personal development of students. My worldview is changing, which
might be the reason behind the existence of these courses in the program.
Before and after the literature courses, my understanding of people has
totally changed. These courses helped me see people from a different
angle. Before | came to this university, | was more religious. When |
looked at people, I used to see different things. | learnt to set people free
in my own mind (S10) [underlined parts uttered originally in English].

It is seen from the above statement that the student quoted above had transformed

some of her beliefs with the help of the literary readings. She also made the
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connection of the insights she gained with teaching. She stated that as a teacher she
would not allow LGBT students to be bullied remembering the indifference her
teachers had when she was at high school. This student (S10) was not alone reporting
such a transformation with the influence of some courses she took in the program, as

the quote below displays:

Because | come from a more conservative place, | used to think that
everybody must be like me. You think that all other ways of life would
be wrong. But now we read something about homosexuality almost in
every literary work we read or we see things about the psychology of
people, about their paralyzed conditions. This broadens your horizons
and you come to realize people do not have to be the same (S8).

In a similar vein, S8 indicated that her worldview became broadened. She also
thought that she would approach her students recognizing the differences they had
because she learnt to respect difference in this university. There were other students
who expressed similar views. S27, for instance, talked about how she learnt to think
deeply in literature courses while S28 stated he benefited a lot from literature
courses, which also had an impact on his life. Likewise, S15 stated she started to
understand literature when it was integrated with history and sociology.

Similarly, other students said they learnt to think critically in advanced reading

and writing courses, as seen from the student voice below:

Advanced reading and writing courses were like a turning point for us in
our freshman year. Those courses supported critical thinking. We had
whole class discussions and group discussions before starting to write.
We learnt to think. I didn't know much about politics or art when | came
here. If our professor talks about sex openly, it is a transformative,
revolutionary act (S2).

The student quoted above (S2) stated that the different range of topics they
encountered in the freshman reading course together with the class discussions
introduced them to a world of critical ideas. Another student (S26) reported that the
same course motivated her to do further research about the topics they read, as seen

below:
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| used to search what we read in our reading pack from different
resources. They were about the current topics in the news. You have to
think about the daily issues and form your ideas to be able to write
original ideas. Otherwise, it is copy and paste, which is disapproved in
our department. In that course, the instructor did not impose on us some
ideas. She presented an issue and we thought about that (S26).

The quote above demonstrates that some students were exposed to daily issues in the
reading courses, which encouraged them to reflect on the current issues. Some
students (S19 and S20) also indicated that education courses helped them a great deal
in understanding classroom reality and they thought there should be more education
courses in the program. Likewise, some students (such as S3, S16, S17, S33, and
S34) stated they had deep insights from some instructors in education courses. The
following excerpt is a clear description of the impact of the professor on the student
(S16):

In educational sciences, there is an instructor who is an activist. She takes
senior students to the revolution stadium on the campus to ensure the
persistence of the tradition. She finds amazing videos. She shows some
parts from movies. They are just like made for the course. When you link
them with the course, you become enlightened. It is just perfect. She
educates us as transformational leaders. She teaches us the dialogue,
communication, motivation and organization at the school setting. There
is another professor in educational sciences that had a high inner energy.
She awakened the helping person inside me and | started to think about
how to help other people (S16).

While the student quoted above was very enthusiastic about those courses, she was
highly critical of the departmental courses she took except a few. She emphasized
that she did not get much from methodology courses in terms of cognitive
development or value adding. Yet, some other students (like S7 and S10) in the focus
group interview said they never met such inspiring professors in educational courses.
S10 stated that they covered very superficial and non-academic material in those
courses. She thought the strategies taught in classroom management course floats on
the surface and they should go deeper. S31 stated similar opinions and argued that

these classroom management courses are contrived and full of superficial content.
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While S16 asserted she did not gain much from methodology courses except a
few, some students noted that they changed their perspective about language

teaching in some methodology courses, as seen from the excerpt below:

I can say that one third year methodology course was the turning point in
my education life. One of the most important things that | learnt from
that course is that we teachers have the freedom. In this course | met a lot
of different, scholars, terms, studies about ELT which | had not heard of
until that time. To confess, until that time | thought that there was
nothing worth studying academically in ELT out of ignorance. Until that
course, | was not very conscious about what kind of teacher | should be.
The consciousness | gained in this course led me to attend different
conferences in Turkey. | even presented a paper of my own with a
partner in an ELT conference. All of these things broadened my horizons.
I know that if | had not taken that course, none of these things would
have happened. Also, I believe learning more about ELT affected my
success in practice teaching and school experience courses in which we
met students in a real classroom because in contrast with other
methodology courses, it was quite realistic. Our instructor gave us
feedback about whether our lesson plans would work in a real class or
not, gave us the independence we needed and wanted us to be creative.
So, when we met real students, it was not very difficult (S10).

As the above quotation indicates, some students (such as S10, S30) changed their
views about language teaching when they met some academic reading material and
given space to demonstrate their creativity.

Returning back to the characteristics of the teacher prepared in the FLE
program, the views of a teacher educator is like a summary of what participant
students indicated above:

First of all, our student teachers are going to be the graduates of this
university. What does it mean? If they benefit from the opportunities on
campus, our graduates will have diverse interests and a relatively more
flexible worldview. They will seek their rights. There are also some
students who have restricted worldviews. | don't know whether they
undergo a radical change here, perhaps to a certain extent. As a teacher of
English, we try to educate teachers as up-to-date as possible. I think we
focus on current issues more than other faculties of education ... In
general, | think our graduates will enjoy teaching English, they will take
their profession seriously and they will be well-prepared for their lessons.
I think they will be way much better than students graduating from other
departments of foreign language education (TEE).

216



As the above quotation displays, the teacher educator (TEE) clearly expresses the
type of teacher the program tries to prepare. Though she states that the
transformation students will have depends on the students' background, she believes
every student will go through a process of change on this campus. This observation
of TEE was shared by the student teachers themselves. The larger campus
atmosphere full of diversity was influential in changing students' worldviews, as the

following lines show:

When we were in our prep year, we were moving past the stands of
LGBT almost every day. It was the first time we saw such a thing, a
group of people who stood for their identities. On the World Aids Day,
they distributed condoms, for instance. We were so surprised to see such
a thing then. Now it is quite normal. Seeing such an atmosphere changed
us a great deal. We even participated in their parade last year (S12).

Apparently, this student (S12) as well as many others learnt to respect difference by
being exposed to diverse people and activities on the campus. As a matter of fact, the
issue of LGBT emerged very frequently in the interviews probably because many
students (like S36, S13, S1) were able to overcome their prejudices about LGBT,
which is still a taboo in Turkish society, after they came to this university campus.
There were other students who also shared such views on how they learnt to respect

others, as seen from the excerpt below:

I was a judgmental person before the university. | had a great deal of
prejudice. This university opened me a new world. It broadened my
worldview. It changed my view of other people. It showed me people do
not have to be the same (S9).

Quite a lot of students talked about starting to acknowledge difference and accepting
people as they are on the university campus, as seen above. Another related theme
was having an ease at making friends from among the groups about whom they had
previous stereotypical thoughts.
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One of my friends told me she used to have stereotypical views about
those girls who wore mini-skirts or a lot of make-up. So at first she had
had a negative first impression about a classmate who likes wearing
mini-skirts... But now those two girls are best friends. She says she finds
it quite normal now. In other words, we had many taboos before we came
here. But now we respect those people whose ideas we don't share (S26).

Like S26 quoted above, most participant students (like S3, S8, S20) stated that they
learnt not to judge other viewpoints. Some students also said they realized their
stereotypical views about people from different ethnic groups after they started their

studies at this university:

When | first came to university, | had some prejudice, but then | had
many Kurdish friends. It was really nice to meet these people in terms of
overcoming prejudice (S28).

Likewise, many students (such as S31, S36, and S42) emphasized that they can sit
down and discuss any idea on this campus in a free discussion atmosphere. The
quotations above indicate the earlier prejudgmental attitude of many students against
"the other,” which is transformed with the influence of the so-called spirit of the
university. Many students strongly believed that the content of the university

manifesto (see Chapter 6.3) reflected an existing reality.
7.3.2 A Semi-Qualified Teacher

In spite of the fact that the program aims to educate "idealist" and "competent”
English teachers in participant students’ words, it is not able to reach its aims
according to quite a number of students. For S4, who is a high-achieving junior
student aiming to become a public school teacher, the program wants to create an
idealist teacher, but they are not at that level. S22, who is a low-achiever, also thinks
he is not competent enough to teach at a public school. He thinks this is not his fault
because he had to take literature courses even as electives, because he had no other

chance. S21's remarks below indicate similar opinions:

The teacher the FLE program prepares is supposed to be competent in all
fields. She is able to deal with student problems. She can use new
technology. But the program is far from realizing these aims, because
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there are five literature courses, but only one classroom management

course (S21, who is a low-achiever, does not have a clear aim).
S21 directs attention to the fact that they need more educational courses to address
the needs of public school kids. The shortage of educational courses was not the only
reason for the students' perceived weaknesses as teacher candidates, though. Many
participant students expressed their weaknesses in English, which they thought
stemmed partly from the inefficiency of freshman speaking courses, and partly from
the limited number of spoken courses in the program. Some of them also stated that
they should not expect everything from the program and they should take initiative in
improving their English. Still, a great number of participant students agreed that it
would be better if the proficiency courses in the program were taught more
effectively or the number of these courses was increased.

One senior student (S11) who wanted to be interviewed individually openly

admitted that she suffered from feelings of low self-confidence, as seen below:

As many other students in this department, | also have low self-
confidence. | am scared of making mistakes, so | don't do anything.
When 1 first came here, it was too difficult for me to see professors
speaking English all the time. | normally ask a lot of questions, but as |
had to ask questions in English, I couldn't. After some time, | couldn't
catch up. | thought of leaving the school. | started to dislike English. It
took me a long time to collect myself together. I'm going to graduate
soon, but I don't feel myself competent. | just have some grammatical
knowledge. A teacher of English not able to speak English ... I didn't do
anything to improve myself because | was sick and tired of English. To
be a good teacher, you need to read a lot of books, follow the news, etc.
It is not enough to know math to be a math teacher. You need to know a
lot about life. You need to be very knowledgeable. But | don't read. In the
past, | used to read a lot. But this university made me reluctant to read.
The courses were too heavy and too intense for me. But many of my
friends read and they attend many activities (S11).

The quotation from S11 above demonstrates the level of detachment this student
experienced from the program. She obviously had a limited spoken proficiency in
English as a freshman student and could not manage to cope with it on her own. My
personal impression from the long in-depth interview we had was that the reason

behind her failure was not only her limited English skills. Coming from a lower-class
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family and not having the cultural capital, the linguistic and cultural skills required
from university students (Bourdieu, 1983/2001), she most probably did not know
how to play "the game™ at the university setting (Grenfell & James, 1998). As
discussed in Chapter 3, as a student coming from a disadvantaged background, she
was doomed to fail. What is worse, she seemed to blame herself for her failure,
which might show that she has been exposed to a sort of “symbolic violence."

The issue of some student teachers lacking enough competence in English
was also raised by some participating students who had better spoken and written
English skills (such as S31 and S35). They complained that some of their classmates
do not work hard enough: they do not even correct their simple grammar or
pronunciation mistakes. S31 also stated that they just care for becoming a public
school teacher and do not value literature courses which would broaden their
horizons. Though these comments may have a point, these students who probably
had a higher cultural capital necessary to survive at the university setting seem not to
take into account the lack of facilities and opportunities those coming from
disadvantaged backgrounds might have had. The unconscious reaction of those
privileged students to the disadvantaged others might not come as a surprise when
one considers the ideological masking of the inequalities of the system and the
dominance of the view that one can overcome his/her disadvantaged position no
matter what.

The influence of the cultural capital on student perceptions could be seen in
the following student's comments about the homogeneous nature of the student

profile in the department:

On Thursdays we go to Spanish courses. After that, we come to the
department. So many things change from the Spanish classes to
departmental classes: the viewpoints, the aura of the place ... The mindset
of people is so different. There everybody speaks out loud, but here
people speak with a low voice, they are embarrassed. A friend of mine
said the other day that she is trying to complete her university education.
These people have the notion of getting rid of the university as soon as
possible rather than benefiting from this atmosphere and doing their best
... The notice boards of other departments are full of flyers, but we have
only academic flyers. People do not even bother to come here to
publicize their events thinking that nobody will care. But if there were
diversity here, people would start to notice things (S13).
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The excerpt taken from student 13 is a good description of the atmosphere in the
department. Situated in a remote corner of the campus, the department is mostly
isolated from the social and cultural events happening in the center. As the majority
of students is coming from small towns and raised in conservative families with
lower levels of education, there seems to be quite a number of students unsure of
themselves. Their relative lack of self-confidence might be related to their lower
cultural capital. This observation is actually validated by Aksu et al. (2010) described
in Chapter 5, which indicated that a great many of students studying at faculties of
education had limited cultural capital coming from families with low levels of
education.

The same phenomenon was described in a different manner by student 38,
who referred to the student profile in the department as "a closed passive group of
people who do not want to take risks by being open to meeting different people
outside or going after different opportunities.” Apparently, those students who were
more confident in themselves put the blame on the disadvantaged students for not
taking enough initiative and showing the courage to get out of their comfort zones.
The reason behind these students' concerns with the weaknesses of their peers in the
department was probably because they thought their peers had a negative influence
on the image of the program on the campus. One student (S31) stated that she hated
the "loser" status of the department, which was mocked by the students of different
majors on the campus. This was actually a widespread complaint among the
participant students (such as S40), who felt vulnerable to the so-called degrading
behavior of engineering students towards them. Although they were not able to
conceptualize it, the participant students seemed to be reacting to the "symbolic
violence" they faced as students of the faculty of education. Because the faculty of
education had attracted students from disadvantaged families with the bonus points
the graduates of teacher training high schools were granted at the university entrance
exams, the faculty had a "bad" image on campus, as reported by the students. This
probably stemmed from the fact that a majority of the students of education were not
good at playing "the game" as well as the students majoring in other fields. Their

way of talking, acting and clothing were different. Internalizing the dominant
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ideology of the time in which they were led to believe that everyone had equal
chances in getting ahead in life, these privileged university students were not
critically evaluating their own attitudes towards their peers.

The views of the above quoted students about the weaknesses of their peers
were also largely shared by some teacher educators, as the excerpt below indicates:

The graduates of this department have no distinguishing characteristics.
They have some proficiency in English and a limited knowledge of
methods. Yes, they accumulate some cultural background living on the
university campus and having joined a few student clubs. But in general
they are living in small worlds and looking forward to throwing
themselves into small, limited spaces when they graduate. They are
obsessed with standardized exams like KPSS [a standardized test for
teacher candidates to get teaching positions at public schools]. Some of
them are able to get admitted to master's programs. Others find positions
at private universities, which force them to improve themselves ... This
program is just like an intermediary institution for supplying teaching
degrees ... Our program does not have a lasting impact on them. The
lasting effect on our students comes from their high schools. They come
here thinking that they will speak a little English in the classroom and
that is going to be it. The main source of their ideas originates from their
secondary and high schools. We just give them a degree and send them
away. Of course they learn some new things here, but not much (TEC).

The ideas of the above quoted teacher educator (TEC) is reminiscent of the views of
Okgabol (2012) quoted earlier (Chapter 4.1.3). In fact, she was not alone in having a
pessimistic view of the graduates of the department. A program administrator (PA2)
also thought the same. For her, "It is unfortunate to see students do not improve their
English much in four years. For the last 15 years or so, | observe that the students
enrolled in our program are not open to learning, they do not ask for more.”
Apparently, these teacher educators believed that the educational background of the
students who come from Anatolian teacher training high schools was the main reason
behind the weaknesses of these students. In fact, it is actually a well-known fact that
the schooling system in Turkey does not prepare students well for university
education. Besides, it has been argued widely that teacher training high schools in

Turkey are used as a tool for training students with a restricted worldview. Yet, in the
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opinion of other teacher educators, these factors were not explanatory enough for the

failure of the student teachers, as seen below:

There is a mission of the program, but the question is: do we serve that
mission? If it is to speak good English, are we happy with our students'
level of English? Let's ask that question to the professors in this
department. I'm sure 90 % will say no. That means we couldn't achieve
our first mission. The second question: are we happy with our students’
teaching skills? I'm pretty sure about 40 % will say no. What about
linguistics or literature? We are not happy with their English, we are not
happy with their teaching. Then what are they going to teach? Everybody
should give a second thought to the question whether we are serving our
mission or not. | think the problem with this department is that everybody
serves their own interests (TEB).

In the excerpt above, the teacher educator (TEB) agrees with the earlier mentioned
opinions that teacher candidates in the program have serious problems in terms of
their language proficiency and their teaching skills. Unlike the professors quoted
above (TEC and PA2), she accuses the educators for the failure of students and she
makes a strong claim about the faculty as serving their own interests rather than
contributing to the development of the teacher candidates. Whether or not this is true,
it would not be a surprise if FLE professors were not able to dedicate enough time
and energy for the education of their students working under heavy workloads and
put under pressure to publish.

The perspective of another teacher educator (TEG) concerning the teacher the

FLE program educates is as follows:

The teacher we educate is totally a traditional one. It is not even
traditional. It is just strange. Totally depending on the student's individual
effort, she could be a good teacher. She was a good student, anyway. But
our graduate could turn into a teacher who does what is asked from them
or someone who doesn't care. There is no consistency. Things don't hold
together in the program and this is reflected onto our students. We expect
students to connect different components of the program. But they can't
do it on their own (TEG).

The remarks of TEG imply that those students who already acquired some cultural

and linguistic abilities would benefit from the program whereas those who had
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limited skills would not make the most of what the program had to offer, reminiscent
of the discussion of cultural capital above. For her, it was the teacher educators'
responsibility to help those students who were not able to make the necessary links.
Yet, she clearly asserted that she was not blaming anyone, because she said the
faculty had too much teaching load when compared to the academic staff in other
faculties. What is more, she believed the problem was so complex it did not have a
single answer.

For some students, though, the problem stemmed partly from the approach of
some teacher educators towards students. They (S10 and S31) asserted that some
professors were indifferent to students and they were not approachable. Other
students (S9, S18 and S34) claimed that some of their professors insulted them.
There were also students who directed attention to the lack of communication among

the academic staff, as seen from the following excerpt:

Professors have no ideas about what is happening in other sections or in
other courses. They always assume that some things are taught in the
other courses. We tell the instructor that we haven't seen the stages of
grammar teaching for instance, and she asks how come? (S33)

In fact, as S33 stated, the lack of consistency in different sections of a course was a
common theme in student interviews. Many students complained that they did not
learn similar things even though they took the same course stating that the quality of
the course depended on the instructor. Some of them thought "it was not fair" (S10)
while others stated "it violated the equality of opportunity” (S29). The perceived lack
of communication among the faculty and the lack of enough dialogue between the
faculty and the students could be explained with alienation (see Chapter 3.1.2).
Because of the intensification of their workload (Apple & Jungck, 1990), one might
argue, the academic staff might have become alienated to their activity (teaching),
their product (students) and their peers (colleagues).

As for the lack of resources and the quality of facilities in the department,
some students (S1, S12 and S13) were highly critical. They thought that the grey
atmosphere in the department, the lack of beautiful objects on the walls, and most

importantly the location of the department on the campus were factors that
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demotivated them. This complaint was actually common amongst education faculty
students, as shown by earlier studies (Eret, 2013; Sari, Karakus & Cuhadar, 2014).
The participant students believed that if the physical and social atmosphere of the
department were different, the learning atmosphere in the department would be
totally different. Some of them stated that they should not accept the situation as it is.
They also said that they had organized a canteen boycott for protesting the high
prices and the lack of concern for hygiene the previous year, but it had not gathered
enough response from the majority of students at the department. They thought that
the academic staff and the department administration shared the responsibility for the
conditions in the department, as expressed in the following quotation by one student
(S13):

| believe the instructors are also passive. They don't have the mentality of
asking for more. They are happy with what is at hand. They don't have
the notion that they deserve better conditions. They just take it for
granted. They came to believe that nothing will change (S13)

The outcry of students reported above affected me so deeply that our focus group
interview ended in an extended conversation as to what we could do to better the
physical and social atmosphere in the department. The end result of this conversation
was the formation of a social group consisting of students and instructors. This group
founded by the members of this focus group interview has been active for the last
one and a half years organizing social gatherings in the department discussing short
stories, poems, music videos, movies, or social theories. The group has also
organized outdoor activities such as city tours, museum visits, and parties. | also
shared these students’ demands with the department administration, which
immediately took action to adorn the department with a few plants, and pictures. We
also placed a bookshelf in the departmental hall where people can share used books.
Even though these efforts do not mean a radical change occurring in the social and
physical climate of the department, it was an introductory step partly initiated with
the influence of the in-depth interviews conducted in this study.
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7.3.3 A Single-Size Teacher

According to the interview findings so far, student teachers in the FLE
program are prepared to become active reflective teachers, but not all of them have
the necessary English language proficiency and/or teaching skills to acquire full
competence in teaching depending on their social backgrounds. Though a great
majority of student participants had indicated that they were directed to boost their
creativity in lesson planning, some students (such as S3, S6, S12) asserted that a
single, standard way of teaching was being imposed on student teachers in some
methodology courses without taking into consideration the probable needs of
students. The following lines express what some student teachers think clearly:

| find the CoHE program very dull. I think they are trying to educate
ordinary teachers. They are trying to restrict the way we teach. | should
teach it my way, | should put something into teaching from my own. It is
just like they are trying to curtail it. Everybody takes the same courses.
They are educating a calm, narrow-minded teacher. This teacher should
not go beyond certain patterns. Methods and techniques, again and again.
In fact, there are various other ways to teach something. But nothing
changes. | don't think the program has such an aim to educate
independent, creative teachers. There are some teachers and courses
aiming at that, but it is not like the whole program has such an aim (S13).

As can be seen from the above quotation, S13 acknowledged that not all courses or
teacher educators put barriers on their creativity. However, he said the program did
not have a broader goal of educating creative autonomous teachers, either. This
claimed tendency of the program to limit student teachers' creativity could be
verified by the statements of other students (S12, S15, S17), who said that they were
directed to follow a prescribed way of teaching, and they were punished if their plans
did not fit in the schema in the instructor's mind. Some of them (S7, S10, S30) also
stated that they had thought that language teaching is a restricted, boring area until
they took some methodology and practice teaching courses which allowed them to
use their creativity and see the classroom reality from a different perspective. There
were some students who went so far as to claim that methodology courses
"suffocated them" (S14) or they had "existential problems"” (S16) in those courses.

One factor influential in students' reactions could be the insistence of some teacher
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educators about the clothing style student teachers should follow in micro-teachings.
Some student teachers (S12, S13, S16) said that the success of their teaching was
reduced to the appearance and clothing of the student teacher. They thought that
receiving feedback based on one's clothing and hair style did not make sense.

For some students, micro-teachings were overused in some methodology
courses in which students spent the whole semester observing each other. One
student (S6) remarked: "You can't spend three years making lesson plans. There are
many other things to learn." Although a great many of the participant students
admitted that writing lesson plans was necessary, they were not happy with the
abundance of lesson planning in addition to the strict rules of lesson plan writing in
the program. Some students (such as S3, S16 and S17) said they had to write every
minute detail in the lesson plans. What is more, many participants believed that the
lesson plans they prepared for micro-teachings were too artificial, even utopian for
the real life atmosphere. They stated that doing micro-teachings offered little help in
developing their teaching skills because they were behaving as if they were teaching
their classmates. For them, due to the contrived atmosphere of micro-teachings, they
did not learn much. Instead of micro-teachings, they believed they should have more
chances for practice teaching. This finding is also in line with those of earlier
studies, which indicated that the gap between theory and practice should be bridged
through increased practice teaching opportunities (Enginarlar, 1997; Eret, 2013; Sari,
Karakus & Cuhadar, 2014; Seferoglu, 2006; Salli-Copur, 2008).

Another common concern of the participant students was ignoring the

classroom realities, as seen from the student voice below:

The program aims to educate a very active teacher who spends a great
deal of time and energy on the lesson plan. She will move heaven and
earth to teach during the class time. She will use every sort of material in
a 40 minute lesson. You need to address all intelligences. It is a teacher
model who works in utopian conditions. When we go to schools for
practice teaching, we see that this teacher model is not realistic, and we
try to find our own methods (S18 - aims to become a public school
teacher).

The quotation above shows that there is a mismatch between the ideal dynamic
teacher educated in the program and the realities of Turkish classrooms. Some
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students (S12 and S20) thought that the problem stemmed from the fact that micro-
teaching lesson plans were prepared for idealistic classrooms which would include a
small number of attentive, highly motivated students whereas the harsh realities of
Turkish public schools were not similar to these scenarios in their minds. Another
student teacher noted that they should get ready for the real life conditions earlier, as

seen below:

The program is oriented towards more communicative, more inductive
methods of teaching English. It is educating an idealist teacher in
language teaching. Everything must go well in the class and everything
should be as efficient as possible. This is good in terms of targeting the
best, but we need to see the reality as well. OK, we should aim for the
best, we can learn the most current methods used in the USA, but we
should get to know the classroom reality earlier not to get shocked or
disappointed. We assume that all students are like private school students
in Turkey (S6 - aims to pursue an academic career).

This remark by S6 echoes the earlier student remarks about the purpose of the
program to educate teachers for distinguished institutions discussed in this chapter
(in Section 7.2). Another revealing comment about the gap between the idealistic

teacher educated in the program and the classroom reality can be seen below:

There were such utopian things in our classes that | wanted to tell the
professor to come back to the real world. Can I implement them in
elementary schools or high schools in Turkey? It's impossible (S9 - aims
to follow a different career path).

When I first heard such comments during the interviews, my immediate reaction was
that these students were educated in a teacher-centered manner at public schools and
they were not able to imagine using communicative language teaching
methodologies at public schools. It took me a long time to understand what students
might have really meant after | got engaged in deep reflection with their transcripts.
They might have been talking about the social and economical conditions at diverse

schools of Turkey. One such remark is quoted below:

228



We stay away from what happens in real life. Yes, what we do is
appropriate in theory. But what is happening outside? What are the
socioeconomic and psychological conditions of the young people in
Turkey? In community service, | went to an isolated area and | was
shocked. It is totally different from the times we were students. Or we
weren't aware of those kinds of communities when we were students.
What we cover in methodology courses are American sources. But how
are things going to work out in Turkey? Classroom management
becomes more important in those schools. Whatever you do, your
students don't care. Lesson plan or other things are secondary. Like
Maslow's pyramid, basic needs should come first. We need to motivate
those students first. They have no aims in life. Neither work, nor school.
Just look at the difference between Science High Schools or Teacher
Training High Schools and Vocational Higher Schools. What are we
going to do at a vocational higher school? The principal of the school has
a stick in his room. This is the situation in Turkey (S5 - aims to follow an
academic career).

The last four vignettes above (belong to S18, S6, S9, and S5) among other views
stated by other students (S22) demonstrate that there might not be enough attention
on the social, economical and cultural realities of the country in the FLE program.
Students also stressed that they do not know what to do in remote towns with limited
facilities teaching students from different ethnic backgrounds. Student 12 gave an
example from a Turkish movie (fki Dil Bir Bavul [On the Way to School]) they
watched in a literature course. It is a documentary about a novice teacher's
experience of teaching at a public school in which almost all students spoke Kurdish
as their mother tongue whereas the teacher had no knowledge of Kurdish. She
questioned how the methodology courses they took would help them in such a
context. Similarly, some other students stated that they might have difficulty working

in the slums:

It is really difficult. If we work in the slums, we don't know the living
conditions of people living there, for instance. OK, we have an image in
our minds, but most probably it is a false image or it has many missing
parts. First of all, we will try to understand these people before starting to
teach English. We will discover their expectations and living conditions,
and then we may teach some things (S20 - aims to become a private
school teacher).

229



As the above lines suggest, some students developed a notion of approaching diverse
people from different settings. Actually, they frequently asserted that the program
cannot do much about the diverse situations they may find themselves in, as there are
many distinct settings and conditions in Turkey. They expect to learn how to
approach diverse groups by teaching in those conditions. They think an in-service
training would offer more help depending on the demands of the situation.

As for working at public schools with limited facilities in a remote part of
Turkey, some students especially from middle class backgrounds (S2, S26) said it
would be very hard - even painful - for them to work under such conditions, as they
are used to working with technology and enjoying the city life. On the other hand, a
great majority of students who stated they grew up in similar conditions (S4, S10,
S22, S29, and S43) indicated that they would have no difficulty. Some even stated
that they would find it easier to work in small communities where they are needed
than working at a private school setting, as people in small towns respect teachers
more than those parents sending their children to private schools.

Apart from socially and culturally diverse students, teacher candidates also
needed support in addressing students with special needs. Some students (S32, S34)
indicated that they felt traumatized when they saw the conditions of disabled students
at their special education schools as part of their community service and they did not
know how to help them or how to solve their structural problems. More than half of
the students expressed an urgent need for a course on educating students with special
needs, as seen from the quotations below:

I don't know how to approach students with special needs. We don't get
enough training on that. I know only the ways of reaching these people
via the student clubs or voluntary organizations. | didn't learn much about
this in the courses | took. But the student clubs contributed to me a lot. |
have had one such student in practice teaching year this year. As she was
not certified for special education, she has to be treated like the other
kids. The teacher ends up saying there is nothing to do. There has to be a
course. We don't know what to do. We are just approaching the student
with our instincts because we weren't educated in this (S38 - aims to
become a scholar).

The critical reflections of participant students about their lack of knowledge about

teaching students with special needs are crucial in doing justice to the needs of those
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students in need. A similar finding was found by Eret (2013), which also showed that
student teachers did not know how to address the needs of students with special
needs. The lack of attention on the education of special students is particularly
significant when the fact that English Language Teacher Competencies introduced
by the MoNE has a special item addressing this issue. (see Table 11 in Chapter 6.2).

As the above analysis shows, there seems to be a big gap between the
students' perceptions of real life and the imaginary school conditions in the minds of
teacher educators. This might be related to the disparity between the social, cultural
and educational backgrounds of students and teacher educators. While all the
participant teacher educators had previous teaching experience at prestigious
institutions and more than half of them studied at private high schools, nearly all
participant students came from public high schools. Therefore, it is only natural that
their constructions of reality are different. Still, the distance of the program from the
daily realities of public school life cannot be explained solely by the socio-economic
differences between teacher educators and student teachers. Cakiroglu and Cakiroglu
(2003) asserted that this gap stems from the fact that teacher education programs
usually focus on Western-based theories and educational materials, which are not
appropriate for the Turkish context. They maintained that the realities of the Turkish
school system were not addressed in the teacher education programs let alone the
local intellectual movements. Another factor influential in the ignorance of the real
life might be related to the nature of the technicist teacher education program, which
is based on the notion that teaching methodology is learnt in one place, it is observed
and practiced in another place and developed in a third place (Johnson, 2009). The
participant student teachers' call for more chances of practice teaching informed by
the realities of classroom life in Turkey could only be addressed by a radical
transformation of the teacher education system which would include situated
learning. If the teacher education program continues in its normative framework with
minor changes in it, it will not solve the problems of student teachers, as shown by
the earlier studies (Coskun & Daloglu, 2010; Enginarlar, 1997; Seferoglu, 2006;
Salli-Copur, 2008).

Another dimension of the program'’s detachment from the social, economical

and cultural realities of the country can be seen in some students' reports that even
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major political issues which directly affect the lives of student teachers such as police
using tear gas on university students during a political protest on campus do not find

their way through the class discussions:

We are at the university here. For four years, | don't remember having
discussed the current daily events in our country in any course - except a
few. I'm not talking about imposing ideas. We can just exchange ideas. In
our English lessons, we always have warm-up activities, for instance we
talk about the weather. We could do the same thing in higher education
institutions: instead of the weather, we can talk about what happened
throughout the week. We say the weather is fine, but in fact it is full of
tear gas. We never talk about it. There is an elementary school student
who came to school with black chador (kara ¢arsaf) last week or so. We
can talk about what we would do in such a situation in the classroom
management course. We talk about disruptive behaviors, educational
psychology, and the development of abstract thinking after the age of 11.
There is a little girl with black chador and her family. We need to talk
about that. We are totally isolated dealing only with the topic of am, is,
are (S32 - aims to become a scholar).

As seen from the above quotation, political issues, even if they are burning issues in
the daily lives of students, do not find much space in the class discussions. At least |
did not encounter any such issue in the classes I observed. This might have to do
with the mainstream understanding of education which attempts to be neutral.
Assuming that lessons should be devoid of politics, teacher educators might refrain
from bringing political issues to the classroom context. It might also stem from the
pressure on teacher educators to stay detached from politics.

The analysis of interview transcripts has shown so far that the program is
oriented towards educating active, dynamic, creative teachers to a certain extent.
Still, there seem to be some elements in the program which curtail students' creativity
prescribing them to teach in a certain manner. The reports of student teachers
indicate that while they are spending time focusing on preparing lessons for non-real
classes, they are not developing their real teaching skills addressing real-life
problems. While it may look like a contradiction in terms for students to define the
program as educating single-size teachers prescribed to teach in a certain way on the

one hand and as semi-qualified active, reflective teachers, it may be interpreted as
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two sides of the same coin. In some courses, students may be directed to adopt
passive teacher roles. In some others, they may be encouraged to be more active
enjoying their creativity. If that is the case, that shows that the program does not have

a specific orientation, as discussed earlier.
7.3.4 An Individualistic Teacher

In addition to directing attention on the program's detachment from social and
political realities of the time, some students also talked about the program focus on
the personal development of individual students, rather than any stress on the social
responsibilities of the teacher candidates. The following sequence from a focus group

interview is enlightening:

S37: In the faculty of education, there are a few student clubs visiting
disadvantaged neighborhoods to teach. But in our department, there is no
such thing or such a perception. We think we should gain some
experience, but where? Either in a private tutoring course or by giving
private lessons so that we can earn money at the same time. Apart from
that, there is not much emphasis on the transformative role of a teacher in
the society in our program. There is a great deal of emphasis on the
teacher's development of her content knowledge. When it comes to
teachers' social roles, we are a bit isolated.

S7: I have never seen a social campaign or anything like that to offer help
to disadvantaged students in our department. We are oriented more
towards personal gains. We are concerned with what we can do for our
own career, so there is not much time left for these kinds of things. Our
departmental culture does not have anything like that. It is just as if a
culture of getting a good position somewhere prestigious is imposed on
us. The examples professors give us are always like that. So we feel like
we should follow those examples.

S37: Nobody talks about a graduate who went to a village school and
formed a drama club.

The student reports quoted above indicate that student teachers are directed to having
personal gains rather than being encouraged to work for the public good. One student
teacher (S32) also said that they learnt to be selfish in this age of individualism not
caring about their social responsibilities. Let alone seeing any political content or
protests in the department, | also never saw a campaign or project organized for

disadvantaged students in the department during or after the period | collected data.
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There were, however, students working with voluntary organizations within the
scope of the community service course. There were also teacher candidates who
joined voluntary activities to work with disadvantaged students. The following lines

show participant students' experience in such work:

I was in an education club which visits boarding schools across the
country. We went to schools and gave students books and tried to
motivate them to read. We tried to raise their consciousness. We told
them we were like them and they could also be like us. You see the
change there when those students gain the habit of reading (S35 - aims to
become an instructor at the tertiary level).

The above quote illustrates the influence of such an experience on the student teacher
(S35). Another student teacher tells the story of teaching English to a kid coming
from a poor family in the following quotation:

We go to support economically disadvantaged families in our team of
volunteers. | have been to two different homes. One of the children there
was hyperactive. The teachers at school always complained about him.
So neither the mother, nor the kid wanted to go to school. | did
something different. | told him the subject matter like a story. The
following week | saw that the kid did not forget, he learnt. By using the
method of Total Physical Response, I told him to sleep, to wake up, and |
said good morning when he woke up. Then | wrote those things in his
notebook (S26 - aims to become an instructor).

As seen from the excerpt above, the student teacher gained an invaluable experience
while the student started to enjoy studying English. If more student teachers were
encouraged to take part in such projects, their perceptions about teaching could
radically change. However, in a cultural sphere in which individualism is the
dominant ideology, the focus on individualistic gains is not unexpected.

When it comes to the social responsibilities of teachers, many participant
students agreed that teachers had such a mission. They added that such a purpose
should be owned by every educated person in the society. Yet, some thought that

teachers had a better chance of raising awareness as they worked with people:
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We are actually at a position to reach people in a direct manner. A
teacher can influence 30 people all at the same time, which means that
"you need to be the change yourself" so that you can inspire people. I'm
not talking about imposing some ideologies on students, just raising their
consciousness or teaching them something useful (S31 - aims to become
an instructor at the tertiary level).

The vignette above points to the role of teachers in creating awareness on their
students. The following quotations also demonstrate how serious some teacher

candidates are about the role of a teacher for the transformation of the society:

Raising some hot issues in the classroom setting could be risky, as there
Is a covert restriction of the topics you are allowed to talk about in class.
But if you are a teacher, you need to stand against such pressures and you
should be stubborn. You are a teacher and if you don't teach some of
these issues, those students may never realize them. It is as simple as
that. There is censorship on the internet, there is censorship everywhere.
Some books are banned. If you don't give students those bits of
information, they don't have a chance to reach that. You know there was
an expression like "enlightening the darkness" in the past. Now we need
such a thing (S32 - aims to become a scholar).

The mission of teachers enlightening themselves together with their students was
shared by other students as well (S18). Yet they also realize it might be risky in a
country in which freedom of expression is restricted. One student also talked about

moving beyond the limits of the system of education as a teacher and resisting

external pressures, as seen below:

A teacher does not have to become a part of the system, you can take a
radical step and follow the path you find true. A teacher should do what
s/he thinks is true and should not be afraid of anyone (S5 - aims to pursue
an academic career).

The courage to take action expressed by the above quoted student (S5) might be
related to the university spirit. Many students stated that they graduate with the
idealistic spirit of this university having the inner strength to achieve the targets they
set for themselves. In fact, a great number of students (such as S19, S24, S31, S38)
asserted that they believed that they can handle any difficult situation considering the

amount of challenge they were able to meet as university students. Thus, they seem
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to be open to assuming leading roles. Students think that the mission of changing the
society is something they inferred themselves, since they said they never discussed
the issue of changing the world explicitly in any course. In fact, some participant
students (S5, S13, S28, and S32) stated that the transformative role of teachers was
not addressed in the program, as expressed by one student below:

I think only a few instructors have such a transformative aim. But other
than that, I don't think the program educates transformative teachers that
would change the society. The program addresses the questions of how to
be a good, modern and competent English teacher who is able to manage
the class very well. | have no criticism against that. However, many
social factors are not taken into account. For me, it would be better to
educate teachers who would direct students to think and to criticize and
who are sensitive to social differences (S28 - aims to become an
instructor at the tertiary level).

The vignette above underlines the lack of stress on social issues in the program.
Another student remarked that they can go no further than raising the students'
consciousness; they are not ready for taking action to become true transformative
intellectuals. These reports indicate that the program does not have a transformative
mission. Yet, many students talked about transformative moments they experienced
individually after they came to this university as well as a few transformative teacher
educators they had. However, the existence of these moments or people do not seem
to be enough to claim that the program educates transformative intellectuals who
would work for building a more just and equal society. When the above discussed
results of this study are considered, one would not expect a program oriented to
educate teachers to work at distinguished institutions to prepare student teachers for
challenging the system of education which created different types of schools for

members of different classes.
7.4 The Roles of Teacher Educators

When asked about the characteristics of an ideal teacher, most interview
participants indicated that there is no "ideal teacher," as it might change from person
to person. When the question was paraphrased as the characteristics of a good

teacher, participants came up with some defining characteristics. The answers
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participant program faculty gave to this question are crucial because it would lay the
ground for the conception of a teacher in their minds. Therefore, this section will
review the responses of professors who participated in the study. After that this
section will survey the roles participant teacher educators assumed themselves.

One teacher educator (TEB) indicated that good teachers respect their
profession as well as their students and parents. For her, good teachers should look
around and see everything in the environment as a teaching material. She also added
that good language teachers should have sound language proficiency. Another
teacher educator (TEA) thought that a good English teacher is a teacher who takes
her profession seriously. She should also have good content knowledge, and a good
command of English. She should also be a little bit humanistic. One other faculty
(TEC) noted that a good teacher for her is a competent person who leads students to
think critically, who will engage them in the subject matter and arouse their curiosity.
She also stated that a good teacher should look neat, tidy, and clean and smell nice.
She should speak English well and she should use her body language as well as her
verbal language. Another (TEG) said that a good teacher is a person who loves
her/his profession and who is able to make connections among different domains of
teaching: affective, cognitive and psychomotor while one other stated (TEF) the ideal

teacher in her mind is as follows:

For one thing, a good teacher is a person who works hard and loves her
job. Her students should appreciate her as a person. She should be aware
of her responsibilities. She should never be late for class. She should be
well-prepared with her materials. She should make sure she teaches
something to the student (TEF).

The ideal teacher in the minds of program faculty is significant for understanding
their conceptions of a teacher. Apparently, the academic staff's definitions of a good
teacher focus mostly on language proficiency, subject knowledge, and developing
respect for the profession. The ideal teacher described also pays attention to her
looks, and her teaching identity. She is also respectful towards the students and the
school community and is humanistic. She is able to make connections between

different domains, create materials of her own and engage students by leading them
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to think critically. One faculty (TEH) also underlined the fact that a good teacher

should be able to make decisions according to the student profile:

A good teacher is a teacher who adapts herself to the demands of the
situation and to the student profile. She should be able to make decisions
according to her student profile. She should have knowledge about her
students. She should know that every student has the capacity to learn.
She should know which positive characteristics she could pay attention
to. She should be able find some characteristics in each student she
should praise. In our culture, positive feedback is scarce. There is little
appreciation of what is good, which should be improved. A good teacher
should know this and be respectful to different ideas (TEH).

As can be seen above, the characteristics of a teacher as a decision-maker, as a
problem-solver, as a counselor and as a humanist are emphasized by TEH. Yet, the
prospects of a teacher as an intellectual, a curriculum developer, a knowledge
producer and a change agent are not among the ones that come to the teacher
educators’ minds in the first place, which indicates that the ideal teacher in their
minds is probably a competent practitioner who is able to address the needs of the
learners and the situation by following the collective wisdom of the profession. Yet,
the image of an ideal teacher in an emeritus professor's (EPB) mind is different, as

can be seen below:

Our graduates should have a good command of English. That's taken for
granted. But | also want our students to have a curiosity for language.
They should also know language teaching methodologies, educational
sociology, and educational psychology. Being a teacher comes before
being a teacher of English. Before everything else, you are a teacher. A
teacher is not only a person who just transmits the subject matter. | think
a teacher is a person who is not comfortable with the status quo. | know
that every graduate of our program will not necessarily change the whole
education system in Turkey or the world. But this notion of discontent,
which is now called critical thinking, should become a habit. A teacher
should have doubt. Deep down one becomes a teacher for that reason. |
am a teacher before | am a teacher of English. | want to change or
improve something (EPB).

As can be seen, this emeritus professor's (EPB) notion of a teacher as a person is

quite different as he constructs a teacher as a person who questions the existing order
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of things. Two other emeritus professors were of the same idea with EPB, as seen

below:

I think we should educate intellectuals who are able to understand and
interpret what they read. They should be aware of what is going on
around the world. They should be able to oppose and criticize current
practices. These are what we need most these days (EPD).

We should be educating teachers who are able to think in the real sense
of the word. They should be able to express their own opinions. They
should not be obedient individuals who would act what they are told
without questioning (EPC).

The focus of emeritus professors on educating intellectual teachers who have critical
thinking skills and who use those skills to improve the world is different from the
descriptions of many teacher educators' except for one teacher educator (TEG) who
defined her most important mission as helping students gain agency. This difference
in perceptions might be related to the generation teacher educators come from. While
the old generation of academics were educated in an atmosphere of more democratic
and academic freedom in 1960s both in Turkey and around the world, the new
generation of faculty were educated in an increasingly neoliberal world in which the
technicism became the norm, which seem to have informed their perceptions of a
good teacher.

The roles the program faculty assumes for themselves are also indicative of the
teacher education approach they have. In this dissertation, participant teacher
educators asserted diverse roles for themselves. While some gave priority to being a
role model to student teachers, others regarded stimulating self-evaluation in student
teachers and contributing to their professional identity as their most important
mission as teacher educators. On the other hand, there were also instructors who
believed their most important role was to help teacher candidates realize their own
agency.

Some participant teacher educators assumed the role of a coach to direct
students to think about their profession. One teacher educator (TED) stated that her

most important role is to develop a liking for this profession in student teachers and
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to ensure that student teachers empathize with their learners. Another (TEA) asserted
that she wants to raise student teachers’ consciousness, help them develop an
introspective perspective and let them gain a teacher identity. She wanted to guide
them in their transition from being a student teacher to becoming a teacher. She said
she directs students to question themselves and their practices as a teacher in the
post-conferences to broaden their perspectives and to make them think critically. For
her, the ultimate aim of teacher-education is to create autonomous teachers. In a
similar vein, one teacher educator (TEB) thought that the most important goal of a
teacher educator is to make sure student teachers question themselves after a lesson
about what went well and what went wrong. She also added that she should be able
to give suggestions to the student teacher based on her experience, as student
teachers are very much in need of those suggestions. For her, a teacher educator must
have teaching experience at a primary or secondary institution to be able to educate
prospective teachers. While she thought that one part of her job was to lead students
to reflect on their practice, she also believed that another equally important part was
to work as a role-model giving suggestions.

Though the role of a facilitator was on the forefront in some participant
teacher-educators' responses, some others underlined their roles as a role-model. One
faculty (TEC) said that she wanted to be a good role-model with her stance,
appearance and manners. She noted that she danced and moved around the class just
to be a model to the students. Another instructor (TEF) agreed with TEC, as she said
she tried to wear her most proper clothes when she taught teacher candidates. For
her, a teacher educator should be an expert in her field. She should have a vast
knowledge and the openness to fill the gaps in her knowledge. She should also know
the students, the real classroom setting, and English very well. One other faculty
member (TEE) also believed a teacher educator is a good model and a good teacher,

as can be seen in her voice below:

For one thing, a teacher educator is a good model and a good teacher.
You need to pay attention to every minute detail, to your clothes and to
timing. You should start and finish on time. You should be a good
person. Those of us who teach these courses should like this profession
and should not regard these methodology or practice teaching courses as
a burden. Besides, a teacher educator should be constructive, not
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someone too strict. She should be flexible and be able to listen. She
should not be mean in appreciation. It is so easy to criticize and focus on
the weak points. Feedback is crucial. If you listen to the students, they
are already aware of their weak sides. A good communication with
students and being patient are two important parts of teaching (TEE).

As can be seen, this teacher educator emphasized having good communication skills.
While these roles teacher educators assumed based on teaching technical knowledge
or developing professional skills/identity were emphasized, the notion of a teacher
educator developing a critical consciousness in students did not appear as much in
teacher educators' responses. One professor (TEG) believed her most important
mission is to help students perceive themselves as individuals who can express
themselves by being active. She thought she should encourage students to believe in

themselves and in their ability to make a difference, as seen in the quotation below:

I have never seen a group of people so hopeless of their own futures. |
really feel sad about this. Most of them come from small towns and they
have grown up under pressure. They feel so insecure. We don't know
what is happening in their lives. They come to university having been
ruined by the university exam. We need to think about what we can do
for them. Some professors seem to have given up on them. If you think
that these students are not good enough, nothing happens. Life ends
there. Students feel this attitude and they are so fragile. They are here to
learn. All of them are different. Each semester. No one is stable. People
may change even in one class time let alone four years they spend here.
When they come here, they are people who have just stepped out of their
hometowns. When they graduate, they have spent four years in a big city.
We have an important mission to make them question themselves about
who they are, what they want to do. We need to give them agency; we
need to help them develop their confidence. This is on top of everything
else (TEG).

While the above quoted teacher educator deemed her mission as boosting students'
confidence and helping them realize their own agency, some other program faculty
had different ideas about their missions. While some (TED and TEF) stated that they
did not have big missions in education, others (TEA, TEB and TEH) asserted it is to
educate autonomous professionals who respect their profession. There were also
other professors (TEB and TEE) who expressed that the mission of a teacher
educator is grander than teaching the subject matter.
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One instructor (TED) who asserted that she didn't have any grand mission for
herself in education said that the central focus in her life was her profession. While
talking about her teaching philosophy, she pointed out that she wanted her students
to respect her as a teacher. She also wanted them to know that she could listen to
them. She also added:

They should also be aware of the fact that | will have the final word so
that they learn to respect authority and management. This does not mean
that they will not question, they may question. (TED)

The notion behind this statement seems actually to be indicative of the how respect
for authority is usually considered as a value to be taught to future generations.
Another faculty member (TEF) considered her mission as educating teachers who are
honest and who have morals. One other teacher educator (TEB) stated that her
mission is to serve the country by contributing to the young generation of her country
so that they become more open-minded, democratic and respectful to diversity in
society. However, she did not think that this is something teachable. For her, you can
only be a role model to your students in this respect.

Another professor (TEC) stated that she did not believe she had a mission to
transform her students, because she thought she already had enough missions in life
and she would not take any more. She maintained that she couldn't transform them,
anyway. She said that she used to talk about political issues in the past, especially
when she was abroad. But now she does not talk about politics in the classroom, but

she is not happy about that. Her voice below is quite revealing:

I don’t think my students will understand. Actually, I am quite sure they
will be against my political opinions. Anyway, | know that they do not
even have a clue about most political matters. Some of them will be
totally disturbed by my ideas and the others will look at me with
suspicion. So I say to myself “Why bother?” or “Why get into trouble?”
Still, sometimes I can’t help saying “What are we going to do with this
government?” and things like that in the class. You know, the big brother
is watching us everywhere. Sometimes | raise issues like abortion or
death penalty in my reading classes and | tell my own opinion. But |
never ask if Kurdish should be an official language except for my PhD
courses. | do not ask what they think about the governmental policies,
because | can predict their responses. Some are too conservative, some
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are pro-government party, and some are indifferent. Most probably there
are four or five students who are able to think critically in our classes.
And | say to myself “Let them think on their own” (TEC) [underlined
parts uttered originally in English].

When asked about the possible reasons behind her avoidance of political issues, she
said she didn't feel like she had the freedom of speech except among her own circle
of family and friends and she preferred to adopt a neutral stance at school. She made
it clear that it is not actually what she preferred. However, she added, she had a
family to support, she worked at a public university and she was a full-time
professor, which she could not risk in the politically hostile environment in Turkey.
In terms of professional development, she believed she was able to create a change in
her students, but she did not think that she was able to succeed in educating open-
minded, modern individuals. In her opinion, it was not possible to transform the
undergraduate students enrolled in this program whatever you do, as they got used to

being lazy in the Anatolian Teacher Training High Schools they graduated from:

These students have a scarcity of knowledge, cultural background and
understanding. They are not open to developing themselves, and this
bothers me a lot. Their English is terrible and they do not show any effort
to improve it. They are so lazy. We are in a desperate situation. Whatever
we do, we can't do much with this group of students. We lose half of
them before they come here. So | think neither their English, nor their
viewpoints will get any better. The spirit of this university does not hold
true for our students any more. (TEC).

As the above lines indicate, TEC was not happy with this student profile and she felt
a bit burnt-out. She did not want to build a close relationship with these students and
she openly asserted that she did not make any effort to do that. As she had no hopes,
she did not engage in any effort to transform them. In contrast, one other instructor
(TEA) believed that teacher educators should believe in the potential of the student
teachers and encourage them to develop themselves no matter how limited their

background knowledge is. She noted:

Otherwise, you lose that student and they stop trying. But if the teacher
candidate sees that you trust him/her, she makes an effort. They should
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feel that they can do it. It is really important for them. Their ego is very
fragile (TEA)

For her, the most important thing a teacher does is to show that she is genuinely
interested in her students and she values their opinions. She deems it important to
direct students to question their strengths and weaknesses as a teacher, as we live in a
culture where the weaknesses are hidden and people are not used to thinking

critically:

Some of us are able to think critically without any guidance, but some of
us need more guidance in this process. First, students need to learn to
question themselves and then they should make an action plan to solve
their problems or to compensate for their weaknesses. In this process, |
try to give continuous feedback and | work as a coach. It is a time-
investment, but | strongly believe it is a worthwhile effort (TEA).

Maintaining a close relationship with students and guiding them as a coach is
significant for TEA. Another faculty member (TEE) also thinks that a teacher's or a
teacher educator's most important responsibility is to approach a student gently so
that you are able to change their behaviors or viewpoints and help them question
themselves. A teacher needs to work as a guide, as a consultant, and even as a
therapist at times for her (TEE).

As can be seen from the above discussion, participant program faculty defined
differing roles for themselves. While some believed that they are role-models, others
asserted that they are guides or facilitators for teacher candidates. Some professors
did not think they have any other missions than preparing good quality teachers
whereas a few others noted that educating teacher candidates to develop self-
confidence and to respect others are more important than pedagogical content
knowledge. Still, the theme of educating students or student teachers with critical
consciousness was not a dominant theme in the teacher educator interviews except
for those with the emeritus professors, which might reveal that the aim of the World
Bank project for transforming teacher education in Turkey was achieved to a great
extent. As described in Grossman et al. (2007), the new generation of teacher
educators became "products of a totally different approach to teacher education in

Turkey" which "change[d] the hearts and minds of teacher educators™ (p. 139). In a
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teacher education system where teacher educators are mostly far from setting
transformative goals for themselves, it does not seem likely to encourage teacher
candidates to assume such roles. From the constructions of teacher educators, the
teacher role in their minds seems to range from passive technicians to reflective
practitioners. While the emeritus professors described transformative aims as
educators for themselves, only one teacher educator (TEG) asserted her mission was
to work for the empowerment of teacher candidates. Some teacher educators also felt
social responsibility (TEB, TEC and TEE), but they did not believe that they could
do much to transform teacher candidates.

7.5 Summary of Interview Analysis

The analysis of interview findings indicates that the FLE program does not
seem to have a clear target for preparing teachers in practice. As the participant
reports show, it is not even clear if the FLE teacher education program prepares
teachers. For a great majority of students, the FLE program is designed to prepare
researchers or instructors to work at higher education institutions. Even if the
program educates teachers, participants asserted, these teachers are prepared to work
at technologically equipped private schools or the highly selective public schools.
The student participants stated that they are not prepared to teach at schools with
limited resources. They also added that they do not know how to approach students
coming from culturally and socially diverse backgrounds or students with special
needs.

When it comes to the characteristics of teachers educated in the FLE program,
they are educated to become active reflective teachers. Yet, they do not feel
competent enough to achieve that aim. For some participants, the program prepares
standardized teachers who would only implement what they are told. This teacher is
directed to care for personal career gains rather than thinking about the public good,
reflecting the dominant individualistic culture of our times. The program does not
seem to have a transformative mission. Even though the participant students are
aware of the fact that they have social responsibilities, they admit that they do not

feel ready to take action except for raising their students' consciousness.

245



When the interview findings are interpreted according to Kumaravadivelu's
(2003) categorization of teacher roles, it is not possible to say that the teacher type
prepared in the FLE program fits in well within a single category, which might be a
natural consequence of the lack of a specific mission in the program. While the
technicist nature of the program introduced by the CoHE seems to produce single-
size individualistic technician English teachers, the tendency of some teacher
educators to direct students to think critically implies teachers are encouraged to
become reflective teachers. However, the lack of competence and confidence on the
part of the teacher candidates shows that teacher candidates might not be developing
the necessary educational understanding or teaching practice in the program. Though
students were able to transform some of their presuppositions with the help of their
coursework and the atmosphere of diversity and tolerance at the university campus,
they do not seem to have a larger aim for becoming agents of social transformation.

In summary, the analysis of the interview data demonstrated that the FLE
program does not have a specific focus. Teacher candidates are at times prescribed to
act within a limited framework and they are at times encouraged to show creativity.
Therefore, based on interview findings, it is possible to argue that the program

oscillates between educating passive technicians and reflective practitioners.
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CHAPTER 8

OBSERVATION ANALYSIS

This dissertation study exploring teacher roles in a pre-service foreign
language teacher education program used document reviews, interviews and
classroom observations. After presenting the findings of document and interview
analyses, it is now necessary to analyze the field notes taken during the classroom
observations. This chapter will provide an answer to the following research question
of the study:

2.b) What teacher roles are fostered in methodology and school-based practicum
components of the FLE program?

In this chapter, the findings of classroom observations carried out for four
semesters between September 2012 and June 2014 will be presented. All courses in
the methodology and school based practicum components of the program were
observed for seven to ten weeks except for Teaching Language Skills course | was
offering in the program. For that course, | wrote my self-observations. For ease of
analysis, methodology courses were separated into foundational methodology
courses, which lay the background for language teaching, and specialized
methodology courses, which provide further information based on that background
knowledge. Table 20 below demonstrates how courses were categorized.

To prevent revealing the identities of the teacher educators teaching those
courses, each course will be given a code name in this study. Courses under
Foundational Methodology Courses will be referred to with the initials of this
category: FMC1, FMC2, etc. while Specialized Methodology Courses will be called
SMC1, SMC2, etc. Practicum courses will be named PC1, and PC2. Numbers given
to the courses will be random not following the order of the courses offered in the

program.
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Table 20 Categorization of Observed Courses

Foundational Methodology

Specialized Methodology

School-based Practicum

Courses Courses Courses
Instructional Principles and | Teaching English to Young School Experience
Methods Learners

Approaches to ELT

Materials Adaptation and
Development

Practice Teaching

ELT Methodology |

English Language Testing &

Evaluation

ELT Methodology Il

Teaching Language Skills

For the analysis of observations, first field notes were read and the significant
points for teacher roles were underlined. In the second reading, the field notes for
each course were read closely and common patterns in different lessons of the same
course were noted. After that, a basic general description of the course was written.
In the third reading, the field notes were reread to check if the description made
sense. To give a thick description of the course, classroom artifacts collected in each
course were reviewed. The course outline was consulted for the course syllabus and
the course description. After the basic features of each course was written, each
course was reviewed to see the implicit or explicit messages the course conveyed in
terms of teacher roles. The analysis of these course descriptions were made
according to the teacher education models described in Chapter 4. The teacher
education approach followed in the methodology and practicum courses naturally
implied the teacher roles fostered in different courses explicitly or implicitly. To
remind the reader of the characteristics of these models of teacher education, a
comparison table of teacher models is presented below in Table 21.

As the course descriptions below reveal, there was not direct reference to
teacher roles in many of the courses. However, it was possible to make inferences
about the dominant teacher education model followed in each course (see Chapter
4.1) based on the course contents, interaction patterns and classroom discussions. For
one thing, the attitude of teacher educators towards students was indicative of the
teacher education models they adopt. For instance, if the teacher educators
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concentrate more on teacher candidates' weaknesses rather than acknowledging their
prior knowledge and experience, one might think they might be following a
technicist education model (see Table 21 below). If they try to build their lessons on
the student teachers' prior experience and they attempt to direct students to reflect on
their own values, beliefs and assumptions, they might be following a more reflective
approach. Teacher educators who adopt a critical perspective might, however, try to
show their students’ the impact of the dominant ideology on their self-perceptions.
On the other hand, the fact that the course contents focus only on the techniques of
teaching might reveal a technicist orientation while a more balanced approach
towards the teaching procedures and focusing on the need for thoughtful action in
teaching practice might suggest a more reflective orientation. A focus of attention on
the overall purposes of education and the need to see the classroom microcosm from
a macro perspective may reveal a critical attitude towards teacher education.
Similarly, a course centered on discrete skills and techniques and another
incorporating skills and techniques with concepts, attitudes and emotions might
indicate different teacher education approaches (technicist and reflective
respectively) whereas a critical syllabus might include critical issues in addition to
those mentioned above. Though it is not my purpose to evaluate each course or
teacher educator in the light of these teacher education models, it is still necessary to
give as much detail as possible about each course so that the major patterns of
teacher education could be deduced.

Having found out from the document analysis (Chapter 6) that the FLE
program is squeezed into a technicist program despite the modifications made by the
program faculty, one might question the plausibility of an alternative teacher
education model to be followed in a technicist teacher education program. Being
obliged to teach the courses in the FLE program, teacher educators may not be able
to move beyond the prescribed course contents or they may only have a restricted
space to follow an alternative teacher education model. Though this might be true,
teacher educators might still be moving beyond the technicist teacher education
model and incorporate reflective or transformative teacher education practices in
their courses. Therefore, to understand the classroom practices, it was crucial to

conduct classroom observations.

249



Table 21 Summary of Teacher Education Models

Technicist

Reflective

Critical

Teacher Roles

Teachers are seen as
technicians to be
controlled. They work
for achieving the ends
determined by others
with the means
provided by others in
ways prescribed by
others. Hodkinson
(2011)

Teachers are seen as
professionals who make
spontaneous decisions
in their classrooms in
line with the needs of
their students. Teachers
decide the ends and
means of their teaching

Teachers are seen as
transformative
intellectuals, who are
change agents and critical
intellectuals. They should
think about or question
the basic concepts of the
system in which they
work, the curriculum they
teach, or the teaching
methods they apply.

Good teaching

Equal to the use of a
technique; for
learning to occur, the
teacher has to use
"the right" method of
teaching.

The thinking and
creative problem-
solving process of a
teacher cannot be
formulated as rules and
procedures to be
followed by other
teachers.

The complexity of
teaching cannot be
reduced to a set of
procedures. Content is
more important than the
procedure of teaching

Focus of attention

How to teach is more
important than the
purpose of teaching

Not sufficient to teach
effective practices to
teacher candidates,
they also need to learn
thoughtful action in
their teaching practices
S0 as not to be swept by
routine mechanic
action. Dewey
(1933/1997)

Democracy and critical
citizenship should be
central to the purpose of
education. Student
teachers should be able
see the microcosm of their
classroom from a macro
perspective (Pennycook,
1994).

View of teacher

Student teachers

Student teachers’ prior

The dominant ideologies

candidates come to teacher experience as students, affecting the lives of
education programs their beliefs, values and | teacher educators, teacher
with some assumptions play a candidates and their
deficiencies in crucial role in addition students should be
language proficiency | to received knowledge revealed.
or content knowledge | (Johnson, 2009;
(Richards, 1989) . Wallace, 1991).

Content Discrete skills and Not limited to Student teachers should

knowledge techniques to be skills/techniques; it also | have an awareness of the

mastered (Freeman,
1989) and it is
believed that if
trainee teachers learn
those skills, they will
be effective teachers

includes concepts,
attitudes and emotions;
students are asked to
write reflective pieces
on their values and
beliefs (Richards,
1989).

complexities of
educational practice and
an understanding of and
commitment to a socially
just, democratic notion of
schooling
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Table 21 (continued)

Technicist

Reflective

Critical

View of teacher
training

To expand the
teacher's repertoire of
tasks and to improve
the effectiveness with
which tasks are used
(Richards, 1989)

Student teachers are
continually involved in
activities to reflect on
their own teaching and
their roles as teachers.
(Richards, 1989).

Critical teacher education
allows students to
examine their own beliefs
about class, ethnicity and
gender roles, and
reconstruct the role of
schooling through
theoretical content and
discussions.

Tasks used for
teacher training

Modeling, imitating,
practice

Student teachers should
be given some tasks to
explore their own
learning by questioning
their own assumptions
and comparing theory
with their experience

Through dialogue and co-
construction, student
teachers learn to examine
their own values and
beliefs in addition to
racism and privilege by
reading, writing and
discussing
autobiographies, films,
case studies and doing
action research (Zeichner
& Flessner, 2009).

View of teaching
practice

Practicum comes after
theory to give student
teachers the
opportunity to
practice the
techniques prescribed
by the professional
experts

Practice is at the center
of the program not
delayed until students
are given enough
content knowledge
Reflective teaching is
learnt by doing and
coaching (Adler, 1990).
Video-recording,
reflective journals,
action research,
narratives,
autobiographies,
support groups and peer
coaching

It assigns a central
position to situated
instruction; i.e. field
experiences student
teachers acquire in
schools and communities
(Zeichner & Flessner,
2009).

Role of teacher
educators

Expert, as a model
teacher, and as the
source of new ideas
and information. His
or her primary
functions are to
provide ideas and
suggestions, to solve
problems, and to
intervene and point
out better ways of
doing things
(Richards, 1989; p.
3).

Work as coaches and
help student teachers
deal with situations for
which there are no
suggested solutions.

They aim at culturally
responsive teaching; i.e.
appreciating diversity and
working as an activist to
overcome all sorts of
injustices. They build a
collaborative atmosphere
in which both students
and the teacher educators
learn collaboratively in
dialogue.
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In the discussion below, courses in each category will be described in detail
first. Thereafter, each category will be analyzed for the common patterns and
emerging themes so as to reach an understanding of the dominant teacher education
perspective in each category of courses. Finally, the general teacher education

approach followed in methodology and practicum courses will be discussed.
8.1 Foundational Methodology Courses

There are five methodology courses in this course component. These courses
give student teachers some theoretical and historical background of language
teaching as well as some practical hints to teach different skills and language areas in
foreign language teaching. The discussion below will give a detailed description of
each course to give the reader an in-depth understanding of the classroom reality.

FMCL1 is an introductory course for language teaching methodologies. The
course gives a historical survey of language teaching and intends "to raise awareness
about the connection of ELT with theories of psychology, educational sciences,
linguistics and sociology"” according to the course outline. It also aims to help
students "develop a critical understanding of the approaches, methods and techniques
in ELT." During my observations for ten weeks | saw that the teacher educator
(TEC) constantly made those links with the theories of related fields while lecturing
on the underlying concepts of language teaching methodologies. She also engaged
students in associating the concepts of language teaching with their own experiences
in learning languages. Students were given voice in telling their own experiences of
learning languages and the teacher educator was able to build the course content on
those experiences of student teachers. She also encouraged student teachers to think
about the strengths and weaknesses of each method. She asked them critical
questions to make them think about the use of these methodologies in real life
settings. She always emphasized the context-bound nature of language teaching. She
frequently underlined the fact that the approach followed in a language teaching
course depends on the proficiency level, age, cultural background, class size and
even the physical conditions of the classroom.
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The FMC1 content included the methods of language teaching as well as the
post-method. Even though the CoHE 2007 course description did not refer to post-
method, | saw that the post-method era was included in the course outline. Despite
the fact that the course content included different methodologies each prescribing
how to teach regardless of the realities of the classroom context, the teacher educator
offering the course always directed attention to taking the realities of situation at
hand into consideration while choosing a method to teach English. She also gave
students different situations in the take-home final exam and asked students to come
up with their own eclectic methods to address the needs of the learners in that
situation. Students were also supposed to prepare a lesson plan and to justify their
decisions.

As for the general characteristics of the FMC1, it was well-organized. Each
class started with the revision of the previous week's lecture and the teacher educator
summarized the most important characteristics of each approach or method. After the
break, a group of students took over and they introduced a new method by describing
its basic tenets. After the theoretical overview of the method, a student gave a demo
lesson based on the method of the week. The students were encouraged to give demo
lessons using a different language they spoke or an artificial language they created.
Because there were four or five international students in class, each one was assigned
to a different group so that they teach their own mother tongue by using the method
in question. After each demo was over, the class discussed how they felt trying to
learn the foreign language taught using a specific method.

The teacher educator (TEC) was mostly in the center during the lectures and
students were sitting in rows listening to the lecture and participating actively when
asked about their experiences. Though students were mostly attentive for an early
morning class, sometimes | felt that they were kind of lost trying to understand a load
of information on language teaching theory they were meeting for the first time.
During the student demos, the teacher educator sat at the back of the classroom and
students were more active. The interaction between students and the teacher educator
was warm and friendly in general except for a few times when the teacher educator
was not happy with a few disruptive students. The teacher educator was cheerful,

energetic and dynamic making jokes and telling anecdotes of her own experience to
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make the content matter more meaningful to students. She was strict about late-
comers asking them not to interrupt the flow of lesson.

As for the teacher roles fostered in FMC1, there was no explicit reference to
the roles student teachers should assume other than the different roles teachers would
assume when they used different teaching methodologies (such as being a conductor
in audio-lingual method, a counselor in community language learning or a facilitator
in communicative language teaching). Although the course by nature included the
techniques of language teaching, it did not have a prescriptive approach to language
teaching. Students were directed to be critical towards methods and to evaluate their
use according to the demands of the situation. The course (FMC1) did not include
any reflective writing on methods or on video-recordings of classroom
implementations, but students were led to think of different dimensions of using each
and every method during class discussions.

FMC2 is a course which focuses on how to teach specific language skills
aiming to familiarize students with "the basic techniques of presentation and a
variety of exercises and tasks to reinforce and practice what has been presented"”
according to the course outline. The course started with the teacher educator's
introductory lectures and demonstrations on teaching a specific skill area such as
listening or speaking. After two weeks of theoretical discussions and practical
demonstrations by the teacher educator (TEE), student groups prepared mini lessons
and demonstrated them to their classmates for two weeks. After four weeks spent on
a specific skill, there came a similar pattern of the teacher educator introducing and
demonstrating the new skill area followed by micro-teachings by students. During
the lectures, the teacher educator was in the center of the U-shaped classroom. When
students were giving demo lessons, she sat among students.

Similar to all other courses, in FMC2, students were expected to come to
class having read the assigned material. When the teacher educator introduced the
course content by lecturing, she was in close interaction with students asking them to
discuss a particular issue in pairs or groups and reporting it to the whole class. She
always gave vivid examples about the course material relating it to her own
experience. She also asked students to share their earlier language learning

experiences at times. It was another early morning course, and students were a bit
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reluctant to speak. Still, the teacher educator used songs or videos to cheer them up.
Following the professional practice in the field of English language teaching,
students were taught the stages of teaching skills and they were expected to follow
that staging pattern in their model lessons. Yet, the teacher educator clearly stated
she expected student teachers to create colorful, meaningful and interesting lesson
plans. She always underscored the fact that they should teach everything in context
in a way that would make sense to their students. She also advised student teachers to
find a way into their students' worlds.

The teacher educator (TEE) was totally understanding and encouraging
towards the students despite the fact that she had some strict rules stated on the
FMC2 course outline such as attendance, punctuality, participation, etc: she did not
allow students to eat snacks or to chew gum during class time. However, she was
very tolerant towards students' mistakes in demonstrations. She stressed that it was
OK to make mistakes and they were there to learn from each other. She also told the
story of her first micro-teaching experience when she was a student teacher. She also
directed attention to the fact that there is always room for constant improvement, as it
Is not possible to be perfect. After each micro-teaching session, the teacher educator
(TEE) would ask the student teacher who gave the lesson to pull up a chair and sit
down. Then she immediately asked what the student teacher taught about her own
performance. She encouraged students to talk about their strengths and weaknesses
in the micro-teaching. If students were not able to come up with an answer, she
would ask them further questions gently so that they were able to self-evaluate. She
also asked the class what they thought about the performance of their peers. After
hearing students’ comments, the teacher educator addressed some crucial points
about teaching such as transitions, wait time, giving instructions, board use,
elicitation, warm-up, using discourse markers, etc. As for the L1 usage, she was not
happy when student teachers uttered the Turkish equivalent of any word. She
suggested teachers should not be the one who give the Turkish version.

Despite the limited focus area of the FMC2 course, the teacher educator
included an assigned reading covering the spread of English, world Englishes,
native-speaker norms, etc. in the second week of the term. During the class time, the

teacher educator (TEE) focused on some major issues such as English as a Lingua
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Franca, English as an international language and intelligibility. Although it was not a
thorough coverage of the area, it introduced students to some of the current issues of
the English language teaching. She also referred to some of those issues later in the
semester when the need arose. Apart from micro-teachings, mid-term and final
examinations, students were also required to prepare a portfolio. They were asked to
read at least one article on each skill and write a critical review on it. The teacher
educator advised students to survey the English Language Teaching Forum journal
and find some relevant articles from it, which showed that students were led to
broaden their knowledgebase by doing some extra research not staying limited within
the boundaries of their textbooks. There was no reflective writing among the course
requirements other than the article review, but during the class discussions students
were asked to reflect on their own teaching or their friends' performance. As for the
teacher roles, there was no explicit reference to teacher roles student teachers should
assume in the classes | observed.

FMC3 is another methodology course focusing on teaching language skills.
The skill areas that are covered in FMC3 are different from those covered in FMC2.
The course aims "to equip the students with the theory and the implementation of
theory in teaching skills in various EFL settings to a variety of student profiles"
according to the course outline. Similar to FMC2, this course also included two
consecutive weeks of teacher input including the steps of teaching and teacher
demonstrations followed by student micro-teachings for three to four weeks. After
the first cycle of micro-teachings, the teacher educator (TED) gave further input on
another skill area and the micro-teachings continued for three more weeks. A
different dimension of this course was the video-recordings of each micro-teaching
session. The teacher educator video-recorded the micro-teachings herself and gave
students the recordings on a flash drive so that they can watch themselves and write a
self-reflection on their own performance from a distant perspective.

In FMC3, the class size was so large (about 40 students) that student micro-
teachings conducted in pairs occupied almost the whole semester. The teacher
educator was also concerned about the class size at the beginning of the semester, but
she said she actually liked larger classes to share more. She emphasized the fact that

they will learn from each other. She added that people learn to teach by doing and by
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making mistakes. So it was normal if they made mistakes. The teacher educator was
in the center while lecturing, but during the micro-teachings she sat by the wall and
arranged the video-recording. She also took notes while observing students. After
each micro-teaching session, the teacher educator came on stage and asked students'
opinions on the performance of student teachers. After hearing the comments of
students, she also added some other points from her notes about transitions, timing,
lesson planning, staging, etc. She often warned students about the difference between
a presentation and teaching because some student teachers were not interacting with
the class while teaching. She was always encouraging in her feedback and at times
praised some student teachers as they would make perfect teachers. She was warm,
friendly and nice mostly except for a few times when student teachers started to chat
among each other while they were supposed to observe their classmates. In fact,
student teachers were mostly attentive, but | observed that sometimes they were
bored of observing classmates for three hours and started chatting.

As for the course content (FMC3), it was based on the teaching of specific
skill areas focusing on different stages and the related activities in each step.
Therefore, by its very nature, the course had a prescriptive approach to teaching
certain skills. Still, the teacher educator (TED) clearly stated that she wanted student
teachers to be extra creative in their lesson plans. She also directed them to think
about the level of each text they were given, the reasons behind the success of a
micro-teaching and about the possible alternatives for post reading or writing
activities. She often stressed that students' needs were crucial and student teachers
needed to put themselves in the shoes of their students. She also told her own story of
becoming a teacher of English because of falling in love with an English teacher
when she was a secondary school kid. Thus, she emphasized the importance of
preparing engaging lessons. However, at times she expressed contradictory views by
advising student teachers not to ask whether students liked a certain activity or not
because she said it was not the concern of the teacher if the students found a certain
activity enjoyable or not. She also told student teachers to ask students to write
everything on the board into their notebooks to keep them busy. Otherwise, she

noted, students would start chatting.
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As for the teacher roles in FMC3, there was one specific mention of the
teacher role student teachers had to assume when one student teacher gave her micro-
teaching session with a chewing gum in her mouth. To be honest, I had not
recognized the chewing gum when the teacher educator (TED) noted that she would
fail the student teacher if she were a senior student. She said that a teacher has to be a
role-model and thus teachers need to watch their manners. On different occasions,
she asserted that student teachers needed to be consistent about speaking in English
all the time and they should never hesitate in their decisions - about timing for
instance - as it would give the impression that they do not know what they are doing.

FMC4 is a foundational theoretical course “exploring instructional planning
and methods™ according to the course outline. The assignments included students'
writing reading journals each week on the assigned readings and preparing a team
project for which students develop instructional objectives as part of a lesson plan.
The students came to class having read the assigned readings and written their
reflections. They submitted their reflection papers to the research assistant of the
course before the class. The teacher educator (TEG) gave a lecture on the course
content making it as concrete as possible in students’ minds by giving daily life
examples and showing videos. At times she prepared tasks for students to get more
involved in the course content. She interacted well with the students by raising
discussion questions. Despite her efforts to make the content more accessible to
students, some students were a bit reluctant to learn the theoretical subject matter.
Because the class met at the computer lab, the physical conditions of the classroom
were somehow distracting. Some students were distracted by the computers in front
of them, which made the teacher educator unhappy. She was not content with
lecturing the course content, either. She persistently told the class she did not like
lecturing. She said that she would take the class out for them to discover the course
content in the daily life, but she had to operate within the system. In fact, for the
team project, she designed a task in which the students had to go out and discover the
university library. The task addressed the cognitive, affective and psychomotor
domains of learning, which was heavily emphasized in the class.

As opposed to the other language teaching methodology courses, this

theoretical course (FMC4) did not have a micro-teaching component. Instead,
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students were supposed to read the theoretical content focusing on instructional
principles and reflect on it. The teacher educator (TEG) noted that the instructional
method chosen depends on the context and student teachers needed to know the
strengths and weaknesses of each learning theory. There was also a reading and a
class discussion on the art and science of teaching. The teacher educator stated that
methodology and tools are the science of teaching and what you do with it is the art
part. She also stressed that people who lack one can compensate for the other. On
different occasions, she asserted that good teaching is to make sure everybody learns
and we don't want people just to learn content but to develop their thinking skills.

As for the teacher roles, the teacher educator referred to a Giroux quotation in
the assigned readings about the teachers' roles to change the society, which she
asserted is very important. She asked students' opinions about teachers' roles in the
society. One student asserted that she doesn't believe she has to serve the society and
its values. Another student remarked that he would rather live in a forest on his own,
which might indicate either students were not enthusiastic about discussing the topic
or they did not attribute teachers' such a mission. The teacher educator, however,
seemed to attach importance to teachers' social roles. It was also clear from her
approach to her students. In the very first class meeting when the teacher educator
wanted to get to know the students, she encouraged them to speak out and to do
something about the things they are not happy about in the department or in their
own lives. She also advised them to "be the change they wanted to see in the world."”

FMC5 is a language teaching methodology course focusing on teaching
grammar and pronunciation. | started teaching this course during the data collection
period. | taught two sections of this course while the other two sections of the same
course had two part-time teachers. Because my colleagues and | prepared the course
outline together, I decided to include my own self-observations related to the course
rather than observing my colleagues. The course content was loaded ranging from
learner and teacher characteristics, classroom management, task-based learning and
project work to teaching grammar, vocabulary and pronunciation. Having observed
that current issues of ELT were given limited space in other methodology courses, |
included some articles and class discussions on the spread of English, native vs. non-

native teachers of English and teacher roles. | observed that students' reaction to the
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discussion of the current issues in our field was quite positive. However, the two
weeks' time we allocated to grammar teaching was not satisfactory. When student
teachers prepared lesson plans on teaching grammar at the end of the semester, |
realized that they really had a limited understanding of teaching grammar and our
course had not helped them much. Therefore, | decided to spend more time on
grammar teaching the second time | taught this course. Moreover, | omitted some
general educational topics such as learner and teacher characteristics, classroom
management, etc. because students complained that the course contents in the
program had many overlapping items. One year later, | taught the same course
(FMC5). That time | allocated five weeks to teaching grammar dwelling on different
dimensions of grammar teaching from discovery learning to task-based teaching,
inductive teaching to noticing grammar, etc. | also increased the number of my
grammar teaching demonstrations so that students could imagine different ways of
teaching grammar other than deductive grammar teaching. The current issues in ELT
were also included in the course content of the following year.

As for the course requirements, students were supposed to write reflections on
the assigned readings each week on an online forum page. They were also expected
to write comments on their classmates' entries so that students could discuss the
issues on an online platform. For some of the issues, we also had class discussions.
During the class time, | tried to summarize the major points about the assigned
readings and showed students some techniques of teaching grammar. | also prepared
some tasks to make it easier for students to grasp the content. Students prepared
grammar teaching lesson plans at the end of the semester and they had 15-20 minute
micro teaching sessions with their partners. The micro-teachings lasted three weeks.
The course also had a mid-term and a take-home final examination. The second time
| taught this course, many students commented there were too many readings on
grammar teaching. They also complained about the workload of the course. Yet,
there were also senior students taking this junior level course. Because they were
taking practice teaching course at the time, their reactions were more positive. Their
experience in the real life setting seemed to have broadened their perspectives into
teaching and they tried to make the most of that course. For most junior students,

however, it was yet another course on methodology. This discrepancy in junior and
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senior students' reactions towards the course led me to think that when language
teaching methodology and school based practice teaching are isolated from each
other, student teachers are alienated and they do not really realize that course
contents and class discussions may offer them some useful insights about their future

practice.
8.1.1 Discussion of Foundational Methodology Courses

Having described the general characteristics of the course contents, it would be
better to summarize some general tendencies in these courses. The foundational
methodology courses naturally focused on the pedagogical content knowledge. They
gave an overview of language teaching history, instructional principles, and teaching
different skills. While some courses were only on developing the knowledge base of
students (FMC4), others were centered more on practice (like FMC2 and FMC3).
The others (FMC 1 and FMC5) gave nearly equal weight to both subject matter and
practice. Because FMC4 was a foundational instructional theory course, it had no
practice involved. In FMCL1, however, content knowledge and demonstration had
more or less equal weight: each language teaching method was discussed and
demonstrated. In FMCS5, student practice took up three weeks while the rest of the
class time was spent on discussing content knowledge and teacher demos. In FMC2
and FMC3, however, seven weeks or so were spent on student teacher
demonstrations without any focus on content knowledge in those weeks allocated for
micro-teachings.

Though it might be considered as necessary to give student teachers sufficient
time for developing their practical knowledge, student participants argued that these
micro-teachings provided limited help due to the non-realistic setting in the
methodology courses. They also complained about the overuse of micro-teachings in
some methodology courses. For three or four weeks in a row, all they did was to
observe their classmates and to give feedback when they go into class. After some
time, it got boring and mechanistic. It is my impression that if students were given a
chance to practice teaching in a realistic atmosphere starting from the sophomore
year when they took their first methodology course instead of waiting till the last

year of their study, their perceptions of the methodology courses could be much
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different. As suggested by the reflective teaching movement (Dewey, 1933/1997,;
Schon, 1987), it seems necessary for student teachers to learn to teach by doing it.
Being isolated from the classroom reality, FLE student teachers do not seem to
perceive that they are learning a profession. But if they learnt to teach through
situated practice, they would come to methodology courses with some puzzles in
their minds and the discussions in these courses would guide them in solving their
problems (Zeichner & Flessner, 2009). In that way, class time would be spent more
on class discussions rather than long micro-teaching sessions and more in-depth
theoretical content knowledge would be covered.

When teaching skills was focused on, they were treated more like simple
technical issues rather than going into the details of each skill area. For instance,
when teaching reading and writing were considered, the development of literacy was
not referred to. Teaching reading or writing was reduced to a technical process in
which student teachers introduced a certain reading/writing activity with a pre-
reading/writing, carried out some reading/writing tasks in while-reading/writing part
and finished the cycle with post-reading/writing. The importance of literacy in
human development or significance of the critical reading and thinking skills were
not taken into account. Developing extensive and intensive reading or listening skills
of students were barely mentioned. Student teachers were not directed to teaching
reading, listening, speaking or vocabulary learning strategies. On the other hand, the
critical content in the foundational methodology courses moved beyond the CoHE
2007 program course descriptions. The course contents included topics like
postmethod, world Englishes, English as a lingua franca, the spread of English, etc.
which did not exist in the CoHE program. However, the links between the
development of the field of English language teaching and linguistic imperialism
were not formed in any courses observed including mine. The political dimension of
teaching English or the commodification of English was not addressed at all.

In terms of encouraging teacher reflection, all foundational methodology
courses included tasks to foster student teachers' reflective thinking skills. They were
particularly directed to reflecting on their own action or on their peers' performance.
Student teachers were also given reflective writing tasks on the assigned readings. In

some courses, they were constantly asked to evaluate their own prior learning

262



experiences. They were also encouraged to think about the realities of the context as
well as the profile of students. However, according to the categorization of Larrivee
(2008), the reflective practice asked of student teachers was mostly surface reflection
in which students only thought about the methods and techniques they used.
Pedagogical reflection about the goals and underlying theories behind those goals
and critical reflection about the moral and ethical consequences of teachers' actions
were seldom addressed. Teacher candidates were not asked to evaluate their own
assumptions or values.

The lack of enough attention on different dimensions of language learning in
some methodology courses of the undergraduate program might be because of the
limited time allocated for methodology courses and practicum in the program. The
two courses allocated for school-based practicum might have put extra burden on the
methodology courses forcing teacher educators to give more importance to micro-
teachings than covering pedagogical content knowledge. Under a limited time, they
might have prioritized the technical course content. Still, this does not seem to be
verified by the interviews with teacher educators, because none of them thought that
it was necessary to increase the number of methodology courses. After all, the weight
of English language courses allocated in the CoHE 2007 program (12 courses) was
reduced (to 8 courses) in the FLE program. Another factor behind the lack of
attention on some crucial aspects of language teaching could be the lack of enough
coordination among the methodology courses. Teacher educators might be thinking
that the topics that were left uncovered would be taken care of in another course.
With a critical reorganization of the course contents in the methodology component
of the FLE program, crucial dimensions of language teaching could be covered in the
courses available in the program. One last reason might be the fact that teacher
educators might not find the opportunity to foster reflection thoroughly in the limited
scope of a methodology course. That might also be the case for addressing issues of
critical applied linguistics. They might be thinking that a methodology course is not
the right venue for covering these topics when students have more urgent needs as to
learning the basics of teaching English. Though this may be true, there seems to be
no other course to include these matters in the current program. Therefore, it might

be necessary to offer a critical applied linguistics course in the program.
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8.2 Specialized Methodology Courses

The specialized methodology courses include three courses offered in junior
and senior years of study. They are built onto the content knowledge student teachers
acquire in the foundational methodology courses. These courses were considered as
"specialized" courses in this study because they have a specific focus area: either a
specific age group (i.e. young learners’) or a specific area of language teaching
(materials development or testing). Each course will be described in detail below.

SMCL1 is a course allowing "students to acquire skills necessary for evaluating
language teaching materials in current textbooks, adapting or developing materials
for language teaching"” according to the course outline. While the course allocated
three weeks to course book evaluation and two weeks to material adaptation, two
weeks were spared for material design as supplementation and whole course design.
Student presentations were given four weeks at the end of the semester. 40 % of
assessment came from in-class tasks which included writing reflections, problem-
solving tasks, and pair/group work activities during the term. The teacher educator
(TEB) giving the course was always in the centre of the class lecturing for about one
class hour and then giving students complex tasks to be carried out in pairs or in
groups. In this class, students were always engaged partly because of the graded in-
class tasks and partly because of the success of the teacher educator who achieved to
involve the students through interesting and creative activities. The teacher educator
was not only teaching the course content, but she was also naturally setting an
example to student teachers in organizing pair and group work and preparing
engaging hands-on tasks. It was apparent students enjoyed coming to class and they
also learnt the subject matter at hand. I remember thinking that it was almost
impossible not to learn the course content if you attended the classes. The course was
so loaded that there was no time spent for anything extra, even for a little bit of chat.
The teacher educator organized the classes so efficiently that she did not allow either
students or herself to sit still even a minute. Although a great deal of group-work and
pair-work was used in this course, the main responsibility of running the classes was
on the shoulders of the teacher-educator. The student teachers only took the floor

when the teacher educator asked them to do so.
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The teacher educator (TEB) had a professional stance. She looked serious and
strict about the subject matter. She was positive, friendly and encouraging towards
the students. She lectured the SMC1 course content in an interactive manner. She
brought a great deal of materials to class from old course books to teachers' books,
from postcards to souvenirs to teach the content. There was no room for boredom in
her classes, because she managed to keep students active throughout the course. She
used a variety of activities from debates to games, from material evaluation activities
to information gap tasks. Students learnt the content by doing. If they were studying
external evaluation, they evaluated a variety of course books in class just as in real
life. If the topic was to decide whether to choose a published textbook or not, they
were given role cards as the coordinator, head of department, teacher, etc. to have a
professional discussion simulating real life situations. When they were learning about
adaptation, they tried to adapt a certain part of the material as a group. In short, they
both learnt about the pedagogical content knowledge and they experienced using that
knowledge in practice during the class time.

The SMC1 course content included the stages of curriculum development and
the place of materials development in the broader framework of curriculum
development. Different types of second and foreign language teaching from EAP to
ESP were addressed. The teacher educator frequently stated that no method or
technique is positive or negative on its own; it all depends on the context and the
students. She very often directed students to question the reasons behind a certain
principle in material evaluation or adaptation. The arguments for and against
published course books were discussed. The teacher educator drew attention to some
opinions in favor of published textbooks which belonged to famous scholars. She
underlined the fact that these scholars who were into textbooks were the authors of
best-selling textbooks themselves indicating that they had interests arguing for
commercial textbooks. Still, the commercialized ELT textbook publishing industry
(Gray, 2010) was not discussed. Although the teacher educator referred to some
studies investigating hidden curriculum in textbooks in the shape of the avoidance of
issues of LGBT, there was not a lengthy discussion on the textbooks as cultural
artifacts (Gray, 2010). The function of textbooks to deskill teachers was not

mentioned, either, despite the fact that the assigned reading material of the week had
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a discussion on the function of textbooks to control the system to maintain the status
quo.

There was no attention on the underlying philosophical or political reasons
behind the limited choices given to teachers: material selection or adaptation rather
than material development. This was in fact in line with the official name of the
course which did not include material development. The issue of material
development in SMC1 was limited to supplementary materials rather than
developing materials independently. Textbook writing was discussed around the
topic of designing an ESP course. The teacher educator showed the class a video she
made herself interviewing a colleague, who was one of the writers of a co-authored
academic English textbook in Turkey. The author of the book described the process
of writing the book, and the class had a discussion after watching the video, which
could have provided an inspiration for student teachers to imagine being able to write
their own textbooks.

The course outline of the second specialized methodology course (SMC2)
defined it as "providing students with the theoretical and practical aspects of teaching
a specific group of learners." The course dwelled on all aspects of teaching that
group of learners from their cognitive and affective characteristics to teaching
specific skills or language areas for these types of learners. It also dealt with
classroom management and classroom safety and error correction. This course
included activity or poster presentations of student teachers as well as a mid-term and
a take-home final. The teacher educator (TEH) was always in the center of the class
and the students were sitting in rows. The teacher educator presented the course
content via power point slides and frequently showed videos of experiments and
examples over the projector. The lectures were quite interactive and students were
attentive for the most part. There was a cozy classroom atmosphere in which students
felt comfortable to speak up.

The teacher educator (TEH) spent most of the SMC2 class time on the
language acquisition theory so that student teachers grasped the notion behind
teaching a foreign language to this specific age group of students. She also spent
some time showing some activities on teaching different skills over the projector, but

she did not demonstrate any lessons herself or show videos of real classes. At the end
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of some lessons, student teachers took the floor to demonstrate some activities to
teach. However, there was limited time for these student demos and the feedback
sessions did not receive enough attention. In her feedback, the teacher educator noted
that the attention span of this group of students is very short and there should be a lot
of variety in the tasks prepared for these learners. She also asked student teachers to
create fun, social, spontaneous and interactive lesson plans. At times during the
lectures she drew attention to some problematic issues in the Turkish education
system such as teachers expecting students to develop only their academic skills
neglecting their artistic or kinesthetic skills. TEH also underlined the fact that
Turkish culture uses praise very little while praising students carries a great deal of
significance especially in teaching young learners'. On the other hand, the teacher
educator once raised the issue of honor given to teachers in Scandinavian countries
while teaching is not considered as a prestigious profession in Turkey.

This SMC2 course introduced by the CoHE 2007 program is intended to link
the theory of language acquisition with the practice of language teaching. Though the
theoretical background seems to have provided useful insights to student teachers,
the practice of teaching this specific group of learners is postponed to an unknown
future. It is not certain whether a methodology course intended for a specific group
of learners will reach its purpose when it is not integrated with real life practice.
Without student teachers experiencing working with these students in reality, moving
beyond a transmission approach in such courses does not seem to be possible. Still, if
this course was supported by teacher demonstrations of various techniques to access
students of that age and if the student teachers experienced some of those tasks
themselves, they could have found it easier to imagine different ways of teaching
young kids.

SMC3 is a course which "introduces the basic concepts and principles of
language testing and assessment” according to the course outline. This course had
equal attention on theoretical background and hands-on activities for the design of
assessment tools. The SMC3 course had a mid-term exam as well as a take-home
final exam, which included writing a test specification together with designing and
evaluating a test. The course also had other assignments, quizzes and in-class tasks.

The class size was small including 15 students. The seats were arranged in U-shape
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and the teacher educator giving the course (TEF) was always in the center. She was
very dynamic, energetic and well-organized. She looked very serious about the
course and she always arrived at the classroom earlier than her students. She
arranged the seats, organized her materials and always started the class on time.
During the class discussions, the teacher educator frequently made jokes and the
classroom atmosphere was positive.

In SMC3 course, students were assigned readings from the course materials for
each week. The class discussions centered on hands-on tasks which gave students a
chance to experiment with the issues covered in the textbook. The teacher educator
did not lecture much. Instead, she directed students to reflect on the problem-solving
tasks or sample tests she gave them and led the discussion based on these tasks. She
also monitored them closely while they were doing pair and group work. Moreover,
she gave detailed written feedback to their assignments. The students looked
interested in the course content though there happened to be a few students who
asked some very simple questions about the content already covered in the class. Yet,
the teacher educator was nice and understanding towards students and answered their
questions patiently. Despite being approachable, she was strict about the rules she set
at the beginning of the semester. She asked students never to be late, as good
teachers are always on time. She also wanted them to speak in English all the time
and to bring their books to class. Once she said humorously that she looked like a
democratic teacher, but she would be the one to say the last word.

The course content included the basic concepts of assessment, test types,
characteristics of a good test, and test development techniques for different language
skills as well as alternative assessment in line with the 2007 CoHE course
description. It was clear that the course helped student teachers in designing and
implementing tests. However, the observed classes or the course outline did not
include critical content about the consequences of using standardized tests. The use
of these tests as control mechanisms (Connell, 2009; Thoma, 2005) was not attended
to. The fact that these tests acted as mediums for the justification of existing
inequalities (Bourdieu, 1966/2012) was not mentioned. The content of tests like
TOEFL and IELTS were discussed in class, but how that these tests were used to

increase the profits of the ELT business was not referred to (Templer, 2004). These
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critical issues were not addressed perhaps because they did not exist in the official
course description or because there was not enough time to deal with the

philosophical issues around the testing system.
8.2.1 Discussion of Specialized Methodology Courses

The courses in the categorization of specialized methodology courses
provided students with more advanced knowledge building on their earlier
knowledge from the foundational methodology courses. These courses (SMC1 and
SMC3) aimed to equip student teachers with further professional knowledge base
encouraging them to take initiative in material selection, adaptation and design as
well as in writing tests. SMC2 course drew the attention of the student teachers to a
specific age group, which made a lot of difference in terms of foreign language
teaching. In these courses, student micro-teachings were not overused. Developing
pedagogical content knowledge through hands-on tasks was given more attention
than teaching practice. These tasks looked very effective in giving the teacher
candidates a sound professional knowledge and experience. In all these courses,
student teachers were encouraged to become reflective with a variety of reflective in-
class tasks. Still, as in the foundational methodology courses, these reflective tasks
were more like surface reflection tasks than pedagogical or critical tasks, according
to Larrivee's (2008) categorization.

When these courses are considered in terms of critical content, it is seen that
they also neglected to address the commodification of publication and testing sectors.
They did not pay attention to the political dimension of the usage of pre-packaged
materials and tests, either. Apart from the limited time allocated to these
comprehensive topics in the curriculum, this lack of attention may also stem from the
fact that these matters did not find a place for themselves in the major textbooks of
the field to mask the reality. This might also have to do with the marginalization of
critical and political ideas in the field of English language teaching, as noted earlier
by several scholars (Dogancay-Aktuna, 2006; Grabe, Stoller & Tardy, 2001,
Pennycook, 1990). One similar reason for the lack of attention on critical issues
might be the fact that teacher educators' are directed to see commercial textbooks as

curriculum artifacts rather than as cultural artifacts. Besides, teacher educators might

269



also be affected by the move towards seeing tests as neutral instruments ignoring the

social, economical and psychological impact of them (Shohamy, 1998).
8.3 School-Based Practicum Courses

There are only two practice teaching courses offered in the FLE program. The
first course is based more on teacher candidates' school observations. The second
course dwells more on teaching practice in which teacher candidates are asked to
teach at least three times throughout the semester. In both courses, students spend 4
to 6 hours at schools each week. They are assigned to work with mentor teachers at
schools and they teach under the supervision of those cooperating teachers at
schools. Their university supervisors visit schools a few times throughout the term,
but they observe students-teachers only in their final assessed teaching at the end of
the semester due to large numbers of students per teacher educator (from 15 to 45).
Owing to the limited space given to practice teaching, teacher candidates usually feel
very nervous at the beginning of their school visits not knowing how to put into
practice what they have been learning for the last three years. The university
supervisors, on the other hand, have a hard time finding cooperating schools and
qualified mentor teachers to send teacher candidates for school visits. During the
class meetings at the university, student teachers and teacher educators often discuss
the issues that emerge at their schools. The course requirements of both courses
include similar tasks including assessed teaching tasks, reflection tasks on assigned
articles and observation tasks.

In SPC1, the teacher-educator (TEB) told students what to do and what not to
do at schools from the professional relationship they should maintain with their
mentor teachers to the dress codes they should follow. She had a lengthy presentation
about the dress code teacher candidates should follow according to the MoNE
regulations, but she added that she would not mind having teachers wearing jeans or
having long hair if it were her institution. She also encouraged student teachers to be
open to learning from their teaching practice as much as possible. In fact, she warned
students to be cooperative at school visits a few times during the first weeks of the

semester.
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During the class discussions, the teacher educator (TEB) often grouped
students and gave them tasks for discussion. She directed them to think about the
reasons for certain issues about the schools they visited and to suggest solutions.
Students had a chance to reflect on some of their observations more deeply in
interaction with their group members. While the groups were discussing, the teacher
educator also took part in the discussions or monitored them silently. If the group
discussions departed from the main point of discussion, she warned the students to
stay on task firmly. She also introduced the observation tasks student teachers were
going to do at schools observing their mentor teachers. Besides, she asked students
their weaknesses in language teaching and presented demo activities to show
students how to teach the "th" sound or how to use videos in teaching English.

In SPC2, the teacher educator (TEA) acted as a guide and directed student
teachers to reflect on classroom realities, relationship with colleagues, challenging
situations, etc. She frequently led discussions on the observations of students during
school visits and encouraged student teachers to reflect on the ways to deal with
them collaboratively. She also showed some videos on language teaching and asked
students some questions to make them think. What is more, she invited guest
speakers to her classes to broaden the horizons of her students. She introduced them
to the professional teacher associations in the field as well as the professional
conferences and leading scholars in the field. She also had an online mentoring
project in which she matched the student teachers with former graduates of the FLE
program, who were practicing teachers, so that teacher candidates could get feedback
from more experienced colleagues. The teacher educator also asked student teachers
to video-record their own teaching sessions at schools. Then she met each student
and she gave individual feedback to them on their video-recorded teaching
performance.

The teacher educator (TEA) had a very positive and understanding attitude
towards students. She was humble and told students that she was still learning to
teach. She reminded students that they were at the beginning of their career and they
would continue to learn more about it in time. She also underlined the importance of
problem-solving skills and conflict resolution at the school context, as unexpected

events occur each day in the classroom. She emphasized the context-bound nature of
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teaching. She asked student teachers to observe students carefully. Though she often
gave advice to students, she also allowed them to express their views, and concerns.
She usually based her advice on the responses of her students, as she was genuinely

interested in hearing student teachers' experiences and reflections.
8.3.1 Discussion of School-Based Practicum Courses

The school-based practicum courses included students visiting schools and
teaching at the real-life context for the first time in their senior year. Because the
students had a short time at schools and they did not have the responsibility of a class
on their own, their experiences were limited. Still, these courses provided them with
insight in two consecutive semesters. The teacher educators mostly assumed the role
of a facilitator motivating students to share their concerns and emotions. Student
teachers were led to evaluate the classroom phenomenon from multiple perspectives.
The class meetings mostly focused on discussing students' observations and
experiences at the school context. The class discussions revolved around language
teaching techniques, classroom management, stages of a lesson, etc. Student teachers
were motivated to create engaging, creative lesson plans appropriate for their own
settings.

The teacher educators observed in this study directed student teachers to
reflect deeply on their school visits in both courses. However, there was not much
talk on the inequalities at schools, the students with diverse needs, the hidden
curriculum, and so on. Under the heavy focus on the techniques of teaching,
reflection on the classroom issues were isolated from their social, political and
economical dimensions. The student teachers were directed to explore the micro
aspects of classroom teaching leaving aside the macro issues. There were not any
tasks which promote student teachers to evaluate their own assumptions or biases
about class, ethnicity and gender roles. Student teachers were not asked to critically
evaluate the curriculum they teach, the goals of the education system or the methods

they used.
8.4 Summary of Observation Analysis

The findings of observation analysis revealed that most of the observed

courses focused on the techniques of language teaching more than the theoretical and
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philosophical foundations of those teaching strategies. The heavy focus on technique,
modeling and practice left little room for concepts, attitudes and emotions. Though
student teachers were encouraged to reflect on the methods, materials and classroom
events they faced, seldom were they exposed to critical content. Considering that the
type of reflection students were directed was surface level in general, the dominant
teacher educator paradigm in the observed methodology and practice teaching
courses seem to be technicist.

This finding may be interpreted as the natural result of the technicist teacher
education curriculum the FLE program has. Within the restricted space of the
curriculum, teacher educators may not have had much space to follow the teacher
education philosophy they had. In spite of their efforts to move the program to a
more reflective dimension, they seem not to have achieved their aim fully. The
underlying causes behind their relative failure will be discussed in the following

chapter.
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CHAPTER 9

CONCLUSION

This qualitative case study investigated teacher roles in a pre-service teacher
education program in Turkey. This chapter will first summarize the findings from
document, interview and observation analyses. Thereafter, this conclusion chapter
will discuss the political-economical, socio-cultural and institutional reasons behind
the adoption of certain teacher roles giving an answer to the last research question of
the study. Finally, the implications of the study will be provided with suggestions for

further research.
9.1 Review of Findings

This dissertation study addressed the following research questions:

1) What teacher roles are conveyed by the documents generated by different
educational institutions (namely the CoHE, the MoNE, the university, the faculty
of education and the foreign language education department)?

2) What teacher roles does the FLE program prepare teacher candidates for?

a) What are student, teacher educator and program administrator views about the
teacher roles the FLE program fosters?

b) What teacher roles are fostered in methodology and school-based practicum
components of the FLE program?

3) What are the political-economic, socio-cultural and institutional reasons behind
the support for and the adoption of these differing teacher roles?

The discussion below will follow the order of research questions.
9.1.1 Teacher Roles Conveyed By Different Educational Institutions

The document analysis showed that different educational institutions in

Turkey conveyed differing roles for teachers (see Table 19, on page 167). The
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Council of Higher Education and the Ministry of Education openly defined a
reflective practitioner teacher in their documents. However, the CoHE's National
Qualifications Framework and the university documents set educating transformative
intellectual university graduates as their goals. While the Faculty of Education's
website depicted a passive technician teacher, the FLE's document on program aims
and outcomes revealed a reflective practitioner teacher to be educated in the

program.
9.1.2 Teacher Roles in the FLE Program

The teacher roles underscored in the daily reality of the FLE program were
explored by interviews and classroom observations. The interview analysis revealed
that the FLE program does not have a specific focus in educating teacher candidates.
Although the recently prepared program documents depicted a reflective practitioner
to be educated, the participant teacher educators did not define a clear teacher target
the program aimed to educate. Student participants also agreed that the FLE program
did not have a specific target in preparing teachers. For them, the program was rather
designed for educating prospective scholars, university instructors or private school
teachers than preparing public school teachers.

As for the characteristics of the teachers educated in the program, the
participants reported that a FLE graduate was intended to be an active, reflective
teacher who would teach English in an interesting way. However, both student
participants and teacher educators did not think that aim was reached completely.
Some student teachers did not find themselves competent enough to work at public
schools. They said that they did not know how to address diverse students or how to
teach without technology with limited resources. Some student participants also
complained that they were directed to act within a fixed framework in some courses,
which - they thought - curtailed their creativity. Although the student-participants
believed that they had social responsibilities, some of them admitted that they had
learnt to care only for themselves disregarding the needs of the public.

The findings of observation analysis support this finding, as well. A great
majority of the observed courses focused only on the how of language teaching

excluding sociocultural and political dimensions of education, perhaps because of
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their given course contents. Even though teacher educators led student teachers to
reflect on the methods, materials and classroom events on the basis of the needs of
their students, there was not much discussion on why and to whom and with which
materials they were teaching English in the first place. A critical evaluation of the
textbooks or the testing system for the hidden curricula seemed to be missing. There
were few instances when student teachers were asked to examine their own beliefs in
the observed courses. In other words, based on classroom observations, the FLE
program seemed to focus more on equipping students with technical knowledge.

Despite the fact that the FLE program documents defined a reflective
practitioner to be educated, in practice the FLE program did not seem to have a
shared aim in preparing a particular type of teacher internalized by the academic
staff. That seems to be the reason why there were differing messages sent out to
students about the roles they should assume. In some courses, they were asked to
work within a restricted framework whereas in others they were encouraged to be
creative, active, reflective teachers. Student participants reported that there were a
few courses (e.g. some literature and education courses) which provided students
with a chance to think more critically questioning their assumptions and beliefs, but
that was not systematic, either, because the course contents differed according to the
instructor teaching the course. Students taking the same course in different sections
did not always encounter the same amount of intellectual challenge, according to the
reports of student teachers. In spite of these varying messages, one could argue that
the FLE program was characterized by its heavy focus on techniques of language
teaching with some emphasis on reflection.

Even if student teachers were asked to write reflections in some courses and
they were asked to evaluate their own teaching practice, it might not be possible to
claim that FLE program prepares reflective practitioners. For Zeichner and Liston
(1996), to become a reflective practitioner, it is not sufficient to evaluate one's own
teaching: “If a teacher never questions the goals and values that guide his or her
work, the context in which he or she teaches, or never examines his or her
assumptions” (p.1) he/she cannot be called a reflective practitioner. Though some
participant-students talked about a few courses which led them to question their own

assumptions, the interview or observation data did not lend enough support to argue
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that these were systematic. The observed courses mostly depended on skills and
techniques leaving aside attitudes and emotions. Even the seminars in practice
teaching courses allocated more space to issues like problem behaviors at schools,
what to observe at schools, and how to give instructions, etc. than providing student
teachers with a chance to express their concerns, emotions or attitudes towards their
profession. On the other hand, the limited number of practice teaching courses
offered in the senior year of the FLE program did not give student teachers much
chance to learn to teach let alone developing the ability of reflection in action. When
students go to schools for practice teaching, they usually observe their mentor
teachers or students. Seldom do they have a chance to teach. No action research tasks
are assigned to students in the FLE program. What is more, as the program did not
offer any curriculum development courses, another important responsibility of
reflective practitioners to take part in curricular developments was not addressed in
the FLE program, either. Therefore, the reflection emphasized in the FLE program
appears to be surface reflection in Larrivee's (2008) categorization. The student
teachers are encouraged to care about the methods and techniques they use without
questioning the predetermined goals. In other words, the FLE program does not seem
to lead student teachers to problematize those goals (pedagogical reflection) or to
think about the moral or ethical implications of their actions (critical reflection). This
is in line with the findings of Giimiisok (2014), which showed that student teacher
reflections were mostly descriptive not reaching higher levels of reflection.

As for educating transformative intellectual teachers, student teachers noted
that the program did not have such a target. For them, only a few instructors aimed to
educate transformative intellectual teachers. The views of participant faculty also
supported this view, as many of the participant teacher educators either did not see
such a mission for themselves or they did not believe they could do anything to
transform their students. The class observations also confirmed these views. There
was little coverage of critical issues in the observed classes. There was not much
discussion on the social responsibilities of teachers or the significance of working for
the public good. The power issues in English language teaching or the political-
economical dimension of the field of foreign language teaching were not touched
upon. There was little mention of the issues of linguistic imperialism, the spread of
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English or the post-method condition. The issues of gender discrimination, class
inequalities or racial issues were not included either in course materials or in class
discussions. In other words, social justice issues did not find much space in
methodology or practicum components of the FLE program. If the definition of
transformative intellectuals by Giroux and McLaren (1986, see Chapter 1.2.3, p. 11)
is taken into account, the FLE program does not seem to be educating teachers as
transformative intellectuals because the student teachers are not treated as critical
agents, dialogue does not seem to assume critical position in methodology or
practicum courses, the way knowledge is produced and distributed is not questioned,
and knowledge is not made emancipatory.

In conclusion, despite the efforts of some faculty to include reflective and
transformative practices in their courses, the FLE program seems to prepare passive
technicians under the overwhelming influence of the technicist program introduced
by the Council of Higher Education.

9.2 Discussion on the Underlying Reasons

As the above discussion displays, the analysis of interview and observation
data revealed that the FLE program was not able to get away from preparing teachers
as passive technicians for the most part. This was, however, at odds with what the
document analysis had revealed both for the aims of the FLE program and the goals
set by other higher educational institutions. This section will discuss the possible
underlying reasons behind this finding and will thus answer the third research
question of the study.

Though the discussion here on the underlying reasons is divided into different
parts, these reasons in fact form a complex whole not totally distinct from each other.
As Althusser (1994) argued, each cultural product is a result of a complex network of
interactions not determined solely by the economic system or the work of an
individual. Thus, despite being presented under different subsections, the reasons

stated here all have an influence on each other.
9.2.1 Political-Economic Reasons

As discussed in the historical background of the study, Turkey is a country

operating in the international capitalist system. From a Marxist perspective, this
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system is based on the clash between those who own the means of production, and
those who have to live by selling their labor power. For Marx, just as the means of
production, dominant classes also govern the production of ideas to protect their own
existence and the status quo. They shape the consciousness of working classes by
disseminating a dominant ideology, which people take for granted without
questioning because they were born into it (Althusser, 1994). In a social climate in
which the ruling classes influence the public opinion by the use of ideological state
apparatuses, educational institutions become one of the key institutions for the
reproduction of the existing social order (Althusser, 1994).

If the findings of the study are interpreted against this theoretical background,
one would not be surprised to find that English teacher candidates enrolled in the
FLE program are prepared as passive technicians. As the main purpose of the
institutions of ideological state apparatus is to create false consciousness among their
students by teaching them to act as they are told and to obey the rules set by the
dominant classes, one would not expect them to prepare transformative intellectuals.
Although the CoHE 2007 program documents asserted that the aim was to create
problem-solving intellectual teachers rather than technicians who implement what
they are told, the distribution of courses across the curricula as well as the course
contents demonstrate that the Council might only be paying lip service to educating
reflective teachers. Apparently, as an institution of ideological state apparatus, the
CoHE introduced a technicist system of teacher education with the participation of
some university professors and covered it with a claim to educate problem-solving
reflective teachers. For those academics who took part in the development of teacher
education programs in 1997 and in 2006, this structural change in teacher education
programs might have represented a radical change for the better because of the fact
that the pedagogical content courses and practice teaching courses were increased.
However, trying to ameliorate some problematic parts in teacher education programs,
they might have lost the bigger picture.

In designing this technicist teacher education program, the CoHE was not
alone. International agencies such as the European Union, OECD and the World
Bank also had their influence on the education system in Turkey to ensure the

maintenance of the world economic system. These international agencies attempt to
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standardize education systems so that they are able to exert a tight control on
teachers not allowing them to go beyond the prescribed content. The interventions on
the Turkish teacher education system in 1997 and 2006 by organizations like the
World Bank under the name of increasing teacher quality have worked for the
insulation of teacher candidates from the political, social and economic foundations
of education (Okgabol, 2012; Ozsoy & Unal, 2010; Tasdan & Cuhadaroglu, 2006;
Yilmaz, 2014). Teacher candidates' ability to take part in curriculum development
efforts was curtailed at the onset of their career. As Giiven (2008) notes, teacher
candidates taking only pedagogical, methodological and subject matter courses may
have difficulty in conceptualizing the problems they encounter in the classroom. This
isolation from the broader factors at work in education could explain the lack of self-
confidence and competence the FLE student teacher participants talked about in
teaching students with diverse needs at public schools with limited resources. The
intervention of the international agencies on the Turkish education system was not a
new phenomenon, though. After Turkey became members of international
organizations, the village institutes had been closed and in 1958, National
Educational Council was formed to guide the training of teachers with the support of
American Ford Association. Thus, the mission of educating teachers as
transformative intellectuals was blocked at an early age.

In a similar vein, the Ministry of National Education prepared teacher
competencies with the initiation of the European Union. Though these competencies
depict a professional reflective teacher who teaches students learning to learn, this
teacher's decision making skills are very restricted. The teacher defined in the
Ministry of Education documents does not take part in curriculum development
efforts or does not question the predetermined aims of the program. Her only mission
is to know the objectives of the national education system and to implement them.
Yet, this teacher takes part in school development efforts in line with the School
Based Professional Development System brought by the EU. Even though this policy
might appear as if it accords freedom to teachers to improve their school settings, it
might actually lead teachers and school administrations to create their own resources
with the decreased funds given to public schools. In fact, in the current system of

education in Turkey, teachers do not even have the freedom to choose their own
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textbooks and they are controlled by an abundance of standardized tests in every
level of education. Under the circumstances, rather than being problem-solvers, they
are reduced to the status of technicians (Yildiz, 2013).

Since the adoption of neoliberal economic policies in early 1980s, the
education system has been commercialized and commaodified. Due to cuts in public
expenditures, public schools and universities started to suffer from a lack of enough
resources. The FLE department is also a victim of these financial restrictions. The
department does not have well-illuminated comfortable classes, computer rooms or
recreation areas. What is worse, the number of students per professor is 33 for
faculties of education, but it is lower than 20 students in other faculties (Ozoglu et
al., 2013) due to the CoHE interventions in the number of students to be enrolled in
undergraduate programs. The FLE program has to admit about 110 students each
year, which results in large classes. The number of students per instructor is high.
What is more, eight to fourteen part-time instructors are employed each semester to
teach departmental must courses. Because of the low amount of money paid to part-
time instructors in return for such a demanding job, there is a high rate of turnover in
part-time faculty. As part-time teachers do not have a chance to develop expertise,
the student teachers complain about the quality of the courses offered by some of
them. On the other hand, the intensification of the workload of the full-time
academic staff seems to have a negative influence on the quality of education offered
to teacher candidates. Dealing with a heavy teaching load, having little control over
their educational responsibilities under the CoHE program, and trying to meet the
publication criteria for promotions, some of the FLE staff might be suffering from
burnout and struggling to survive financially due to their low salaries. Looking for
ways to get individual promotions or to earn extra income, some faculty members
might have ended up ignoring their social or educational responsibilities. The
pressure to publish might also lead them to engage in publishable research rather

than their own independent research agendas (Cangizbay, 2012; Okgabol, 2007).
9.2.2 Socio-Cultural Reasons

Other than adorning people with the ideology of the ruling classes,

educational institutions also reproduce and justify the existing social roles according
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to critical theorists (Althusser, 1994; Bourdieu, 1983/2001). According to the
correspondence principle, the socio-economic status of their families is highly
predictive on the future professions of children. If they are coming from lower class
backgrounds, it is highly probable that they will be workers. Middle-class children
mostly occupy middle-class positions when they grow up. Those coming from
privileged families maintain their privileges by using their social capital and become
intellectuals, managers, and business people. For Gramsci (2000), people are taught
to accept the existing social division of labor as it is through hegemony which
operates via mass media, political parties and educational institutions. As individuals
living and educated in this system, the FLE staff and students - including myself -
might also have taken their share of the hegemonic order internalizing these social
roles given to them. Rather than challenging this unequal and unjust system which
might also lead them to contribute to the reproduction of the existing system, they
might have learnt to take it for granted, as well. Without realizing their own possible
state of false consciousness, it would not be possible for either the academic staff or
the teacher candidates to take initiative to change this system producing inequalities.
If this is the case, it might be considered quite normal for the FLE program not to
prepare change agents.

According to Marxist theory, in the capitalist mode of production, laborers,
whether they are white-collars or blue-collars, have a secondary place in the relations
of production. As their labor is controlled by their employers tightly, they have
limited chance to be creative. Thus, it is inevitable that they are alienated from their
products on which they have no control and they are estranged to their activity for
which they have no decision-making power. This process also makes them alienated
to themselves and to their colleagues. As Derber (1983) argued, for professionals like
engineers and scientists, the situation is slightly different. Even though they lost their
control over their product with the onset of the capitalist mode of production
(ideological proletarianization) as salaried dependent workers, they kept their
independence on the process of work itself to a certain extent. Derber (1983) claimed
that the degree of the loss of control over the process of work (technical
proletarianization) may change depending on the context. For Derber (1983),

professionals may be facing some form of technical proletarianization, but they may
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still have their technical skills and highly specialized knowledge. In the FLE faculty's
case, this seems to hold true, as well. Due to the nature of their academic work, the
FLE academics have advanced knowledge in their fields and they continue to learn.
Yet, at the same time, they seem to be face to face with a deskilling process
(Braverman, 1974). The tight control exercised by the CoHE does not leave them
much space to develop their own teacher education curricula. In line with the
Taylorist notion of division of labor, the planning of teacher education is made by a
group of experts at the Council while the rest of the teacher educators around the
country, including the FLE staff, are given the role of executing the program
designed by them. Because they have to play by the rules of the CoHE, they do not
have a chance to renew the curricula. If they had a chance to change the program
completely as they wished, they could have shaped the program according to the
needs of their own context. Within the limited space left to them by the CoHE, all
they can do now is to change a few courses or to modify the content of courses.
However, they do not seem to have a chance to make a substantial change in the
program; they have to follow a program which was designed by the CoHE. Yet, as of
June 2015, | have heard that the CoHE started to adopt a more flexible approach
towards faculties of education and has started to approve changes in teacher
education programs. If that really is the case, teacher educators may get empowered
to create a change in their programs from now on.

The deskilling process faced by professionals is not limited to the technical
dimension of their work, as mentioned earlier. Professionals also suffer from
ideological proletarianization when they lose control over the end products of their
work (Derber, 1983). By losing the sense of purpose or mission in work, Derber
(1983) argued, professionals are reduced to the role of technicians. This might be the
case for the FLE faculty because they have limited control over the students they
educate, as indicated by some participant teacher educators. As seen in the interview
analysis, some academic staff said that the mission of the program was set by the
CoHE while one other teacher educator stated that the FLE program worked as an
intermediary institution supplying degrees. In fact, the control of the CoHE over the
program seems to have been taken for granted by the faculty, who depend on the

Council for their jobs. Derber (1983) argues that there are two reasons for the lack of
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resistance by professionals against the use of their labor for the purposes they do not
choose. One of them is "desensitization™ - not claiming responsibility over the social
or moral results of their work. The other is "ideological cooptation,” according to
which professionals redefine their mission in line with the goals of the organization
they work for (Derber, 1983). If the participant academics' reports are taken into
consideration, both of them seem to be at work among the FLE staff. While some of
them noted that they did not think that it was their responsibility to transform their
students (desensitization), some stated that they did not have grand missions for
themselves other than doing their job (ideological cooptation). As Derber (1983)
noted, professionals use these defense mechanisms not to lose their jobs or their
social benefits, which is quite understandable.

Though it might be argued that such an interpretation might not acknowledge
the agency of the academic staff in the program, that is not the case. Though some
emeritus professors have stated that it is possible to resist the policies of the CoHE,
they also stated they were "scared" of the institution. One teacher educator (EPC)
admitted that she avoided talking about political issues in her classes because she did
not want to risk her career in the politically hostile environment in Turkey. As the
CoHE restricted the autonomy of universities financially, administratively and
ideologically, it is not possible to say that universities in Turkey are home for
democratic or scientific ideas to flourish. Because scholars are under pressure to
express their ideas openly due to the existence of the CoHE, which has the right to
start investigations against academic staff under the regulation of discipline, they do
not appear to be free to conduct research independently or to convey their ideas
freely. On the other hand, Turkish higher education system has historically
witnessed academics being thrown out of their jobs because of their political beliefs.
In fact, as Timur (2000) maintained, Turkey has never enjoyed a real freedom of
thought or a truly autonomous university atmosphere. Still, this does not mean that
the FLE faculty has passively accepted the ideology of the CoHE. For one thing, the
FLE program offers extra literature and linguistics courses to provide students with
some intellectual and academic background. For another, there are courses and
instructors in the program that attempt to direct students to think and act more

critically, as reported by student participants. However, these individual attempts,
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including the efforts of some faculty to change the course contents of their courses,
to resist the CoHE's goals and to empower their students, do not seem to have been
sufficient to educate teachers as intellectuals, because educating an intellectual
teacher requires an independent teacher education program developed around a clear
purpose and a collaborative working atmosphere. Neither the current teacher
education system determined by the CoHE, nor the highly competitive higher
education system in Turkey seems to allow the academic staff to get together to
develop a teacher education curriculum which aims to educate intellectual teachers
for the moment.

On the other hand, coming mostly from middle class or working class
families and having been educated in teacher training high schools for acting as mid-
level professionals, it might be difficult for FLE students to imagine a different role
for themselves. As the economic system produces different types of laborers in
different types of schools to meet the labor needs of the system, students are treated
differently in different types of schools (Anjon, 2011). FLE students, who were
allocated the task of working as teachers in line with their class backgrounds, did not
have a chance to develop their academic or intellectual skills or to boost their
creativity at the middle class schools they were educated in. This might explain the
relative lack of self-confidence or the fear of getting out of their comfort zones
experienced by some of them. On the other hand, inheriting a relatively lower
cultural capital from their families, some FLE students might have got confused not
knowing how to play "the game™ at a prestigious public university, which usually
admits students with higher cultural capital. Ironically, most FLE students do not
seem to be aware of this process of symbolic violence and blame themselves for their
failures. Having accepted the social role they were given, most do not seem to be
asking for more.

The FLE students, who were able to come to this university despite their
relatively disadvantaged backgrounds with the help of the extra points accorded to
them in the university exam, might have also got confused between the direction
shown to them by their prestigious public university and their social backgrounds.
Some of them might feel at home teaching students coming from similar

backgrounds at public schools. Yet, they seem to get negative reactions from their
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professors or peers in the department or from the public due to their preferences to
teach at public schools probably because people have internalized the misconception
that graduates of internationally recognized universities should work at
distinguished institutions. If they choose to work at public schools, some of them feel
like failures. What is worse, they do not feel themselves competent enough to take
the challenge of teaching at public schools because they do not learn the theoretical
background to understand and act according to the realities of the public schools.
Neither are they given much chance to practice their teaching skills in the program.
They only feel successful and competent if they prefer to become scholars or
teachers/instructors at distinguished institutions, because the education they receive

at their university seems to prepare them for those positions.
9.2.3 Institutional Reasons

Similar to the distinction of schools according to the needs of the economic
system, there seems to be a differentiation of higher education institutions. While
there seem to be prestigious universities reserved for educating the top executives of
the country, there are also other universities for educating students as mid-level
professionals. The technical research university this study was conducted in seems to
be designed for preparing the top engineers, and executives and scientists of the
country admitting top-ranking students in the university exam. Because the
university apparently aimed to educate top-level professionals, it had not established
a faculty of education in the first place probably because the notion of a faculty of
education did not match with the general mission of the university assuming teachers
were mid-level professionals. Therefore, the university did not have a faculty of
education until it was imposed by the CoHE in 1982. When the faculty of education
was founded, the FLE department seems to have also adopted the mission of the
university to educate top-professionals in the education sector rather than so-called
"ordinary" teachers. This mission of the FLE program seems to be at the heart of the
confusion in the program. Situated at a prestigious public university, the FLE
program might be following the general mission of the university preparing teacher

candidates for academic positions or for positions at private institutions. Thus, it
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might be a conscious choice for the program to stay detached from the reality of
public schools.

On the other hand, though the university is known for its revolutionary ideas
and its manifesto claims its students and graduates can change the world, it seems to
have become integrated into the neoliberal system not challenging it any more. To
create itself extra funds, the university administration opened a private foundation
school in 1989. By offering high-quality education to the children of the rich, the
foundation school of the university seems to serve for the reproduction of the
existing inequalities in the society. Besides, the university established the first
Technopolis of the country working in cooperation with the business in 2001. What
is more, the university runs private joint programs with an American university so
that the academic staff could get extra income. The academic staff are encouraged to
carry out projects in line with the interests of industrial sector so that they can reach a
better quality of life than possible with their little amount of salaries. Under the
circumstances, despite its rhetoric of creating change in the world, it does not seem
plausible for this university to educate change agents. Still, one cannot dismiss the
influence of the democratic campus environment on FLE students, as the interview
findings indicated. The respect for diversity on campus seems to have helped FLE
students to transform some of their biases and stereotypes about "the other."

Coming from middle or upper-middle class families, the FLE faculty were
educated either at private schools or highly selective public schools. Only one
participant teacher educator had the experience of working at public schools. The
others had all studied or worked at the prestigious universities in Turkey. Thus, it
could be natural for the FLE faculty having difficulty in imagining or addressing the
reality of non-selective public schools in Turkey. Besides, the FLE faculty has
diverse fields of study; some of them do not even specialize in the field of education.
This problem seems to originate from the very foundation of the program by the
CoHE in 1982. Because the university administration was forced to open a FLE
program, the faculty offering English language and literature courses in the
department of humanities were given the responsibility of establishing the FLE
department. Apparently, the university administration did not consider whether the

faculty members offering literature or linguistics courses had an interest or
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competence in educating teachers. Though academic staff specializing in foreign
language education were hired later on, the faculty specializing in English literature
or linguistics had to stay in the foreign language education department because the
university administration refused to establish an English literature or linguistics
program. Thus, in addition to the orientation of the university to educate scholars or
professionals to work at distinguished institutions, the diverse specialization areas of
the FLE faculty seem to have influenced the lack of direction in the program. While
the faculty with literary or linguistics backgrounds seem to direct students to
becoming scholars, those with an educational background might be motivating
students to furthering their knowledge base in educational issues. Yet, they may be

ignoring the needs of teachers to work at public institutions.
9.3 Implications of the Study

This dissertation study has implications both on the macro and micro scale
due to its broader scope of analysis. The discussion below will suggest some major
political and educational actions to be taken in Turkey for this complex issue, which

cannot be solved with a simple set of suggestions.
9.3.1 Implications for the Higher Education System in Turkey

As a country dependent on the operation of global economic system, it would
be naive to expect Turkey to act as an independent country in its political, economic,
social and educational decision-making processes. However, it is possible to hope
and struggle for Turkey to gain independence and to make decisions for the good of
its citizens, a majority of which are exploited by the existing order of things. It is also
possible to work for a more democratic, more equitable and more just country in
which no one oppresses another. In such a country, education institutions would not
exist for teaching people to obey the rules, but to develop their abilities. In such a
country, all schools and institutes of education would be public including higher
education institutions. In such a country in which a great amount of general budget is
allocated for education, universities would be accessible to all people regardless of
their class, gender or ethnic background and they would work for doing research for
the good of the people. In such a country, knowledge and education would not be

treated as commodities to be bought and sold. In such a country, teachers would be
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educated to work as organic intellectuals to develop their students' intellectual
faculties regardless of their backgrounds.

Until such an independent country adopting a true democracy is constructed,
it is still possible to make some major changes to improve the higher education
system in Turkey. The most important step to be taken seems to be taking up policies
for the welfare of the public, which means increasing the budget for public schools
and universities. Private institutions of education should be closed. Universities fully
funded by the state should not feel obliged to engage in creating their own funds by
serving the market. They should enjoy full autonomy from the intervention of any
institutions - state or business. Only if universities become independent from
administrative or political interventions, can they engage truly in scientific endeavors
and educate free thinking intellectuals. Universities should not have restrictions in
using the state funds, either. They should hire as many academic and administrative
staff as they need for being able to offer the highest quality of service. The
administration of universities should also be democratic: all members of the
universities - including academic staff of all ranks, the administrative staff and the
students should take part in university administration. Universities should be able to
select the students they want according to the criteria they set for themselves and
they should prepare their own programs without the intervention of any institutions
in close collaboration with other universities. The number of students admitted to
each program should be determined by the departments running the programs in line
with the needs of the country.

University professors should benefit from academic freedom and should not
be subject to any investigations due to their scientific or educational work. They
should all have job security and should not be overworked. They should earn salaries
quite enough for them to lead a good quality life not feeling forced to go after
profitable projects. Their promotion should not be based only on their publications.
Their service for the public good as well as their educational activities should also be
taken into account. They should not be encouraged to make publications solely in
international journals to the disadvantage of scientific works to be written in Turkish

about matters of significance to Turkey.
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9.3.2 Implications for the Teacher Education System in Turkey

For teacher education institutions to provide good quality education, they
should be independent from any international or national interventions. Each
department of education should build their own teacher education curricula in
collaboration with other departments around the country. Even if the basic principles
of a national teacher education policy are going to be created, it should be the result
of a bottom-up practice growing from the demands of teacher educators, student
teachers and the public. As earlier research studies have shown (Grossman et al.,
2007; Kurt, 2010, Uztosun & Troudi, 2015), a top-down exercise is not welcome by
the agents in the system and it does not reach its aims. In developing curricula, the
basic elements of curriculum development process should be taken into account. A
needs and situation analysis should be conducted. The program philosophy and goals
should be determined as well as the evaluation system. The program evaluation
should become an integral part of the ongoing curriculum development process
(Uztosun & Troudi, 2015).

On the other hand, the facilities and the infrastructure of the faculties of
education should be improved to attract teacher candidates to faculties of education.
The teaching load of the academic staff should be decreased to spare time for
research and intellectual development. The number of students per instructor should
also become lower so that a quality education could be offered to teacher candidates.
As the quality of education increases at faculties of education, so should the
importance attached to the teaching profession. Faculties of education should give
extra significance to underlining the value of teaching profession so as to make sure
teacher candidates have high self-esteem and self-confidence as teachers.

As the findings of the study suggest, participant teacher candidates believe
that they are not competent enough to address the needs of diverse learners or to
teach at technologically less advanced classrooms. They also stated that they needed
more practice opportunities because they are not content with the contrived
atmosphere of micro-teachings in their own university classrooms. This finding is
consistent with the findings of earlier research, which demonstrated that student
teachers did not have enough teaching practice (Coskun & Daloglu, 2010;

Enginarlar, 1997; Eret, 2013; Sari, Karakus & Cuhadar, 2014; Seferoglu, 2006;
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Soruc & Cepik, 2013; Salli-Copur, 2008). Because the program has two courses
reserved for practice teaching in the last year of the undergraduate program, it is
quite normal for student teachers not to gain enough experience in teaching. As
discussed earlier, this issue of practice in fact lies at the heart of the technicist
program at hand, which is based on the understanding that teacher candidates should
be taught how to teach first and they should implement what they learnt afterwards.
For teacher candidates to develop a true teacher identity and to get an in-depth
understanding of the teaching profession, the teacher education programs in Turkey
should move beyond this technicist teacher education curriculum. As Schon (1987)
argued, professional education should give priority to practice rather than delaying it
until students are given enough content knowledge, as student teachers should learn
to teach by doing. Therefore, practice teaching courses should become central to the
program beginning from the sophomore year. Student teachers should actively be
involved in reflection in and on action. Moreover, in practicum courses student
teachers should teach actively as opposed to the current practice now in which
student teachers spend most of their time observing their mentor teachers. Unless
teacher candidates spend their times at schools teaching themselves in real
classrooms, the practicum courses will not reach their aims of providing teachers
with practice opportunities. As long as student teachers do not engage in real
teaching practice, it does not seem probable that they will overcome their feelings of
boredom observing the same mentor teacher in repetitive activities throughout the
semester, as shown by earlier research (Enginarlar, 1997; Seferoglu, 2006).

To grant student teachers ample opportunities for teaching practice, Turkey
could take the teaching practicum implementations in the Netherlands as an example
(Lunenberg, Snoek & Swennen, 2000). In the Netherlands, teacher education
students have teaching practice starting from their freshman year. In Turkey, student
teachers could also become teaching assistants starting from their sophomore year.
They can spend one day at schools observing mentor teachers in their second year
and the number of days they spend at schools could increase year by year. In their
senior year, they could teach three or four days a week and meet one day at their
universities for seminars. Such an intensive program at schools can help students link

the theory they learn with practice. They can also learn to reflect in and on action
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with the help of their mentor and supervising teachers at the very beginning of their
career. An intensive school-based practicum could also allow student teachers to see
the complexity of teaching and to solve problems in the light of the theory they read,
the seminar discussions and their own problem-solving skills. The school-based
practice may also help student teachers perceive their education or methodology
courses not as ordinary subject matter courses to be completed to graduate, but as
foundational courses for their professional practice.

One might question the feasibility of such a suggestion in the current Turkish
education system. Yet, with careful planning by the Ministry, education faculty
students could be assigned to different schools each year. This extra support by
education students could ease the work of practicing teachers to a certain extent, as
student teachers would also be responsible for the development of the students. In
their senior years, student teachers could be assigned to schools where there is a
shortage of full-time teachers and they could assume the responsibility of a real class
on their own.

Assigning student teachers to schools would not solve the problem, though.
As earlier research (Enginarlar, 1997; Seferoglu, 2006) showed, student teachers
complained about the limited feedback and guidance they received from their mentor
teachers. This problem could be solved by a well-organized mentorship program to
be developed by the Ministry of Education together with universities. In this
program, the Ministry could prepare a documentation of the qualifications and
experience of all teachers employed at public or private schools in each city where a
faculty of education resides. Teachers with higher qualifications (with MA or PhD
degrees in education or with international teaching certifications) as well as a
minimum of 5 years of experience could be called for participation in mentorship
programs. Those teachers who had previous experience working with student
teachers could also take part in these programs as long as they meet the minimum
requirements of having a degree in the field of education and 5 years of experience in
teaching. Mentorship programs could be designed as intensive orientation programs
in which practicing teachers could be educated on providing guidance and feedback
to student teachers. Those mentor teachers who have enough competence and

experience in working with teacher candidates can also share their insights during the
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orientation programs with their colleagues and they could assume the responsibility
of running the mentorship programs in the upcoming years. The mentorship program
participants should meet at the end of each semester to improve the mentoring
practices going on at schools. In this new mentorship system, only those teachers
who take part in these professional mentorship programs and certified as mentor
teachers should work as cooperating teachers. Besides, these mentor teachers should
be granted social and financial benefits not to mention a decrease in their teaching
loads. If the number of those teachers having necessary qualifications does not meet
the demand for mentor teachers, all teachers with a qualification in education and
with 5 years of teaching experience could apply for the program. In that case, the
length and content of the mentorship program could be extended to include a range
of issues from language teaching to educational theory.

For foreign language teacher education, student teachers should also be able
to have teaching experience at the higher education level considering that some
graduates of foreign language education departments become instructors at the
universities. Depending on the partnership to be established with the English
departments of universities, student teachers could be provided the option to work as
teaching assistants at the university level, as well. A special mentorship program
could be offered to university instructors to work as mentors. They should also
benefit from additional financial resources and a decrease in their workload in return
for their work for teacher education.

Another implication of earlier research (Enginarlar, 2007; Soruc & Cepik,
2013) was the lack of cooperation between university supervisors and mentor
teachers. For the atmosphere of collaboration between university faculty and
practising mentor teachers to advance, the hierarchical relationship between the
academic staff and teachers should come to an end, as suggested by Zeichner and
Flessner (2009). School teachers and university professors must attend the
mentorship programs together and be open to learning from the experience of the
each other. School teachers should also teach with the teacher educators on campus
while the university staff teach at least three hours of English (or their own subject
matter) once every two years either at the schools or higher education institutions not

to get distanced from the reality of classroom teaching. They should also develop
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projects for the well-being of their educational institutions in which teacher
candidates, mentor teachers and university faculty work in collaboration.

For university staff to devote time for this kind of work, their work in teacher
education should not be marginalized, as indicated by some participant teacher
educators in this study and by the findings of an earlier study (Ellis et al., 2014).
Their labor at schools should be taken into consideration in promotion. They should
at least get a reduction in their workload so that they could also spare some time for
research and professional development. Teacher educators should get extra financial
and social benefits for their labor intensive work at schools. Besides, for the
paperwork for the organization of partner schools and mentor teachers, assistance of
the secretarial staff should be maintained. The number of students per faculty should
not be more than 12 students for quality supervision to be offered.

Building a practicum based teacher education program and providing good
mentoring to student teachers would not guarantee that teacher candidates become
reflective teachers, though. A seminar allowing students to discuss their experiences
and insights from their teaching practice should be offered each semester. In this
course, student teachers should be directed to question their assumptions by class
discussions, journal writing, narratives, autobiographies, support groups and peer
coaching, as suggested by Larrivee (2008). In these seminars, they should also talk
about their thoughts, feelings and ideas about their own roles as teachers. In fact,
each course offered in the program should build bridges between the theory and the
practice students have at schools. In addition, students should be asked to carry out
action research projects for their own classes. What is more, student teachers should
also develop projects with the school community both to contribute to the change
efforts and to experience the life of students outside school in their own
communities. In this way, skills of student teachers to take civic responsibility and to
engage in social action would be developed.

To compensate for the disregard of reflective teaching to critical social issues,
the teacher education curriculum should offer foundational educational courses like
educational sociology, educational politics, educational economics and philosophy of
education. The mere existence of these courses would not be enough for student

teachers to question the function of education systems or the reproduction of
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inequalities at schools, though. These courses should divert student teachers to think
critically on their own class, gender and racial backgrounds and to see the effects of
education on their own self-concepts. In order to introduce student teachers with
injustice, they could be asked to watch videos, and attend workshops, as suggested
by Reed and Black (2006). Guest speakers could be invited. Besides, students should
be assigned to work at different types of schools in diverse neighborhoods for them
to try different ways of solving various problems with the support of their mentor
and supervising teachers. The teacher education program should also have a
curriculum development course for students to be able to conceptualize and to feel
empowered to build, evaluate or redesign a curriculum. There should also be a
critical pedagogy course discussing the banking of education and hidden curriculum
so that student teachers can interpret their experience at schools from a larger
perspective, as suggested by Mohamed and Malik (2014). They should also have
courses on the Turkish education system dealing with the crucial issues in the system
so as to make them conceptualize the problems they see at schools within a
theoretical framework. There should be a special course for the discussion of current
issues in education in which political issues, especially those relevant to education
are discussed. Students should take courses on the comparative education systems
around the world to broaden their perspectives. Students should also be offered
courses on the critical reading of history, culture, language and power, as suggested
by Giroux and McLaren (1986).

For teacher candidates to embrace democratic values, however, the teacher
education program they are enrolled at should also be democratic giving student
teachers room for the administration of the program and negotiating curricula (Aksu
et al., 2010; Yogev and Michaeli, 2011). Teacher candidates should not be isolated
from the issues relevant to the operation of the program. The courses offered in the
program should be based on dialogue where student teachers become teachers and
teacher educators become students, as suggested by Freire (1970) and Gramsci
(2000).
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9.3.3 Implications for the Foreign Language Teacher Education Programs

In addition to the suggestions given above in general about the teacher
education programs in Turkey, this study has implications for foreign language
teacher education programs in particular. For one thing, these programs should be
developed by the FLE departments themselves in cooperation with their counterparts
at other universities in Turkey. Student needs and the demands of the particular
conditions in each university should be taken into consideration. Each department
should determine its overall philosophy of education and general mission in
educating teachers. Program evaluation should become an internal part of curriculum
development. Teacher education curricula should be renewed consistently in line
with the different needs of the students and the changing times.

Not to fall into the trap of becoming "intellectually impoverishing,” (Gray &
Block, 2012, p. 142) foreign language teacher education programs in Turkey should
go beyond the technicist teacher education approach inherent in the CoHE programs.
They should not define their mission only as providing technical expertise, as
suggested by Giroux and McLaren (1986). The knowledge-base of foreign language
teacher education should be broadened to include all elements in Shulman's (1987, p.
8) categorization of teacher knowledge. In addition to content knowledge, general
pedagogical knowledge, pedagogical content knowledge, and knowledge of learners
and their characteristics, student teachers should also have the knowledge of
curriculum development, educational contexts and knowledge of educational
purposes and values. The course contents should address sociocultural and political
context of English language teaching, as suggested by Dogancay-Aktuna (2006). A
course discussing the current issues in English Language Teaching should be offered
in which the spread of English and its implications are addressed. The gate keeping
mechanism of English language teaching and its being another tool for the
reproduction of the classsed society should be attended to in course contents so that
teacher candidates are able to see the moral results of their own practice. The
political nature of English language teaching should also be discussed raising
students' awareness into the nature of their work. Besides, the commaodification of
English, profit seeking exercises of publishing or testing companies and the implicit

messages conveyed in commercial textbooks should be covered. Teacher candidates
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should also be aware of the fact that the standardized tests are used as another
mechanism to control the course contents (Akbari, 2008). Teacher candidates should
be encouraged to display their creativity in lesson planning and materials preparation
not feeling bound to work within the limited space given to them by the textbooks.
They should also be able to develop their own resources to become empowered "to
theorize their own practice,"” as suggested by Kumaravadivelu (2003).

On the other hand, the identity formation processes of non-native English
teacher candidates should be taken into consideration to prevent student teachers
from feeling insecure about their profession. Teacher candidates should get to know
about teacher autonomy and what it means to be professional teachers so that they
feel content with the practice of teaching, which has started to be devalued in the
society. For them, to regain their faith in the profession they chose, the essence of
teaching should be covered not losing contact with the status of the profession in the
society. The teacher images in the media as well as the transformation of the teaching
profession in Turkey should be discussed to provide student teachers with a broader
social and historical perspective.

Besides having a situated teaching practice at schools, the practice of foreign
language teaching in Turkey should be problematised in university seminars to
bridge the gap between theory and practice in teacher education. The foreign
language policy in Turkey as well as the history of foreign language teaching in
Turkey should be studied so that students can have a broader understanding of the
reality of foreign language teaching in Turkey. Student teachers should be
encouraged to study the reality of foreign language classrooms not losing their touch
with the macro perspectives. Such a deeper analysis of the microcosm of the foreign
language classes in line with the language teaching policies in the country might
allow foreign language teacher candidates to develop a larger perspective as to their
problems in teaching English and they might be able to take agency in finding
solutions to the foreign language teaching in Turkey. This attention on the foreign
language policy might also help them become more cautious in their attempts to
encourage the use of English in such a way that it does not harm the development of

mother tongue.
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9.3.4 Implications for the FLE Program

For the FLE program to educate fully competent, reflective and critical
intellectual teachers, it is a must for all the above suggestions to be accomplished.
Because some of the above mentioned suggestions might take a long time and a great
determination to succeed, some practical short-term suggestions will be made for the
FLE program investigated in this study.

First of all, the FLE program should prioritize its goals. Though it is
understandable for the FLE staff to set high standards for themselves to educate the
scholars of the future in the program, they should not forget the most important
mission of the program: to educate English teachers. Considering the fact that the
FLE program is created for teacher education, courses which are essential for
educating teachers should be prioritized and offered as must courses. Some of the
advanced courses in linguistics and literature could be offered as elective courses so
that foundational educational courses such as sociology of education, philosophy of
education and curriculum development could become must courses. The program
should also include a must course on current issues in ELT to familiarize student
teachers with the critical issues in the field. Elective courses on language teaching
should be offered. To benefit from the diversity of specialization areas the program
faculty has, the program could offer minor programs in applied linguistics,
linguistics, literature and translation in addition to the German minor program
currently in service in the program, so that those students who are interested in these
fields could develop their knowledge further in these fields.

The course contents in the methodology component of the program should be
revised so as to give a specific direction to the program. The current practice does
not seem to suggest that the language teaching component has a coherent whole.
While some topics are repeated in different courses, other crucial issues in language
teaching are neglected. A thorough needs analysis should be conducted to determine
those areas which seem to be neglected or overemphasized in the program. Once the
topics to be covered are determined and they are allocated into different courses,
each faculty offering a methodology course will know in which course a specific
subject matter is touched upon. This clarification in course contents could also

eradicate the problem of inconsistencies among differing sections of the same course.
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As discussed earlier, the current number of practice teaching courses does not
meet the needs of student teachers. Even if it is not possible to change the number of
practicum courses right now, the terms these courses are offered could be changed.
The school experience course could be offered in the junior year so that student
teachers start experiencing the reality of classroom teaching earlier. The practice
teaching course should continue to be given in the senior year. Besides, the
practicum component of the program should be supported with the community
service course, which should be moved to the sophomore year to give student
teachers a chance to get to know the students earlier in their period of undergraduate
education. This course should also be rearranged to make sure that students work in
school-related projects.

To make sure that the FLE students have a sound background in English, the
freshman year should be dedicated solely to the development of English language
skills. All language courses of the program except for the research course should be
offered in the first year to give student teachers a good intensive foundational
knowledge base in English. These courses should be supported with orientation
programs for academic skills. What is more, the contents of the first year courses
should also be revised, as student teachers complained more about the quality of the
courses rather than the number of courses in the program. Still, the number of
English language courses could be increased giving more weight to the speaking
courses, as student teachers quite frequently talked about the need to improve their
spoken English skills.

For the physical isolation of the department from the rest of the campus, the
department administration should take action with the support of the students and the
academic staff. The marginalized status of the department should not be accepted as
it is. A collective long-term struggle for changing the position of the department
should be given. Until this end is achieved, the physical atmosphere of the
department should be improved by the joint efforts of the students, academics and
administrative staff. To halt the intellectual isolation of the students and the staff
from the rest of the campus, joint interdisciplinary projects should be developed with

students and academics from other departments.
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9.4 Limitations of the Study

This dissertation study had to limit itself to the observations of methodology
and school-based practicum courses due to time restrictions. Only one section of
these courses was observed. If courses of all program components could have been
observed, a better understanding of teacher roles underscored in each component
would have been reached. In a similar vein, interviews with teacher educators
specializing in literature, linguistics and general education could have enriched the
study revealing their views on teacher education as important components of the FLE
program.

The fact that | conducted the study as an insider in the program may have had
an influence on the study. While it allowed me to be welcomed by the faculty and the
students, it might also have had an influence on the answers the participants gave
during the interviews. Though I felt that they were really genuine and they seemed to
give their honest and critical view of the program, there might be some issues they
preferred not to talk about. On the other hand, my views as to program as an insider
could have played a role in my interpretation of the program. In other words, |1 might
have got confused between my researcher and instructor identities at times. The
effect of this confusion might have been twofold. On the one hand, this double
identity might have strengthened the study providing insights an outsider would not
be able to reach. On the other, it might have had a negative influence on the study, as
I might have pushed my understanding of the program into my interpretation.
Granting the possibility of such a thing to occur, | can still say that the process of
conducting this study changed my interpretation of the program. Before | started
working on this study, | was already aware of some problems with the program. But |
was not able to understand the real causes of the problems or name the underlying
reasons behind those problems. This study, however, provided me with an in-depth
understanding of the program.

Another risk factor about my role as an insider was the pressure | might feel
about representing the program | was teaching at. As a PhD student, it is true that |
am in a vulnerable position to raise some critical issues about the program. However,
my responsibility as an instructor, a researcher or a young scholar was to bring some

of the realities of our daily lives into daylight so that we restarted thinking about
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them. Though | should admit that it was not easy to review my field notes from a
critical perspective and to state some missing points in some of those courses, | had
to do it to do justice to my study. My intention was not to find the weak points of the
courses | observed, but to highlight some possible critical issues that could have been
added to those courses so that students could gain a broader perspective.

9.5 Suggestions for Further Research

This dissertation study surveyed the teacher roles the FLE program prepared
teacher candidates for. Further research could explore what teacher roles are assumed
by the FLE graduates in their careers and what factors influence the roles they
assume. Graduates could be observed in their own school settings and in-depth
interviews could be conducted with them. Besides, similar studies in different FLE
programs around the country could be conducted to see if there are similar patterns in
foreign language teacher education programs or not. The teacher roles underscored in
developed research universities and in developing universities around Turkey in
different teacher education programs could be compared.

Large scale survey studies around the country could also be conducted to
understand the teacher candidates' or practising teachers' views as to teacher roles
they think they assume or they should assume. A similar study surveying teacher
educators' perceptions about teacher roles they should prepare teacher candidates for
could also be conducted to determine the dominant perspective of teacher roles
among the teacher educators in the country. The influence of the educational
background or the age of the participants could also be explored to see if those
teachers educated in the teacher education system before 1980 think differently from

those educated in the new teacher education system.
9.6 Conclusion

This study explored the teacher roles a foreign language teacher education
program in Turkey prepared teacher candidates for via document reviews, in-depth
interviews and classroom observations. Findings of the study suggested that different
educational institutions in Turkey conveyed differing roles for teachers. The FLE
program aimed to educate a reflective practitioner according to the document on

program outcomes, but it was not internalized. As the reports of interview
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participants showed, the program did not seem to have a specific mission. The
interview data and observation findings demonstrated that even though there were
some reflective dimensions of the FLE program, the program seemed to prepare
teachers for becoming technicians more than it encouraged them to play a truly
reflective role.

The technicist focus in the FLE program seems to stem from the political-
economical structure in Turkey and around the world under the influence of
neoliberal economic policies. Turkish education system shaped by the Council of
Higher Education under the impact of international organizations seems to prefer to
educate technician teachers discouraging them from taking active leading roles in the
system. The workload of the teacher educators, the sociocultural atmosphere in the
country and the lack of resources allocated to public universities seem to further
complicate the problem disempowering the agents in the system. Yet, for the
transformation of the teacher education system, it seems as though it is obligatory for
the educators working in this system to resist the pressure of the system, so that we
could build a more humane life for our students, for ourselves and for the whole

society.
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APPENDICES

APPENDIX A: FLE PROGRAM

1st Semester

2nd Semester

Introduction to Literature
Contextual Grammar |
Advanced Reading and Writing |
Listening and Pronunciation
Second Foreign Language |
Introduction to Education

Introduction to Information Technologies and

Application

One of the following:
Oral Communication
Turkish |
Elementary Turkish |

Contextual Grammar 11
Advanced Reading and Writing 11
Oral Communication

English Literature |

Linguistics |

Second Foreign Language Il

One of the following:

Written Expression

Turkish Il

Intermediate Turkish

3rd Semester

4th Semester

Instructional Technology and Material
Development

Approaches to English Language Teaching
English Literature 11

Linguistics I

Second Foreign Language 111

Educational Psychology

Instructional Principles and Methods
Drama Analysis

ELT Methodology |

Contrastive Turkish-English

Oral Expression and Public Speaking
Departmental Elective

5th Semester

6th Semester

Methodology Il

Language Acquisition

Advanced Writing Research Skills
Novel Analysis

One of the following:
Principles of Kemal Atatiirk |
History of the Turkish Revolution |

Departmental Elective
Non-Departmental Elective,

Teaching English to Young Learners
Teaching Language Skills

Community Service

Classroom Management

Turkish Educational System and School
Management

One of the following:

Principles of Kemal Atatiirk I1
History of the Turkish Revolution Il
Departmental Elective
Non-Departmental Elective

7th Semester

8th Semester

Materials Adaptation & Development
English Language Testing and Evaluation
Translation

School Experience

Departmental Elective

Practice Teaching

The English Lexicon
Guidance
Departmental Elective
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APPENDIX B: SAMPLE FIELD NOTES

FIELD NOTES - FMC3 COURSE - WEEK 1 (25.9.2012)

The teacher educator comes to class and starts the lesson by saying she hopes
students had a great break. Then she takes attendance and tries to arrange the
sections. After that she talks about the tasks students will accomplish throughout the
semester. She explains that students will do two micro-teachings with their partners
on reading and writing. They will only present the first 15 minutes of the lesson plan
in the micro-teaching.

The class is very crowded, with almost 40 students. The teacher educator is
always in the center of the classroom. She is warm, friendly and nice. Students sit in
rows.

She also talks about the mid-term and says some students never read theory if
there is no mid-term. One student says “Actually we’d prefer an assignment.” As a
response, she says “it all depends on what | prefer” and the whole class laughs.

She reminds students that participation is very important in this course and she
says that she remembers faces rather than names. She also warns them that by
participation she means intelligent talk, not meaningless chatter.

She also reminds students that this is their last chance before real life teaching
practice to practice their teaching skills, as the following year they will be practicing
teaching. She also tells students that she will give them a detailed rubric for the
micro-teachings and they are available on metuonline. She also adds students will be
video-recorded and they will need to give her a flash disk and they have to submit
everything both in electronic and written format with a CD. As for the final project,
she says it will be integrated skills teaching.

She tells students that they can email her any time, but to make her life easier,
she requests them to write their names, surnames, course and section names. If they
do so, she says she will get back to them more quickly.

Later on, the teacher educatator expresses her hope about the course being fun
and asks them to be extra extra creative, as this is not their first methodology course.
She also says they have done a good job earlier and that this time her expectations
are higher.

She has some concerns about the class size but she says that’s OK and she
actually likes large classes to share more. She emphasizes the fact that “we learn
from each other and we have to learn by doing.” She also tries to comfort students
that it is OK to make mistakes. Nothing is wrong and they need to be active and give
their friends constructive feedback. She says "that’s how we learn."

She warns students about bringing their course material with them to class,
otherwise she says she will not accept them into class.

She finishes the lesson by thanking the class and wishing a nice day.
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FIELD NOTES - FMC3 COURSE - WEEK 2 (2.10.2012)

The teacher educator comes to class and says “hello, how are you?” The way
she greets students looks sincere and genuine. She tries to finalize the student list and
tells students she will accept at most 40 students for each section.

Then she groups students and gives them a question from the course pack to
discuss. After students discuss for 15 minutes, she elicits answers from each group. It
gives a general outlook to teaching reading. Students give their own opinions. It is
meant to activate their schemata, but some students are lost meanwhile. Some start
chatting.

While listening to the students’ answers, the teacher educator is very
encouraging and praises students. She also asks some questions to clarify certain
things and motivates students to think. She tells them to put themselves in the shoes
of their students while preparing a lesson plan.

Then she talks about the distinction between a warm-up and an ice-breaker.
She says a warm-up could be at the beginning, in the middle or even in the end when
students are tired or when they do not have enough energy. For instance, everyone
gets up and moves around. She adds saying “hi, how are you?” is not a warm-up. As
for lead-in, she says, this is something that prepares students to what is coming next.
It shows the way. For the pre-reading, she says vocabulary items could be taught (8-
10 words). She reminds the students the findings of research studies: people can
remember 7 words at most.

After the break, she lectures about teaching reading. She tells the class that in
real-life we have different skills together, so we shouldn’t isolate them. And we
should teach bottom-up and top-down processing skills together. She suggests
including authentic texts for any level and using both intensive and extensive
reading. Usually, students are asked to read for three times (skimming, scanning and
detailed reading). But advanced level learners could be asked to read once, she adds.

She then moves onto the stages of teaching reading: lead-in, pre-,while-, and
post. For the pre-teaching, she talks about predicting from visuals, discussion of
visuals, brainstorming or pre-teaching vocabulary. She also adds that they don’t have
to include vocabulary all the time if students already know the words. She also tells
them to finish everything about vocabulary in the pre-reading, as it is for helping
students understand the text. She also says that other tasks could include getting
students to complete the sentences taken from the text, showing a video, or a short
listening. Later on, she gives some suggestions as to while-reading activities and
finally talks about post-reading.

She also warns students that normally two hours would be required for reading,
and the timing here is not realistic, as she also tells them roughly how many minutes
they can spend in each stage. She also shows some online sources. She finishes the
lesson thanking the students.

FIELD NOTES - FMC3 COURSE - WEEK 3 (9.10.2012)

The teacher educator comes to class a bit early, she arranges the materials and
cleans the board. It is a very crowded class. There are about 40 students who sit in
rows. She greets the students and tells them she will show them some reading
activities — as many as she can and she will also give the students the list for the
microteachings.
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She switches on the projector and shows a reading activity for young learners.
There is just one sentence. If the students understand it correctly, they will color the
picture. She says “it is fun and effective.”

Then she moves onto another activity and talks about ages and age-limits. Then
she asks students some questions about age limits in Turkey and around the world.
She asks students to skim the text for 3 minutes and suggest a title for the reading.
Students give creative answers. Then she distributes two more activities related to the
text: one true-false, one fill-in-the-chart activity. Students are engaged and they
answer all the questions. They even discuss the answers of some of the questions.
After these while-reading activities, she asks students to decide on the level of the
text. Then she talks about the levels. She says there is no level called pre-
intermediate, and it’s a marketing strategy. The proficiency levels go like this: zero
beginner, false beginner, elementary, intermediate, upper-intermediate, advanced.
The students and the teacher decide that the text is elementary for young adults. She
then asks students what might be a good post-activity for this reading task. Students
give answers.

Later on, she starts talking about TV cartoons and asks students which cartoons
they watch. Students give answers. They are really interested. Then the teacher
educator shows a picture of the Simpsons over the projector and introduces the
characters in Simpsons. And asks students some questions related to the characters of
the cartoon show. Then she distributes a text on Simpsons and asks students to
complete a matching activity about the idioms and asks them to do one more activity.
Again she goes over all the questions and answers. When they finish the while-
reading part, she again asks students the level of the text. They decide that it is
upper-intermediate. She again asks students to suggest a post-activity and they come
up with the idea of a fancy-dress party.

After the break, she shows the class another activity. This time before reading,
she has a brainstorming activity about work and asks them to do the activities after
reading the text. For the post activity, she wanted students to draw their ideal office
in groups and present it to class. Students were totally engaged and they enjoyed
drawing. At the end, they displayed their drawings on the board. They decided that
the level of the text is advanced.

| find the teacher educator very encouraging and positive all the time. At the
end of the lesson, she gives extra activities and shows some flash stories over the
projector.

At the end of the lesson, she shows the list for the micro-teachings. Students
ask questions. When one student speaks in Turkish, she says “Excuse me? or “In
English please.” She is very strict about it.

FIELD NOTES - FMC3 COURSE - WEEK 4 (16.10.2012)

The teacher educator comes to class earlier than the students and tries to
arrange the video-recorder. She sits next to the door, on the left-hand side with a
tripod. She has her notes, and she is in control of the video-recorder. Meanwhile,
students responsible for the micro-teaching are on the stage trying to arrange the
materials. Students are sitting in a row again.

When all students arrive, she greets students and says she is excited to start
micro-teachings. She warns the students that she will signal when there is one minute
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left and says each pair will have 15 minutes for the demo. She also tells students to
remind their friends the proficiency level they are teaching and the fellow students
will act like students. She also says “we will give constructive feedback at the end.”

The first micro-teaching starts. The student teacher greets students and tells
them that the level of the lesson is upper-intermediate. She tells the class she will
show an advert of a coffee and then asks them their ideas about coffee. Students
answer. After that she says she will distribute a reading text but before that “they will
learn some new words.” She introduces some words like in a presentation and then
gives out a vocabulary exercise. Then she checks the answers before everyone else
finishes. She writes down the whole sentence as she didn’t put item numbers next t0
the exercises in the matching activity. While she is writing on the board, she turns
her back to the class. Then she distributes the reading text and while distributing the
handout, she gives the instructions. When students finish reading and doing the
exercise, she writes the answers on the board hesitantly. Then she runs out of time
and summarizes what to do after the while reading part. | think that different parts of
the lesson do not link well with each other.

While the student is teaching, the teacher educator takes notes constantly and
examines the lesson plan carefully. She also video-records the teaching session and
reminds the student the timing.

When the student finishes teaching, the teacher educator thanks the student and
moves onto the feedback session. She asks the proficiency level first. Students say
upper-intermediate. She asks students their opinions about the lesson. One student
says she likes the pre-reading part and adds that in general the lesson was good. The
teacher educator agrees with the student and says “I like the stages. It was a typical
reading lesson, but good. | had a chance to see the lesson plan. In the lesson plan,
post-part was not described very well.” A student asks a question about asking
students to repeat the words. She says “it is not necessary to repeat for 3 times, but if
you are teaching the words for the first time, it might be necessary.” Another student
says the student teacher asked if students understood or not and that she finds it
good. The teacher educator agrees and says “the student teacher was active and
energetic. At the beginning she was a bit uncomfortable, but | understand that. Later
she was more comfortable.” Then the teacher educator asks if they find the reading
text appropriate for the level. Students give different answers. The teacher educator
says vocabulary was appropriate for state schools, but not for private school students.
She adds “slides describing vocabulary were good. But examples could have been
given from the students’ lives. As a learner, I didn’t get the meaning of the words
from the slide. There is a difference between presentation and teaching. In teaching
you explain something about the word or ask students. Dictionary definitions do not
work well. Examples are OK, but it would be better if they were from students’
lives.” She also notes a few pronunciation mistakes of the student teacher. She points
out that she likes the task of matching headings, but she finds 10 minutes too much
for such an activity. She also tells students to give the instructions first and then
hand-out the materials. She also directs students’ attention to transitions and asks
them to pay attention to transitions. She says “we will read, OK, but why? You need
one sentence to make it meaningful for students. Today we will learn about some
things ...” She also adds that the student teacher had good qualities of teaching. She
monitored when students were on task and wrote all the answers on the board. She
was smiling and positive. In the end, the teacher educator made some comments on
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one of the objectives and finished the feedback session by thanking the student
teacher.

Thereafter starts the second micro-teaching session. The student teacher
announces that it is an elementary level reading lesson. She greets the class and asks
about their weekend. Some students give answers. Then she tells that the topic is
festivals. She asks students what they do in bayrams. Students answer. After that she
asks students what comes to their minds when they hear the word “festival.” Students
give answers and the student teacher writes those on the board. Then she tells the
class that she will write down some of the words they may not know on the board
and she will distribute the reading text. She just writes the definitions and has no
interaction with the students. She gives out the handout while she is giving the
instructions. There is no link between the vocabulary teaching and the reading. The
student teacher just carries out what she has to do. She does not give any clear
instructions, just says “we have true-false. You have 2 minutes.” When students
finish doing the activity, she elicits the answers and writes them on the board. She
then describes the post-activity.

After the student teacher finishes teaching, the teacher-educator comes on stage
and asks what students think about the lesson. One student says she likes the
questions in the warm-up. The teacher educator agrees. Another student says that she
likes the topic, as they are all adults, it is interesting. The teacher educator asks if
they find the level appropriate for the elementary students and adds that the level of
the text is more like it is intermediate. But she notes the tasks were not difficult
though the text was difficult. The student teacher who taught the lesson said that
students were talking when she was writing on the board. The teacher educator says
that it is quite normal as students start chatting whenever you turn your back. She
warns them to be careful about that. She tells them that the vocabulary definitions are
good, but they are long and confusing. She gives examples as to how to make them
simpler for students to understand. She says to teach the word “mud,” she could have
shown a picture. She again directs attention to transitions and the way student
teachers teach in a mechanical way. She tells students to give reasons for each
activity and to link them to each other. She says she likes the pictures at the end and
suggests they could have been used at the beginning. She asks students their opinions
about the student teacher’s way of teaching. One student says she was like a
professional. The teacher educator says “yes, she was calm and smiling.” She also
adds: “But when you were writing the words on the board, I felt that you didn’t take
it seriously. I know you don’t mean it. I can live with being nervous. As a teacher,
you have great skills, sure. But don’t behave like this is a presentation. This is not a
presentation. This is teaching. In teaching, you have to interact with your students.”
She also points out that the staging of the lesson plan is very problematic. She also
notes that asking students to read one more text in the post is not logical, as students
don’t like reading two texts in a row. She finishes the feedback session by thanking
the students.

Then starts the third micro-teaching. Before the student starts, the teacher
educator warns the class that they are too active and talkative and that they need to
chill a little bit. She says that this will be an intermediate level reading lesson.

The student teacher starts by greeting the class and tells them she will show
them a video. She does not give them a purpose to watch the video. The video is
interesting about the effect of music. But it is an authentic one and difficult to
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understand. After the video stops, she asks the class if they understand the video and
what it is about. Students answer. She asks if the music distracts them while they are
studying. Students give answers. She says she will distribute a text about that. After
giving the text, she asks students to guess some words in bold in 3-4 minutes.
Students do the activity without guessing. Then the student teacher moves onto the
comprehension questions. Finally, she summarizes the post-reading and finishes
teaching.

Then the teacher educator comes on stage and asks students what they think
about the micro-teaching. One student says she likes the activities but she is not sure
about the level. The teacher-educator asks if the vocabulary items were new to
students or if it was a revision. She says it depends on the context. The text is quite
challenging and it all depends on the institution and the student profile. Another
student says the video was interesting, but too long. The student teacher teaching the
lesson says she couldn’t divide it. The teacher educator says it was long, but not too
much and she adds that she likes the lead-in as the student teacher had a good
transition to the text. One student adds the video was too difficult. The teacher
educator replies by suggesting student teachers use some techniques to make it more
understandable. She also notes that “your students don’t have to understand
everything. There were clear visuals. Students can deduce meaning. Some questions
could be asked before watching.” The teacher educator tells the student teacher that
she likes her teaching. She was like a professional. Yet, she asks her to smile a little
bit more and praise the students. She also says “You’ll make a perfect teacher.”
Then, she makes comments about the objectives — that they are totally wrong and
staging is difficult to understand. Finally, she says she likes the post activity.

After the break, the teacher educator tells the class she is very unhappy about
the noise and chatting in the classroom. She warns the students that it is disrespectful
to her and their friends. She also notes that she won’t be nice next time.

Then comes the next micro-teaching. The student teacher makes a very
interesting introduction to the topic talking about the protests in the Middle East and
linking it to Irag and bringing it to the topic of shoes. The class was impressed by the
link and they were paying attention. He asks students to guess the meaning of the
words. Then he elicits the answers. After that he asks students to read the text and to
complete the T-F questions. After the activities finish, he explains the post activity.
The teacher educator thanks the student teacher.

The feedback session starts. She asks students what they thought about the
session. Students say he was like a real teacher, he was a professional. The teacher
educator agrees that he is good and he has a very clear voice perfect for a teacher.
Yet, she notes there were some problems with pronunciation. She says she has great
hopes for him and she found the teaching excellent. She also notes that “we need
teachers like you” addressing the student teacher. She also makes some suggestions
about the objectives.

Before moving onto the last micro-teaching of the day, she needs to remind the
students that she is really unhappy about the noise in the classroom. She says “we are
learning a skill here. It is not a high-school. You have to be respectful. And you
know participation is a part of the grading.” She somehow threatens the students with
grades and gets angry.

After the harsh warning, we move onto the last micro-teaching of the day. The
student teacher greets the class and asks if they are going home for bayram. Students
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answer. She also asks if they know of any countries with similar holidays. Students
answer. She asks if the students know Nepal and its place on the map. One student
gives the exact answer. The student teacher asks if they know anything else about
Nepal and then moves onto the text announcing that the class will read a text on
Nepal. Before the text, she introduces some of the words with clear examples and
photos. Then she gives the instructions and the handouts together. She asks students
to find a title for the text and answer the multiple choice questions. | like the
activities. Finally, she describes the post activity.

For the feedback, the teacher educator comes to the stage as usual. She asks
students’ opinions on the lesson. They say they like it. She agrees. She finds the
lesson great, and she says she hasn’t got much to say. “It was very well designed.
Post-activity was one of the most effective tasks we have seen. Good, genuine, info-
gap activity. She also says she was very good as a teacher. She suggests one word to
be explained in a better way. She also notes that the student teacher was smiling and
confident. She recommends time-limits should be more precise. She finishes by
saying “she really really likes the lesson.”
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APPENDIX C: SAMPLE INTERVIEW QUESTIONS

INTERVIEW QUESTIONS FOR TEACHER EDUCATORS

Career story | 1. Could you please talk about your career story?

- Why did you choose the profession of teaching?

- How long have you been teaching? How long have you
been working in this department?
-How did you become a teacher educator? How does it

feel to be a teacher/a teacher educator?

Education 2. What is your teaching philosophy?

philosophy 3. What is an ideal teacher like for you? What teacher roles
should a teacher assume? What is the mission of a
teacher?

4. What is an ideal teacher educator like for you?

5. What skills/values or attitudes do you think your students
should have as prospective teachers? What skills, values

and attitudes are you teaching them? How?

Program 6. Do you think the pre-service foreign language teacher
education program you are teaching at has a mission or
a philosophy?

7. Do you think there are some teacher roles this program
attempts to foster?

8. Are there any teacher roles that you encourage your

students to assume? How do you do that?
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FOCUS GROUP INTERVIEW QUESTIONS

Program
&
Teacher

roles

1. What do you think about the different components of the
Foreign Language Teacher Education program you are
enrolled in? How useful were these courses?

2. Do you think the FLE program has a teacher model it
fosters? What are the characteristics of that teacher?

3. What do you think are the characteristics of an ideal

teacher?

The function

of a teacher

4. Do you think the education you get in the program or the
experience you have gained on campus will help you
understand and address the needs of diverse students coming
from different ethnic groups, regions or linguistics
backgrounds or students with special needs? Why? How?

5. Do you think a teacher has other responsibilities than
teaching the subject matter? If yes, what are they? Do you
think the program helps you achieve those responsibilities?

6. Do you think teachers should be transformative
intellectuals? Why and how? Can you give an example? Do
you think you have what it takes to become a transformative

intellectual?
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APPENDIX D: SAMPLE INTERVIEW TRANSCRIPT
FOCUS GROUP INTERVIEW 1

I: Sizce nasil bir 6gretmen yetistirmeyi hedefliyor program?

S13: Dersler agisindan falan diyoruz degil mi? Bizim {iniversiteden mezun
oldugunda nasil bir 6gretmen profili? Ben diger béliimlere baktigimda bizim mesleki
anlamda yetersiz oldugumuzu diislinliyorum. Biz son smifta gidiyoruz staja. Son
siniflarla falan konusuyoruz. Iki donemde bir kere ders anlatiyor. Bu onu nasil
hazirlayacak? Cok da yeterli degil. Diger boliimler ikinci sinifin sonunda falan staja
gidiyorlar. Hem de kendileri ayarlayip gidiyorlar. Onlarin kendilerine olan
giiveniyle, bizim boliimden mezun birinin kendine giiveni ¢ok farkli. Tamam gercek
ortam, gercek Ogrenciler, ama ben ¢ok yeterli oldugunu diisiinmiiyorum pratik
anlaminda.

S1: Aslinda sey bence prosediir acgisindan confident yetistiriliyoruz bence. Soz
konusu sey uygulamaya gelince. Lesson plan olacak, objective olacak, dgrenciler
kim. Gergek hayatta bu 6grendiklerimizin ne kadar1 uygulanir. Daha ¢ok o agidan
bakinca akademisyenlige yonelten bir sey oldugunu diislinliyorum. Edebiyat ya da
dilbilim dersleri var c¢ok zevk aliyoruz ama smifa girdigimde bunlar1 nasil
degerlendirebilirim. Ogrendiklerimin hakkimi verebilecegim yer {iniversiteler
okutmanlik gibi. Bir devlet okuluna gidince bunlarin ne kadarin1 hayata gegirebiliriz
soru isareti.

S12: Ogretmenler ¢ok standart yetistiriliyor gibi. O objectiveleri yaziyoruz. Ama
bana gergek gibi gelmiyor. Gayet giizel, mantikli ama gergek¢i gelmiyor bana.
Mesela sinifa girdin sen orada bir siirii 6grenci var. Onlarin bir siirii sorunlari olabilir.
Ogrenciler siiper miilkemmel konsantre oranlar1 ¢ok yiiksek. Herkes cok hevesli,
dinleyip not alan Ogrenciler gibi. Objectiveleri yazinca onlar1 yapman imkansiz.
Ogrenci profilinin ne olacagim bilmiyorsun. O yiizden standart gibi gelmiyor bana.
Bize c¢ok standart sey verilmisti. Budur, bunun disinda pek bir sey olmaz gibi.
Yazlar1 mesela bize bir sistem agsalar, cok daha degisik kisilerle karsilagsak, yaz
okulu yerine community service gibi. Bence ¢ok daha iyi olabilir objective
yazmaktan.

S13: Biraz kagit lizerinde kaliyor. Gergek¢i gelmiyor bana. Su su dakikada olacak,
bu dakikada su olacak. Sinif arkadaslarimiza 6gretiyoruz. Rol yapiyorlar sonugta.

I: Cok idealize bir ortamda ¢alisacakmigsiniz gibi mi?

S1: Ozgiiven mi vermiyor diyelim. Meslegin icerigine de bagl. Ogrenci ile kars
karsiya gelince olacak bir sey.

I: Size situation'lar m1 verilmeli? Devlet okulunda calistyorsunuz projektoér yok
desek? Ama uygulama olmadan olmaz m1?

S13: Uygulama olmadan olmaz. Biz zaten kura ¢ekiyoruz. Bana intermediate ¢ikiyor.
Ama simiftaki arkadaglarim intermediate gibi davraniyor. Ben gidip bir ay staj
yapsam daha gercekc¢i olur. Burada c¢ok ilgili bir 6grenci, mesela devlet okuluna
gidiyor. Oradaki 6grenci dilini bile bilmiyor. Ge¢en donem mesela postcolonial
dersinde Zki Dil Bir Bavulu izledik.

I: Mezun oldugunuzda bu durumla bas edecek giicii bulacak durumda misiniz?
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S12: Derslerimize bir bakalim mesela. ELT derslerinde bir siirii approach vardir. Su
kadar siniflarda idealdir. Sadece sey gibi geliyor bana. Bir kisim insanlar deneylerini
yapmiglar, oraya koymuslar. Bize yillarca 0Ogretiliyor. Higbir degisiklik
gdéremiyorum. Iki Dil bir Bavul'daki 6gretmenin yerinde olsak aldigimiz dersler bize
ne gibi bir yardim saglayacak bilemiyorum.

I: Oradaki 6grencilerle iletisim kurmay1 basaracaginizi diigiiniiyor musunuz?

S13: Ben diisiiniiyorum, daha farkli davranirdim. Ben Kiirtce 6grenirdim, kendimi
kapatmazdim. Bir bakis a¢is1 veriyor tabii diger dersler. Ben daha sicak, daha
Ozgiivenli davranirdim.

S1: Kapiy1 kapattiktan sonra yalnizsiniz, biraz da kisiye bagl.

I: Bakis acimizin degistigini diisliniiyor musunuz bu iiniversitede? Bakis acinizi
degistiren sey program mi, kampiis mii?

S13: Hepsi aslinda.

S12: Hazirlik yilindayken siirekli fizik ¢imlerinin oradan geciyorduk. Birkag
arkadagimiz daha vardir. Orada hep 6grenci topluluklarini goriiyoruz. Daha 6nce
boyle bir ortamda bulunmamisiz. Oyle bir ortam insani baktirtyor. LGBT iiyelerinin
oldugu bir yer vardi. Ik bakista merakla baktik. Aramizda dnyargi ya da kétii bir
yorum ge¢medi ama daha Once bayrak acan boyle bir masa géormemistik. Kimligini
sahiplenen bir masa. Simdi ¢ok sey geliyor. O kadar ¢ok degistirdi ki mesela. 1 Ekim
galiba Diinya AIDS giinii. O giinde bir topluluk fizik ¢imlerinde prezarvatif
dagitiyordu bedava. Artik kolay gelsin falan. Saglikli yasayalim modunda. O sekilde
bir 6rnek verebilirim.

S1: Cok homojen bir grup. Her sey siyah beyaz degilmis buraya gelince anladim.
Cok sey 6grendik.

S13 : Bakis agimiz degisti. O giine kadar bildigimiz ama bir sekilde hayata
gecirmedigimiz seyleri kabullendik. Bir giin gegerken konusmak, o stantta oturmak,
toplantilara katilmak.

I: Kampus ortam1 herhalde.

S12: Keske boliim kampusun merkezinde olsaydi.

S13: Cok kapali bir grup. Hem uzak, uzakta kalinca zihniyet anlaminda da kapali
oluyor.

S12: Bizim boliimde bir¢ok kisi liseden ¢ikip geliyor hazirlik okumuyor. Homojen
grup devam ediyor.

S1: Isletmede panolar dolup tastyor. Bizde panolar dolmuyor bile.

S13: Akademik ilanlar falan oluyor. Diger boliimler dolup tasiyor. Bizim bolim
gbzden cikarilmis, zaten gelmezler diye diisliniiliiyor. Homojenlik yapist bozulmadan
devam ediyor. Béliim etkiliyor. Biz persembe giinleri endiistride Ispanyolca aliyoruz.
Oradan elt'ye geciyoruz. O kadar ¢ok sey degisiyor ki. Bakis agisi, auro, zihniyet.
Orada herkes daha yiiksek sesle konusuyor, daha az utaniyorlar. Cok kisik sesle
konusuluyor.

S12: Duyamiyoruz. Tamam Ingilizcem benim de iyi degil. Hi¢ duyamiyoruz. O da
0zglivenden kaynaklaniyor.

S13: Giiven. Edebiyat dersinde bir arkadasimla konustum. Bitirmeye c¢alistyorum
dedi. Bitirmek kavrami bizde ¢ok yaygin. Bir an 6nce kurtulmak anlayis1 var. Oray1
degerlendirme, yapabileceginin en iyisini yapmaya ne kadar yaklasiyoruz. Muamma.

I: Yapilabilecek bir sey var m1? Kimle konugsam ayni seyden sikayet ediyor.

S12: Bu sorun herkes hissediyor, ama kimse onu degistirmek i¢in bir sey yapmuyor.
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S13: Gegen donem biz bir seyler yapmak istedik ama o sikayet edenlerin ¢cogunu
yanimizda goremedik. Hocalarin da pasif kaldigim diisiiniiyorum. Ogrencilerin bir
kismina ulagsmaya ¢alistik. Herkes kendinden bir sey koymadikga dagiliyor.

S12: Insanlar ring servisi saatinde derse geliyor. Biz dersten ¢ikiyoruz Aralik Ocakta
dersten ¢ikip oturup ne yapabiliriz diye disliniiyoruz. Bolime cay pogaca
getiriyoruz. Bunu sadece parmakla sayilabilen insanlar yapiyor. Boliimiin sahibi
geldi falan mesela. O adam da insaatta boykot vardi. Inanilmazdi. O kadar ucuz ki
artik. Yaziyor en fazla 60 kurus. Adam 75 kurustan satiyor. Biz boyle bir uyanis
getirdik. Abi gelin katilin ya bir arada olalim. Ama kimseden bir sey ¢ikmadi. Bizim
boliim bir yliriiseydi bakalim kantin boyle devam edecek miydi?

S13: Standardimiz yiiksek olsun mantigi yok. Verilene raziyiz. Daha iyisini hak
ediyorum anlayis1 yok. Napalim, kabul de ettirilmis. Bu zihniyet degismeli. Hocalar
icin de gegerli. Cok daha iyi sartlarda egitim veriyorlar. Degismez bu diye
diistintiyorlar. Farkli alanlarda yapabilmek icin. Biz bir seyler yapmaliyiz ki
basarmaliy1z ki baska insanlar da gelsinler katilsinlar.

S12: Biz degistirmistik aslinda tabldot olmustu. Ama kimse hesap sormuyor,
degistirse de sesini ¢ikaran yok ki. Tabii ki iiniversitede bir seyler yapilmali. Yiizde
99u Anadolu 6gretmen lisesinden geliyor. Siz 6gretmen olacaksiniz, devlet memuru
.. Tek tip ... Eyvallah bunlar vardir ama bize baska seyleri de gostermeleri lazim. Abi
ben bitirecem boliimii. Ortalamam yiiksekse akademisyen olacagim, diisiikse atanir
giderim. 4 y1l sonra gidicem zaten buradan diyor.

I: Peki hocalar ne yapabilir.

S12: Mesela ben mesela hoca olsam dyle bir ofisim var. Onceki ofis ne kadar
kotiiydii. yer alt1.

S13: Lavabodan bozma oldugu i¢in ofiste lavabo falan vardi.

S12: Hoca olsam bdyle bir ortamda ¢alisamam derdim. Bir birlik kurardik olmadi
rektorliige yiirirdiik. Bizim boliim eskiden rektorliigiin oradaymis. Ring durmuyor
mesela. Yillardir o kadar yerlesmis ki. Sizin boliim ne kadar sikict diyorlar ki. Ki yaz
okulunda egitimde falan ders almiglar. Bizim boliime gelmemisler. Adamlar aligik
miithendisliklerde, genis siitunlu tavanl yerlerde ders goriiyorlar. EFB18 falan.
Oturuyorum falan. Niye bunlar degistirilmiyor, o kadar zor degil ki. Rektorliikk her
seyl yapmay1 biliyor. Ama dgretmenler karsi ¢iksa, memnun degiliz yiiriiseler. Zaten
memnunlar diyor. Bir sey yapmuiyorlar, ben niye o zaman bir sey yapayim diyor.

S13: Fiziksel ortam degisse bir seyler fark eder. Gegen konustuk da kantin degisse o
zaman insanlar da ona alisacak. O kadar biz nasil bir kantindeymis diyecek. Ayni
mantikla boliimde bir seyler degisir.

S1: Fizikselligi hallettik mesela. Daha ac¢ik bir boliim fizik mesela. Ne kadar basaril
olurduk? Belli bir diisiinceyle gelmisler zaten. Biz bu muhafazakar yapiy1 ne kadar
degistirebiliriz?

S13: Zihniyet degisikliginden cok, algida segicilik. Oyle bir sey dursun orada alip
olmamak ona kalir. Birinde gitmezse ikincisinde gitmezse iicilinciisiinde gitmek
zorunda hisseder. Hepsi olsun. Cesitlilik amag .. Oyle daha kolay bir yerlere gider.

I: Programla ilgili ne diisiiniiyorsunuz. Ne diisiiniiyorsunuz? Ingilizce dersleri,
edebiyat, dilbilim dersleri ...

S12: Bence ¢esitlilik olmast giizel bir sey. Belki program konusunda bir sikintimiz
olabilir. Daha rahat diger boliimler. Dersler 3 saat hep seydi. Bir giin 9 saat dersimiz
var. Oglen yemek yiyecek vaktimiz yok. Hocalar ¢ok iyi zaten. Dersin icerigi de

342



Oyle. Dersin programlar1 da dyle. Diger liniversitelerdeki arkadaslarin ders igerigi ile
karsilastirinca ¢ok sansliyiz diyorum. Edebiyat, egitim dersleri kaliteli.

S13: Ben igerik olarak dolu dolu. Bazi sartlar degistiriyor olabilir. Ama dolu dolu
gecirildigini diisiinliyorum.

S1: Kaynak ag¢isindan ve hocalar agisindan.

S13: YOK'iin getirdigi programi daha tekdiize buluyorum. Aldigimiz derslerin bir
kismi degisirdi. Tekdiize 68retmen yetistirilmeye calisildigini diistiniiyorum.

I: Ne kast ediyorsunuz?

S12: lyi bir 6gretmenin zellikleri ne mesela bu konuyu konusup duruyoruz. Cok
Oznel bir sey bu. Aslinda tanimlanma kismi iyi, ama bize bunu empoze etmeye
caligmalarin1 sevmiyorum. Bize subjectif bir seyi nesnel bir sey sunmalarini
sevmiyorum. Objectiveler, principles and methods dersi aldik.

S13: Birine bir seyi 6gretmenin sinirlandirilmast ve karakterinle birlikte. Kendi
seklimle ogretirim, kendimden bir sey katarim. Sanki bu torpiileniyormus gibi.
Herkes ayni dersleri aliyor mesela. Daha sakin bir 6gretmen. Daha dar bakigli. Sanki
belirli kaliplarin digina ¢ikmamasi gereken. Bir insana bir seyi 6gretmenin bir¢ok
yolu var. Her zaman sonucu gérmek zorunda da degilsiniz. Siz kendinize gore
verirsiniz, o kendine gore alir.

I: Hep objectiflere dayaniyorsunuz.

S1: Cok tartismighigimiz var. Cok behaviorist.

S13: Su kosullar aslinda su dakikada sunu Ogrenecek. Humanistic approach ile
hazirlanmis program gordiiniiz mii diye sormustum. Daha kesin, daha kat1 degil. 25"
Ogrense 5'1 Ogrenmeyecek. Nasil ulasabilirsiniz ki. Bu tiir seyler yaraticiligi
engelliyor. O yiizden tekdiize ... Tekrar tekrar methodlar teknikler. Ama degismiyor.
Uzerine konuluyor ama egitim sisteminin &niinii agmak icin degil mi bu egitim.

I: Peki sizin zihninizdeki 6gretmen nasil?

S13: Objektif yazmaz :))

S12: Insanlar bir sey degistirmeye ¢alismiyor. Bizim en ¢ok sikayet ettigimiz sey bu.
Beni bir seylerin degistirilmemesi rahatsiz ediyor. Siirekli bir seyler degisiyor diger
boliimlerde. Bir iilkenin bir insanligin 6nemli damarlarindan biridir egitim. Biz bu
noktaya geldiysek Ogretmenlerimizin emekleri 6denemez. Bu kadar 6nemli. Bence
objectif yazma olay1 o kadar basite indirgeniyor ki bir seyler 6gretmek bu kadar basit
mi?

I: Sizce 6gretmenin misyonu degistirmek mi?

S12: Bence amacim degistirmek olursa o zaman empoze etmek olur. Ben her bireyin
Ozgiirce karar verme yetenegini vermelidir. Bize bu 06gretilebilir. Dersler falan
tamam tabii ki 0gretilecek ama bakis acisin1 genisletebilir. Zaten 6gretmenin bakis
acis1 genis degilse ne verebilir. Zaten onun bastan degismesi gerekir. Devlet
okullarinda 70 yasinda 6gretmen var. Ingilizceyi unutmus. Oyle hocalar var. Ama
adam emekli olmus geliyor hala.

S1: Bakinca ¢ok iitopik geliyor. Bazi 6gretmenler burn-out olmus. Ne kadar feasible
ama .. Birak grammar olsun. Kalplerine dokunmali. Daha insancil olmali. Daha en
azindan kural, kitap disinda bir sey olmali. Severek Ingiliz edebiyati falan. Dili
grammar ve vocab. teaching e indirgeyince olmuyor. Ama okul sisteminde nasil bir
uygulanabilirligi var.

S12: Tekdiizeligin disina ¢ikan bir 6gretmen yetistirme amaci oldugunu sanmiyorum.
Boyle bir seyi veriyor belki gerisi bize kaliyor. Bizim boliimden mezun olan insanlar
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humanistic bir approach'la egitim yapan bir yer acalim diye diisiinsiin. Sinavlar
hazirlayacaklar ama sistemin bir pargasi olacaklar. Behavioristic olacaklar.
S13: Daha 6zgiir daha yaratic1 68retmenler yetistirelim gibi bir amag giidiildigiini
diistinmiiyorum. Hocalarin yaklagimi, dersler oluyor ama standart olayi. ama
tamamen o sekilde bizim bdyle bir amacimiz var dendigini diistinmiiyorum.

S12: Cogunluga uydugumuzu diisiinmiiyorum. genele de bakmak gerekir. 30 kisi var.
27si bdyle mi diisiiniiyor sanmiyorum. Insanlarla konusunca bunu goriiyorsun.
Egitim sistemin herhalde.

S13: Belki onlar da sahiptir ama genel bir izlenimdir belki. Hazirliktaki arkadasim
bitirmeye calisiyor dedim ya. Hissedersiniz ama anlarsiniz. Boliimde degistirmeye
calismiyoruz. Bagka seylere de maruz kalsin. Oradan ¢ikardigim bir sey.

S12: General impression olayl. Genelde baktigimizda baska bolime gidip
kiyasladigimizda bunu hissediyoruz. Oradaki kantinin enerjisiyle. Cok degisiyor.
Insanlarin ileride ne yapmak istedikleri ile ilgili. Tek tip insan yetistirdiklerini
diistiniiyorum. Bizim boliim belki biraz daha reflective'e kayiyordur ama.

S1: Arkadasim Kayseri'de okuyor. Onemli dersleri éne g¢ekip son smifi kpssye
hazirlansinlar diye bos birakmislar. KPSSye yonelik.

S13: Kisinin kendi se¢imi de olabilir. Ona karigsamazsiniz. Lisedeki 6gretmenimiz
Odtii mezunu. Onunla konustugumuzda hayat sartlar1 onu ¢alismaya zorlamis. Ama
kisinin kendisi de etkili.Olanla yetinelim mantig1 var ya ... alacagimi alayim ve
gideyime doniiyor olay.

I: Ogretmenin siiftaki sorumluluklar1 disinda bagka bir sorumlulugu var mi1?

S13: Her insanin oldugu gibi.

S1: Bence her insandan daha fazla.

S12: Belki her insandan daha ¢ok gibi bir misyon yiiklemek ne kadar dogru ama o da
bir insan. Onun da ailesi vardir, kurdugu bir hayat vardir. Aslinda egitimli bir
insanin bdyle bir misyonu olmali.

S13: Daha ¢ok sans1 var 6gretmenin. Daha bir seyler tazeyken. Empoze etmek degil.
Ama bu da var diye gostermek. Alirsa alir hatta. Oyle bir gretmenimiz de var hatta.
Bilge bir insan. O zaman tam anlayamiyorsunuz ama sonradan anliyorsunuz ne
yapmaya c¢alistigini. Insanla ugrastiginiz icin bir miihendisin belki daha azdir. Insan
bazinda 6gretmenin daha ¢ok sansi var. Bu da giizel bir sey tabii iyi kullanildiginda.
I: Programda degismesini istediginiz bir sey olabilir mi.

S1: Daha cok se¢meli olabilir. Advanced vocab. yaninda. Daha elestirel diistinmeye
zorlayacak. Herkesin devamini saglayacak.

S13: Programa daha sanatsal bir seyler konabilir. Onlar olmadan metotlar1 ne kadar
yansitabilirsiniz ki. Ogretmenligin 6zii bu. Resim olmadan miizik olmadan herkesin
bulustugu bir anda bunu nasil basarabilir. Istediginiz kadar teknik 6grenin. Her
donem agilan ve baska bir segcmeli olmadig i¢in se¢ilen dersler disinda. Daha boyle
sanat kursu tadinda. Artik kisilerin ilgisiyle de degisebilecek bir sey. Ortak payda da
bulusturulabilecek bir sey.

S1: 311 dersi haberimiz bile yoktu. Mailde okuduk.

S13: Zaten modern dillerde olmasi insan1 zora sokuyor, bir de sistemsel sorun varsa
o kadar insanlar kolay1 seciyor. Yine tekdiizelik. Hep sunum yapiyoruz derslerde
falan. Hazirlikta Ogreniyoruz biraz. Sunumu nasil yapiyor bu adam. Herkesin daha
sevdigi konuda sunum yaptig1 bir ders. Gorsel materyaller de kullaniliyor derslerde.
Oradan nasil uyarlanabilir. Afis tasarimi olabilir. Isitsel seyler gelebilir. Aksanimiz
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nasil gelistirebiliriz. Biz nasil konusuyorsak kendimiz diizene sokuyoruz. Konusma
derslerinde de ayni sey yapilabilir. Yazma derslerinde yapiliyor. Ama konusma
dersleri ne kadar yararli oluyor? Bir kere ¢ok kalabalik siniflar. 5 kisi kaliyor. Birkag
kisi kaybediliyor. Almiyor, alamiyor. Sunum yaptiriliyor ama nasil sunum
yaptirilacagi konusulmuyor. Cok kisiye ulagilmiyor. 2 sunum yapiliyor. Nasil sunum
yapilacagi anlatiliyor ama amacina ulagsmiyor. O tiir derslere ¢ok ihtiyacimiz var.
S12: Presentation yapmak ppt hazirlarsin 15 dakika konusursun diye gormiiyoruz.
Ogretmen olacaksim. 30 kisinin 6niine kendini sunuyorsun aslinda. Sunum dersleri
bize sunu kullanirsin boyle yaparsin falan deniyor. Gorsel seylere daha fazla agirhigi.
Elbiseye cok onem veriliyor. S13: Kot pantolon gitme mesela. Cok gosteris¢i bir
yaklasim mesela. Diizgiin giyinir gelirsin bir sey yapmaya c¢alisirsin. Vicdani olanlar
dinliyor. Geride kalanlar kendi halinde oluyor. Bagkas1 kot giyer ama bir sey verir,
birileri bir sey alir. Sunum derslerinde bir seylerinde boyle seylere takiliniyor.

S12: insanlar da buna yoneliyor. Etek giyersen 10 puan. iki derste de var. Insanlar da
ona gore giyiniyor. Ben topuklu ayakkabi giymeyi sevmiyorum mesela. Etekler
ceketler topuklu ayakkabilar falan.

S13: Insan sizin goriisiiniize bakmaya geliyorsa da bunun bdyle olmadigim
anlayabilir bir siire sonra.

S12: Erkekler sakal trasi olacak. Her zaman igcerik onemli. Tamam bi¢im de onemli.
S13: Biz derslerde de bunlart konusuyoruz. Biz herkes kabul ederken soruyoruz bu
niye bdyle bu niye soyle diye.
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APPENDIX E: LIST OF CODES AND CATEGORIES FOR
STUDENT INTERVIEW TRANSCRIPTS

Topics

Students

Foreign language classes - not sufficient enough,
grammar translation oriented, not able to learn

S42, S36, S22, S25, S10, S7,
S8, S37, S31, S35, S18,
S34,S33, S19, S20

Elective courses very limited - no electives on
language teaching

S29, 542, S3, S25, S31, S33,
S28, S13, S12, S26, S36, S39,
S23

Too many courses, too demanding

S9

A lot of variation among sections, depends on the
instructor

S40, S21, S37, S34, S30, S16,
S15, S10, S7, S32, S42, S29

Assigning teachers to courses is problematic not
based on their experience or expertise

S29

Some professors do not know how to teach

S29, S42, S36

No communication among professors

S42, S3, S43, 510,531, S33

Negative attitude of professors towards students

S9, S18 and S34

Some professors not approachable

S10, S31

Courses not production oriented

S38, S13, S12, S31

No orientation is given

S24, S31, S35, S32, S34

No respect for teachers in the society

S29, S11, S40, S19, S20

METU spirit Can do it, overcome
challenges, self-confident,
able to solve problems,
change agent, through
student clubs

S24,522, S35, S31, S2, S26

Loser status of the | Not enough funding, being | S31, S35, S40
department looked down on

Lack of facilities S12, S13

Location of the department | S41, S12, S13
Student profile Not ready to take risks, not | S38,S13

wanting to get out of the

comfort zone

Shy students S38, S13, S12

Obedient, happy with what | S13, S12

is at hand not looking for

more

Oriented to public schools, | S31,S35

coming from public schools,

narrow-minded

Not competent enough in S31, S35, S6

terms of subject matter
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knowledge or pedagogical
content knowledge

Education courses

Large class size

S36

Overuse of lectures
The teaching method

S36, S42, S21, S31, S2

No course on curriculum
development, limited testing

S42

Part-time instructors' limited
English proficiency

S42

No real learning - based on
memorization - Trivial,
superficial content, we will
just follow our instincts

S36,S38, S31, S35, S10, S7,
S21

Medium of instruction-
KPSS - Should be in
Turkish

S38, S3, 525, S9

Content - oriented to
American education system

S38, S10, S7

Very good, could be
increased

S19, S20, S33, S16, S23, S3,
S17, S33, S34

Methodology
courses

No detailed feedback
Evaluation criteria not clear

S36, S29, S7, S14

Repetitive

S39, §28, S30

Microteachings/lesson plans
not realistic, utopian,
contrived

S3, S38, S9, S37, S31, S6, S26,
S17

Not enough attention on
teaching grammar

S4, 540, S9, S22, S35

No connection with real life
context

S5, 821, S6, S1, S2, S17, S3,
S23

Ignores sociocultural S5, S21, S22
background of students
Too many lesson plans that | S43, S6, S15

are similar to each other

Not able to write objectives
because different instructors
have different criteria, not
standard

S25, 524, 542, S41, 37

Theory and practice not
linked

S31, S35, S19, S6, S2

Overuse of micro-teachings

S6, S16

Too much attention on dress
code

S12, S13, S16, S15, S6

Lesson plans - too

S12, S13, S16, S7, S15, S6, S3,
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structured, no room for
creativity

S17

Listening courses

Not learning much

S29, 540,519, S12, S2, S6

Translation
Courses

Very few

S8, S7,S14

Speaking courses

Number of courses should
be increased

S42, 54, S20, S13

Not learning much S21, S40
We have a lack of S42, S13
confidence

Grammar courses | Too abstract S29, S2, S26
Could have served as a S29
demo for grammar teaching
Should not be in the first S25, S24, S26

year, but last year. Grammar
instead of lexicon

Reading-writing
courses

Very useful - provides a
foundation

5S40, S21, S2, S26, S4

Linguistics
courses

Too many courses

S42, 54

No links with language
teaching

S5, S24, S31, S35, S2

Too abstract S24,S2
Literature courses | No links with language S42, S5, S16

teaching

Paraphrasing in tests S29

Professors reading texts S36

Based on memorization, not | S11, S36

on reflection

Too many courses S4, 524

Must start in the secondary | S25, S21

year

Provides general knowledge | S40, S27, S32,

-could be used in private
colleges

Very useful - gives a chance
to think - Creates a taste of
art - helps intellectual
development

S27,S31, S35, S16,528, S15, S3
S7

Too difficult S21
Evaluation based not on S25
content, but on grammar

Concern for grades S28, S6

Linguistics &
Literature courses

Introductory courses should
be must - advanced courses

S4, 521,524, S9, S22, S25, S43,
S7, S37, S19, S20, S6
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should be elective

Essential for a language S10, S8
teacher

Research course Too much attention S42
Should be divided into two | S3, S27
courses

Practice teaching | Don't know how to manage | S4

courses

classes, classroom
management course should
come before school
experience

Very limited practice
opportunities

S31, S33, S6, S13, S12,

Should start earlier S33
Summer practice like S12
community service should
be offered

SOLUTIONS Interactive language S29
proficiency courses - first
year
Methodology course in first | S29
year
The quality and content of | S42
courses could be increased
The course selection could | S42
be relevant to language
teaching
Linguistics and literature S29, S3
courses could be limited,
language courses could be
increased instead
Current issues in ELT could | S39
be offered
International experience S38
should be a must
Students should take partin | S31
departmental meetings
Culture courses should be S19, S20, S34
added
Aurt courses, language S28, S13, S12
philosophy should be added
Philosophy of education, S23

sociology of education
should be offered
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Aims of the Not educating a teacher, but | S42, S27, S4, S9, S25, S19,

program a S20, S1,S2, S26
researcher/scholar/instructor
No clear aim S5, S9

Confusing statements from | S5
instructors

An idealist teacher, but we S4,S21, S6
are not at that level

Directs us to working for S9, S10, S20
private schools

Looks down on public S10, S19
school teachers
Provides many chances S6, S32, S27, S2, S8, S11

Can only do justice to what | S1, S2, S26
we learn here at the higher
education level

Multi-dimensional teacher S39, S8, S2,
Active reflective

teacher A teacher who tries to draw | S7, S20, S19,
the attention of students,
making students enjoy
learning English

A good quality teacher S5, S28

Directs students to critical S24, S26, S2
thinking

METU graduate knows that | S29, S2, S26, S13, S12, S3, S9,
teachers should treat the S10, S19, S28, S43, S37
differences respectfully

Believes in students, S22
everybody can do it

Able to solve problems S22
Open to learning, uses S25

creativity, student-centered

Competent and able to build | S10
good relations with students

Very active, moves heaven | S18, S6
and earth
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Totally away from a
technician teacher

S4

Transformative
moments

Coming from a conservative
background, overcame my
prejudice (with the help of
campus environment,
having diverse friends,
education course discussing
these issues)

S29, S3, S9, S10, S8, S20,S19,
S28, S2, 526, S12, S13, S36,
S42, S31,

A semi-qualified
teacher

Difficult to address
culturally diverse students

S24, 525, S20, S12

Don't know how to
approach special education
students, only limited to
realizing the problem and
directing it to counselor

S39, S42, S38, S27, S7,

Not realistic, utopian

S18, S12, S13, S9

| don't feel confident or
competent as a public
school teacher

S11, S22, S25, S4, S21

| don't feel ready to teach at | S43,
private schools
Feel better at public schools | S22, S37

to understand students

Learning how to educate the
children of rich families, but
don't know how to teach
without technology

S11, S9, S24, S25, S22, S20,
S26, S2, S1

Single-size
teachers

Standardized teachers

S12, S13

Not very creative, based on
rote learning

S14

Individualistic
teacher

Learnt to be selfish,
individualistic teacher
looking for individual gains

S32, S7, S37

Transformative
intellectuals

A teacher who broadens the
horizons of his/her students

S38,S31

A teacher that changes the
society, at least who creates
an awareness and who
broadens the horizons of
students

S38

My aim is not only to teach
English/We can challenge
the system/We won't obey

S24, 543, S12
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We just talk about the issues
and the solutions, but not
taking a step forward, taking
initiative

S36, S37

A teacher who does not care
about enlightening students,
no such aim in the program

S5, S37, S13, S14, S36, S28,
S32

No direct focus in the
program, perhaps implied

S27, S40, S26, S2

Ready for such arole if S7, S26, S2
needed
Not ready for such a role - it | S10
requires many things
You should be the change S31
itself
Should be persistent and S32
stubborn
Teacher's A good role model S29, S42
responsibilities
for the society Could inform students about | S39, S42, S29

the current issues in the
world, not imposing her
own ideology

Encourages free thinking

S39, 542, S36, S29

Educates individuals S42

embracing universal values

Serves the society, very S25, S22, S13

important role

Responsibility of an S22, 524, S12

intellectual towards the

society not more than other

citizens

Responsibility of a S18

conscious intellectual

Consciousness raising S32, S33
Ideal teacher Should not be afraid of S5

anything/anybody, should

do what is right

A life-long learner S4, S8

Should not impose his/her S40,

ideas to students

A competent teacher S37, S10,S2

knowledgeable about
his/her field
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Good communication skills

S7, S10, S35, S26, S3, S2

Fair, respectful S10, S35
Likes teaching S10
Organized S35
Positive S26
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APPENDIX F: SAMPLE INFORMED CONSENT FORM

Miilakat Géniillii Katihm Formu (Ogretim Elemam)

Bu miilakat ODTU ingiliz Dili Ogretimi doktora programi dahilinde yiiriitiilen
bir doktora tezi c¢alismasi kapsaminda yapilacaktir. S6z konusu calismada bir
O0gretmen egitimi lisans programinin aday oOgretmenlerde gelistirmeyi amacladig
O0gretmen rolleri arastirilmaktadir.

Miilakatta gorev yapmakta oldugunuz lisans programina, sizin Ogretmenlik
meslegi lizerine goriislerinize ve kariyer ge¢misinize iligkin sorular yoneltilecektir.
Miilakat ortalama 30-40 dakika siirecektir. Vereceginiz yanitlar programda
benimsenen Ogretmen rollerinin aydinlatilmasi i¢in 6nem tasimaktadir. Miilakata
katilimda goniilliilik esastir. Miilakat sirasinda sorular nedeniyle ya da baska bir
nedenle herhangi bir rahatsizlik hissetmeniz durumunda istediginiz an miilakati
sonlandirma hakkina sahipsiniz. Boyle bir durumda arastirmaciya miilakata devam
etmek istemediginizi sdylemeniz yeterli olacaktir.

Miilakatlarda size sorulan sorulara verdiginiz yanitlar yalnizca doktora tezi
kapsamindaki arastirmada kullanilacak, goriismelerin sesli kayitlar1 sifreli bir
bilgisayarda saklanacak ve katilimecinin kimligi gizlenecektir. Arastirma yayinlarinda
goriismeler sirasinda katilimeilarin kullandigi ifadelerden katilimer kimligi gizli
tutularak alint1 yapilabilecektir.

Bu calisma ile ilgili daha ayrintili bilgi almak i¢in arastirmact S. Yasemin

Tezgiden Cakcak ile (tezgiden@metu.edu.tr) iletisime gecebilirsiniz. Katiliminiz i¢in
tesekkiirler.

Bu c¢alismaya tamamen goniillii olarak katiliyorum ve istedigim zaman
yarida kesip c¢ikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amaclh
yayumlarda kullanilmasint kabul ediyorum. (Formu doldurup imzaladiktan sonra

uygulayiciya geri veriniz).

Isim Soyad Tarih Imza

Verilen Ders
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APPENDIX G: COURSE CONTENTS OF THE CoHE 2007 PROGRAM

Approaches to ELT I

Basic issues and processes in ELT course design; the difference among approach,
method, and technique and the significance of these concepts in course design; an
overview of important methods and approaches in ELT: Grammar Translation
Method, Direct Method, Audio-lingual Method, Silent Way, Community Language
Learning, Suggestopedia, Communicative Approach, the Natural Approach.
Appoaches to ELT Il

Current issues and practices in ELT course design, appropriate approaches suitable to
learner needs based on current distinctions such as ESL, EFL, EIL, ESP, EAP;
current foreign language teaching trends such as constructivist approach, content-
based instruction, task-based instruction, problem-based teaching, multiple
intelligences, whole language approach and corpus-based applications of language
teaching; culture and classroom second/foreign language learning, technology use in
language classrooms, and communicative and intercultural competencies for the
language learner and teacher of the globalized world.

ELT Methodology |

Designing and conducting needs analysis on language learner needs (e.g.: situational,
objective, subjective and language needs), writing objectives that reflect these needs
and designing course syllabus at the macro level and micro level; an overview of
different lesson stages (i.e.: Presentation, Practice and Production) and approaches to
lesson planning and course design; various syllabus types and criteria for the
selection of appropriate syllabus type according to the learner needs, learner age and
aims of the course; standards-based teaching, proficiency descriptors, English
language proficiency standards and guidelines, Common European Framework and
the European Language Portfolio; and identiy.

ELT Methodology 11

Classroom-based research, teacher directed research and action research, diagnosing
learners' language related needs and remedial teaching activities; principles of learner
monitoring and role of learner assessment in lesson planning; national and
international professional organizations (e.g.: TESOL and INGED) and practical
journals (e.g.: English Teaching Forum, ELTJ, TESLJ and TESL Reporter)
Teaching Language Skills |

Techniques and stages of teaching listening, speaking, pronunciation and vocabulary;
building language awareness and teaching skills for language learners at various ages
and language proficiency levels; lesson planning and techniques of the specific skills
for a variety of proficiency levels.

Teaching Language Skills 11

Techniques used in and stages of teaching reading, writing and grammar to language
learners at various ages and language proficiency levels; building language
awareness and teaching skills; integration of the language skills, principles of lesson
planning and techniques of the specific skills for a variety of proficiency levels.
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Teaching English to Young Learners |

The differences between young learners (K-6) and learners at other ages (in terms of
learning of language structures, skills and sub-skills), misconceptions about young
learners; learner styles (e.g.: visual, auditory, kinesthetic) and strategies (e.g.: meta
cognitive, cognitive, socio affective) of young learners; activities (e.g.. puzzles,
stories and games, simulations) and audio visual aids (e.g.: pictures, realia, cartoons,
puppets, songs) for the teaching of vocabulary, language skills and structures;
selecting and sequencing teaching points and adopting and evaluating materials
according to the cognitive and affective development and language level of the
learners; classroom management techniques necessary for young learner classrooms.
Teaching English to Young Learners 11

Young learner (K-6) course syllabuses (e.g.: story-based, content-based, theme-
based, task-based), effective use of child literature within a chosen syllabus; video
recordings of young learner classrooms with reference to classroom management,
presentation of language and practice.
Literature and Language Teaching |

Example short stories and novels from British and American and those which are
originally produced in English, identification of the distinctive features of short
stories and novels; different approaches to using literature with teenage and adult
learners at all levels; examining ways in which the teaching of literature and
language in these two genres (short story and novel), exploring theoretical and
practical dimensions of this integration; analysis of literary texts as content and as
context; culture teaching through short stories and novel in the following domains:
comparison and contrast between objects or products that exist in the target and
native culture; proverbs, idioms, formulaic expressions which embody cultural
values, social structures, roles and relationships; customs/rituals/traditions; beliefs,
values, taboos and superstitions; political, historic and economical background,;
cultural institutions; metaphorical/connotative meanings, use of humour.

Literature and Language Teaching Il

The characteristics of poetry and drama as a literary genre; Example poems and plays
from British and American and those which are originally produced in English,
approaches to analyzing ways to use contemporary poetry and drama; activities that
help students analyze literature as context and as content; teaching of literature and
language in these two genres and theoretical and practical dimensions of this
integration; teaching cultural and social issues through poetry and drama in the
following domains: comparison and contrast between objects or products that exist in
the target and native culture; proverbs, idioms, formulaic expressions which embody
cultural values; social structures, roles and relationships; customs/rituals/traditions;
beliefs, values, taboos and superstitions; political, historic and economic
backgroundl cultural institutionsi metaphorical/connotative meanings, use of
humour.
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Language Teaching Materials Adaptation and Development

Theory and principles of ELT materials design (e.g.: selecting, adapting, developing
and evaluating materials) and the basic arguments for and against the use of
coursebooks in the classroom; the relation between methodology, ideology and the
coursebook writer; format for the selection of language materials: suitability
regarding the format, the students’ proficiency level, learnability, ease of use, cultural
content, availability of communicative interaction and language use, and the use of
corpus-based authentic materials set in a real-world context which allows learners to
interact with each other or the teacher in meaninful ways; adapting or developing
materials for language teaching: adapting coursebook materials to particular learning
needs and teaching contexts, designing teaching materials and supplementing
materials parallel to the methodology, to the level and needs of the students and to
present school environment; evaluation of materials and text books used in EFL
classroom settings, language material and textbook evaluation criteria and ways to
relate materials design to current ELT methodology.

English Language Testing and Evaluation

Basic concepts, principles and constructs of classroom-based assessment; different
types of tests and testing (e.g.: proficiency, achievement, diagnostic and placement
tests, direct vs. indirect testing, discrete point vs. integrative testing, norm referenced
vs. criterion referenced testing, objective testing, communicative language testing)
and various types of questions for a wide range of language assessment purposes,
development and evaluation of such language tests and of other available types (e.g.:
portfolio, self-assessment, learner diaries); language tests for different age groups,
different proficiency levels and various learner styles; test preparation techniques for
testing reading, writing, listening, speaking, vocabulary and grammar individually
and testing language skills in an integrated manner; application of basic descriptive
and inferential statistical calculations and the principles underlying test design (e.g.:
content, criterion related, construct, face validity; reliability, standard error of
measurement and the true score; practicality); stages of test construction, item
analysis and interpretation of test scores, standardized tests (e.g.: TOEFL; IELTS and
exams accredited by the Council of Europe for the European Language Portfolio),
teacher prepared language tests, and beneficial backwash.
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APPENDIX H: TURKISH SUMMARY

Ogretmenin toplumda edindigi rol ilk uygarliklardan bu yana insanligi mesgul
etmistir. Insanlik tarihinde 6gretmenlik sorunsalina iligkin yiiriitiilen belki de ilk
tartisma Socrates'in bir egitici olarak oynadigi roldiir ki kendisinin idam edilmesine
yol agmistir. O donemde yasanan tartisma Ogretmenin géz etmesi gerekenin kamu
yarar1 mi, yoksa glicliilerin ¢ikar1 m1 oldugu noktasina odaklanmistir. Giiniimiizde ise
benzer bir tartisma varligini siirdiirmektedir. Ogretmenlerin ve 6gretmen adaylarinin
yerine getirmesi gereken roller konusu heniiz ¢6ziilmemis bir sorunsaldir. Bu doktora
calismasi da tam olarak bu sorunsala odaklanmaktadir: 6gretmenin rolleri. Bu
caligma, Tirkiye'de bir kamu {iniversitesinin Yabanci Diller Egitimi (YDE) lisans
programinda vurgulanan ogretmen rollerini arastirmaktadir. Bu ¢alisma ayni
zamanda s6z konusu lisans programinda iizerinde durulan o6gretmen rollerinin
arkasinda yatan politik-ekonomik, sosyo-kiiltiirel ve kurumsal sebepleri de giin
yiiziine ¢ikarmay1 amaclamaktadir.

Calismada incelenen Ogretmen rolleri Kumaravadivelu'nun (2003) igclii
kategorizasyonuna dayanir. Bu siniflandirmaya gére 6gretmen rolleri pasif teknisyen
olarak ogretmen, diigiinen bir uygulayici olarak ogretmen Ve doniistiiriicii bir
entelektiiel olarak ogretmen olmak iizere lice ayrilir. Kumaravadivelu'ya gore, pasif
teknisyen olarak Ogretmen kendisine sunulan bilgiyi belirli bir silizgegten
gecirmeksizin gelecek nesillere aktarmakla yiikiimli, yaraticiligr kisitlanmis bir
ogretmendir. Tek yapmasi gereken bilimsel veriler sonucunda elde edilmis bilgilerin
gosterdigi yontemleri kullanarak kendisine sunulani 6gretmektir. Bunu yaparken
kendi i¢inde bulundugu baglamin gerceklerini ya da Ogrenci profilini géz Oniine
almasi1 s6z konusu degildir. Bu haliyle yaraticilii ve karar verme yetisi kisitlanmis
bir 6gretmendir.

Diisinen bir uygulayict olarak ogretmenlik anlayis1 ise Ogretmenlik
mesleginin pasif bir teknisyenlik olarak diisiiniilemeyecegini, 6gretmenligin bilgi
iiretimine ve sorun ¢ézmeye doniik bir ihtisas meslegi oldugunu ifade eder. Dewey'e
(1933/1997) gore, 6gretmenler bu meslekte gelenek ve otoriteye boyun egerek

sorgulamadan gerceklestirdikleri rutin eylemlerin Gtesine gegmeli, verdikleri tiim
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kararlar1 Oncesinde, sonrasinda ve eylem aninda elestirel bir bakis acisiyla
sorgulayarak karar vermelidirler. Dewey, o0gretmenlik mesleginin daha Onceden
kararlastirilmis bir dizi rutin eylemden olugsmadigini, tersine baglam odakli, yaratici,
entelektiiel bir etkinlik oldugunu savunur. Benzer bi¢imde, Schon (1987) ise siif
gercekliginin beklenmeyen sorun ve ikilemlerle dolu oldugunu ve onlar1 ¢6zmek igin
hazir regeteler olmadigini, 6gretmenlerin diisiinsel bir etkinlik icine girerek kendi
kosullarina uygun c¢oziimler bulmalar1 gerektigini savunur. Schon'e gore diisiinsel
etkinlik uygulama, gozlem, diisiinme, vyaraticililk ve deneme-yanilma ile
gerceklestirilen devamli bir etkinliktir. Ne var ki diigiinsel 6gretmenlik anlayisinin
yayginlagmasi ile birlikte kavramin igerigi de bosalmaya baslamis, Ogretmenlik
tizerine odaklanan her diisiincenin diisiinsel 6gretmenlik anlayisina dahil olacag
sanilmaya baglanmistir. Zeichner ve Liston'a gore (1996), eger "bir Ogretmen
meslegini yonlendiren amagclar1 ve degerleri, i¢inde c¢alistigi baglami1 ya da kendi
varsayimlarint sorgulamiyorsa" sirf 0gretmenlik pratigi tlizerine disiindiigi icin
diisiinsel bir 6gretmen olarak adlandirilamaz. Bir 6gretmenin diisiinsel 6gretmen
olarak nitelendirilebilmesi i¢in program ve okul gelistirme caligmalarinda yer almasi
ve kendi mesleki gelisim sorumlulugunu iistlenmesi gerekir.

Dontistiiriicti bir entelektiiel olarak dgretmen ise diger 6gretmenlik rollerinin
yaninda kamusal bir aydin kimligi ile adil, demokratik ve esit bir toplumun
yaratilmas1 ic¢in ¢alisir; yalmizca simif igerisinde uygun bir 6grenme ortami
yaratmakla kalmaz, smif i¢i ve disinda yasami doniistiirmek icin ugrasir
(Kumaravadivelu, 2003). Doniistiiriicii entelektiiel olarak 6gretmen kavramini ortaya
atan Henry Giroux bir yandan ogretmenlik mesleginin degersizlestirilmesi ve
vasifsizlagtirilmasina karsi ¢ikarken diger yandan da 6gretmen egitimini tekniklere
indirgeyen anlayisin ogretmenlerin belirli method ve tekniklerin arkasinda yatan
ilkeleri gérmekten alikoydugunu savunur. Giroux'ya (1988) gore Ogretmenlerin
"aktif ve elestirel yurttaglar" yetistirmelerini engelleyen ve 6gretmenlerin "zekasini,
karar verme yetisini ve deneyimini goz ardi eden" toplumsal ve politik anlayisa
meydan okunmalidir (s. 121). Doniistiiricti entelektiieller olarak Ogretmenlerin
gorevi Ogrencilerinin diisiinen aktif bireyler olmalar1 i¢in diisiince ve uygulamay1
birlestirmektir (praxis). Giroux ve McLaren'a (1986) gore, "doniistiirii entelektiiel
roliinii benimseyen oOgretmenler Ogrencilerine elestirel Ozneler olarak davranir,
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bilginin ne sekilde iiretildigini ve yayildigin1 sorgular, diyalogtan yararlanir ve
bilgiyi anlamli, elestirel ve 6zgiirlestirici hale getirir" (s. 215). Bunu yapmak i¢in de
okulun siyasi bir kurulus oldugu ve toplumda var olan toplumsal, ekonomik ve
politik esitsizlikleri pekistirdigi konusunda 6grencilerinin bilincini artirmaya galisir.
Bu amagla 6grencilerin kendi deneyimlerinden yola ¢ikar ve &grencilere kendi
deneyimledikleri sorunlarin arkasinda yatan politik ve ahlaki gerekgeleri
anlamlandirma konusunda yardim eder. Ogrencilerini hem okuldaki, hem de
toplumun biitliniindeki esitsizlik ve somiirii ile miicadele etmek i¢in elestirel bir bakis
acist gelistererek eyleme gecmeleri konusunda yiireklendirir.

Niteliksel bir durum arastirmasi olarak dizayn edilen bu c¢aligma kavramsal
cergevesini elestirel pedagojiden almakta, ilgili alanyazin ile birlikte tarihsel bir
arkaplan iizerine insa edilmektedir. Yabanci diller egitimi programinda vurgulanan
O0gretmen rollerinin saptanabilmesi i¢in veri toplama siirecinde dokiiman analizi,
derinlemesine miilakatlar ve smif gdzlemlerinden yararlamlmistir. Incelenen
dokiimanlar arasinda programin vurguladigi 6gretmen rollerinin mikro Olgekte
anlagilmasini saglayacak program dokiimanlari, ders kataloglar1 ve websiteleri gibi
belgeler yaninda fakiilte ve tiniversite dokiimanlar1 da yer almistir. Caligmada ayrica
ogretmen egitimi iizerinde belirleyici bir rolii olan YOK'iin (tezde CoHE olarak
geemektedir) ve MEB'in (tezde MoNE olarak ge¢mektedir) dokiimanlar1 da
incelenmistir. Bu doktora ¢alismasi, program dokiimanlarinda yer verilen 6gretmen
rollerinin yaninda 6grencilerin, 6gretmen egitimcilerinin, emekli 6gretim iiyelerinin
ve program yoneticilerinin de goriislerine yer verir. Calisma, ayrica, simif gézlemleri
aracilifiyla metodoloji ve dgretmenlik uygulamasi derslerinde odaklanilan 6gretmen
rollerini de aragtirmaktadir. Sinif gozlemleri, Eyliil 2012 ile Mayis 2014 arasinda
gerceklestirilmis, arastirmaci derste gdzlemci olarak yer almis ve not tutmustur.

Bu doktora tezi, niteliksel bir durum arastirmasi olarak belirli bir durumdaki
belirli bir baglamin derin bir sekilde analizine dayanir (Savin-Baden & Howell
Major, 2013). Toplumsal gercekligin ¢coklu ve karmasik oldugu fikrinden yola ¢ikan
niteliksel arastirma paradigmasma gore "toplum nesnel olarak goézlenebilen bir
varlik" degildir. (Savin-Baden & Howell Major, 2013, s. 6). Toplumla ilgili bilgileri
kendi diinya goriisleri 1s18inda iireten kisiler bireylerdir. Bu nedenle niteliksel
arastirmalar hem katilimcilarin, hem de arastirmacilarin 6znel olduklarini ve bu
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nedenle belirli onkabullerle hareket ettiklerini kabul eder (Merriam, 2009). Niteliksel
arastirmacilarin ne bir ¢caligmay1 planlama agamasinda, ne de yorumlama asamasinda
kendi diinya goriislerinden siyrilmalari miimkiin degildir. Niteliksel arastirmada veri
toplama ve analizinde kullanilan temel unsur arastirmacinin kendisidir: "tiim
gbzlemler ve analizler arastirmayr yapan kisinin diinya goriisiiniin, degerlerinin ve
bakis agisinin filtresinden geger." (Merriam, 2009, s. 22). Bir baska deyisle, 6znellik
kisisellik niteliksel c¢alismalara ickindir ve niteliksel ¢alismaya biriciklik katan da
budur (Savin-Baden & Howell Major, 2013). Bu nedenle niteliksel arastirmalarda
okuyucuyu yaniltmamak i¢in aragtirmacinin kendi rolil iizerine diisiinmesi ve ben dili
kullanarak kendi kimligini ve 6znelligini agikca ortaya koymasi gerekir.

Ben bu tezde inceledigim programda 6gretim gorevlisi olarak calisan yeni bir
Ogretmen egitimcisiyim. Bu doktora ¢alismasina basladigim siralarda programda iki
yildir dil dersleri veriyordum ve programla ilgili bilgilerim sinirliydi. Ders verdigim
lisans programi ile ilgili bilgilerimi derinlestirmek ve verdigim derslerde
gbzlemledigim kimi sorunlar {izerine daha derin diisiinmek icin bu calismay1
yapmaya karar verdim. Bu ¢alismay1 yaparken temel aldigim elestirel teori ile teorik
bilgilerimi genislettim ve kendi ¢eliskili diisiincelerimin altinda yatan onkabuller ve
varsayimlar ile ylizlesme firsati buldum. Bu ¢alismay1 yaparken gecirdigim kisisel
doniisiim verdigim derslere ve dgrencilerle olan iletisimime yansiyarak tezi etkilemis
olabilir. Ama niteliksel arastirmalarda arastirmacinin baglam tizerindeki etkisi zaten
yadsinamayacak bir gerceklik olarak kabul edilmektedir.

Niteliksel arastirmalar analiz ve yorumlama icin farkli felsefi gergeveler
kullanmaktadirlar. Bu doktora ¢alismasinin teorik ¢ergevesini olusturan felsefi ¢ikis
noktas1 ise Elestirel Toplumsal Teori ve onun egitim alanindaki mirascist olan
Elestirel Pedagoji’dir. Doniistiiriicii entelektiiel olarak dgretmen kavrami kaynagim
Elestirel Pedagoji’den aldig1 i¢in bu calisma icin en kapsayici gergevenin Elestirel
Pedagoji oldugu tespit edilmistir. Elestirel bakis acisiyla yapilan c¢alismalar
durumlan tarihsel gergeveleri iginde ele alirlar. Bu nedenle bu ¢alismada incelenen
program da siyasal ve tarihsel baglamina yerlestirilerek incelenmistir. Caligmanin
birinci bolimii ¢alismanin temel 6zelliklerini anlatirken ikinci boliimii Tiirkiye'de
egitimin tarihsel bir arkaplanini ¢izerek calismanin gerceklestirildigi politik,
ekonomik, tarihsel ve toplumsal gercekligi anlatir. Ugiincii ve dérdiincii boliimlerde
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tezin kavramsal c¢ercevesi ayrintilariyla ¢izilmis, alanyazinda yer alan temel
Ogretmen egitimi yaklasimlar1 ve calismalarina yer verilmistir. Besinci bolim
calismanin methodunu ve katilimcilart miimkiin oldugunca detayli bir bigimde
anlatmistir. Altinci bolim dokiiman analizi bulgularini, yedinci boliim programin
tarihsel gegmisini, programin amacini ve programda yetisen 6grencileri katilimcilarin
bakis agilarindan dile getirir. Sekizinci boliimde gozlem analizi bulgularina yer
verilir. Son boliimde ise bulgular analiz edilmekte, programda odaklanilan 6gretmen
rollerinin arkasinda yatan politik-ekonomik, sosyo-kiiltiirel ve kurumsal gerekgeler
tartisilmaktadir.

Elestirel Pedagoji temel olarak geleneksel Ggretim sisteminin amaglarini
ortaya cikarmaya calisir. Elestirel pedogoglara gore okullar zamanin iktidar ve
ideolojisine gore sekillenen politik, ekonomik ve kiiltiirel kurumlardir. Mevcut siif
yapisini yeniden iiretmek ve belirli bilgi ve otorite tiirlerini tarafsizlik goriintiisii
altinda mesrulastirmak i¢in kullanirlar. Okullar yonetici simiflarin  ¢ocuklarina
ayricaliklar sundugu, dezavantajli ¢cocuklari ise toplumsal yasamin disinda biraktig
icin demokratik kurumlar olarak goriilmemektedir. Elestirel pedagoji bu nedenle
okullardaki demokratik olmayan uygulamalar1 ortaya ¢ikarmak ve bunlarla miicadele
etmek icin ¢aligir; kiiltiirel ve ekonomik agidan dislanan 6grencilerin desteklenmesi
icin ugrasir (Kincheloe, 2008). Bu nedenle bir direnis alan1 olan okullarda elestirel
diisiincenin ve doniistiiriicii eylemin desteklenmesini saglamakla mesguldiir. Elestirel
pedagoji ayrica okullarin toplumsal agidan adil ve demokratik olmasi i¢in ¢alismakla
kalmaz, i¢inde yasadigimiz toplumun da daha insani bir yer olmasi i¢in miicadele
eder.

Elestirel pedagojinin kurucusu Paulo Freire Brezilyali bir egitim felsefecidir
ve hayatin1 egemenlik iliskilerinin analizine ve doniistiirilmesine adamistir. Ona
gore, belirli bir sinifin egemenligini yok etmenin temel sart1 elestirel diisiince ve
eylem i¢ine girmek ve insanlarla diyalog kurmaktir. Ona gore bu miicadelede en
onemli kosul, ezilenlerin diyaloga dayanan egitim projeleri araciligiyla ezildiklerinin
bilincine varmalaridir. Ezilenler nesne konumuna indirgendiklerini fark ettikten
sonra insanlasmak i¢in miicadele edeceklerdir. Bu miicadele sonucunda hem ezenler,
hem de ezilenler Ozgiirlesecek, insanlasacaklardir. Freire (1970) kimsenin bir
bagkasini 6zgiirlestiremeyecegine inanityordu. Freire, 6zgiirlesmenin ancak bireylerin
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kendileri tarafindan gercektlestirilebilcegini savunuyordu, bunun da dayanigsma ve
diyalog ile gergeklesecegini diisiiniiyordu. Bireylerin aktif bir diisiince siirecine
girmeden gergekligin {izerindeki Ortiiyli kaldiramayacaklarini, dolayisiyla da
kendilerini donistiiremeyeceklerini diistintiyordu. Freire, {inli kitab1 Ezilenlerin
Pedagojisi'nde anaakim egitim sistemini "bankaci egitim sistemi" olarak adlandirir.
Geleneksel egitim sisteminde 6gretmenler "yatirimci" konumunda 6grencilerine bilgi
aktarir, 6grenciler ise pasif bir bi¢imde bilgiyi alan "yatirim nesnelerine" doniisiir.
Freire'ye gore, bankaci egitim sistemi Ogrencilerin yaraticiligi 6ldiirmek igin
gelistirilmis bir zuliim yontemidir; dgrencilerin ezenler tarafindan konulan kurallar
sorgulamadan kabul etmeleri i¢in kullanilan bir mekanizmadir. Bu sistemde
Ogrenciler Ogrenme siirecinin O6zneleri degil, nesneleri haline doniismiislerdir.
Ogrenciler sessiz olmay1 ve kendilerine sunulan materyalle ilesime gegmemeyi
ogrenmislerdir. Ogretmenler ise empoze edilecek bilgiyi sunan otorite figiirlerine
dondigiirler (Freire, 1970). Bu nedenle, Freire egitimin tarafsiz olmasinin miimkiin
olmadigint ve dgretmenlerin kendilerine kime hizmet ettikleri sorusunu sormalari
gerektigine inamir. Ogretmen ve &grencilerin bu ¢ikmazdan kurtulmalar igin de
Ogretmen-6grenci iliskisinin yeniden tanimlanmasi gerektigini savunur. Bu yeni
iliskide her ikisi de hem ogretmen, hem &grenci haline gelecektir. Ogretmen,
yalnizca O6greten degil, 6grencileri ile diyalog halinde kendisi de 6grenen kisiye,
ogrenciler ise 0grenmenin yaninda 6greten de kisiler haline doniisiirler. Bu siirecin
sonunda her iki taraf da beslenir.

Tirkiye'de gerceklestirilen arastirmalar daha ¢ok program degerlendirmesine
odaklanmistir. Alanyazin taramasinda yabanci dil dgretmen egitimi programlarini
Ogretmen rolleri acisindan inceleyen bagka bir ¢caligmaya rastlanmamistir. Bu nedenle
teorik cercevesi, programi yerinde gozlemlerle incelemesi ve programda yer alan
bireylerin goriislerine yer vermesi ile bu doktora ¢aligmasi programda derinlemesine
bir analiz yaparak alanyazindaki boslugu dolduracaktir. Bu caligma bu alanda
yapilacak calismalarin Oniinii acabilir, egitim fakiiltelerinde yasanan gercekligin
yasayan bir Ornegini olusturabilir ve Ogretmen egitimi alanindaki karar

mekanizmalarini etkileyerek sistemin doniismesi i¢in alan yaratabilir.
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Calismanin arastirma sorulari sunlardir:

1) Tiirkiye'de 6gretmen egitimi konusunda soz sahibi farkli kurumlarin (YOK, MEB,
calismanin yapildig1 iniversite, fakiilte ve bolim) belgelerinde hangi G6gretmen
rolleri iizerinde durulmaktadir?

2) Caligmanin yiiriitiildiigii yabanci diller egitimi programi 6gretmen adaylarin1 hangi
O0gretmen rollerine hazirlamaktadir?

a) Ogretmen adaylari, 6gretmen egitimcileri ve program yoneticileri programda
odaklanilan 6gretmen rolleri ile ilgili ne diistinmektedir?

b) Programin method ve dgretmenlik uygulamasi derslerinde hangi 6gretmen rolleri
vurgulanmaktadir?

3) Programda vurgulanan 6gretmen rollerinin {izerinde durulmasinin arkasinda yatan

politik-ekonomik, sosyo-kiiltiirel ve kurumsal nedenler nelerdir?

Tiirkiye'de egitim sisteminin tarihini inceledigimizde Cumhuriyet’in kurulus
yillarinda Osmanli déneminden kalan geleneksel dinsel egitim anlayisinin yerini
milliyet¢ilige ve laiklige dayanan bilimsel bir egitim sistemin aldigini goriiyoruz.
Cumhuriyetin kurucular1 halkin modernizasyonu i¢in egitim sisteminin kilit 6neme
sahip oldugunu diistindiikleri i¢in kurulus yillarinda ilkdgretim zorunlu hale gelir
(Inal, 2012). Bu siiregte dgretmenlere biilyiik gorev diismektedir, ¢iinkii cumhuriyet
ideolojisini halka gotlirecek olanlar onlardir. Kirsal kesimin gelismesini saglamak
icin 1937 yilinda Koy Enstitiileri kurulur. Bu enstitiiler, donemin Milli Egitim
Bakanligi'nin aydinlanmaciligi benimseyerek klasiklerin Tiirkge'ye g¢evrilmesi icin
yaptig1 girisimlerle birlikte iilkenin egitim ve diislince iklimi {izerinde biiyiik etki
yaratir. Ne var ki yetenekli doniisiimcii entelektiiel 6gretmen yetistirmeyi amaglayan
bu kurumlar komiinizm propagandas1 yaptiklarina iligkin su¢glamalar nedeniyle 1954
yilinda kapatilir. Bu sirada Tiirkiye ¢ok partili doneme girmis ve ekonomisini
yabanci yardimlarma ve yatirimlarina agmig, Diinya Bankasi ve Uluslararas1 Para
Fonu'na iiye olmus, 1952 yilinda NATO'ya iiyeligi ile birlikte anti-komiinist blogun
bir parcasi olmustur. Egitim sistemi de dogal olarak zamanin egemen ideolojisinden
nasibini almigtir. Demokrat Parti doneminde kurulus yillarinin laik okullar1 yerlerini
dini egitim yapan imam hatiplere birakmustir. Ingilizce 6gretim yapan Maarif
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Kolejleri agilmaya baslanmis, Amerikan Ford Kurulusunun destegi ile Egitim Milli
Komisyonu kurulmustur. Bu komisyon 1961 yilinda yiiriirliige giren ilk&gretim
programini yapan komisyondur. Demokrat Parti iktidarini sona erdiren 1960 askeri
darbesinin ardindan dénemin basbakani ve iki bakani idam edilmis, 147 akademisyen
tiniversiteden atilmig, ylizlerce hakimin isine son verilmistir. Yapilan yeni anayasa
demokratik kitle orgiitlerinin gelisimine olanak yaratmistir. Ogrenci olaylarinin
bliylimesi ve is¢i eylemlerinin genislemesinin ardindan 1971 yilinda Tirkiye bir
askeri darbe daha yasamistir. 1961 anayasi ile genisleyen ozgiirliikler yeniden
simirlandirilmig, iic O6grenci lideri idam edilmistir. Bu donemde imam hatip
okullarinin ve dershanelerin sayisi hizla artmistir.

1980 yillar ile birlikte tiim diinyada etkili olan ekonomik buhran refah
devleti anlayisindan vazgegilmesine, ulusal pazarlar yerine kiiresel pazarlara
yonelinmesine neden olmus, neoliberal bir ekonomik diizene gecilmistir. Bu yeni
diizende piyasa hakimiyeti egemendir. Ozel girisimler her tiir devlet kontroliinden
bagimsiz hareket eder. Emekgilerin iicretleri diisliriilmeye baglanir, sendikasizlasma
yayginlasir, sermayede, mallar ve hizmetler serbest dolasima girer. Egitim ve saglik
alanindaki kamu harcamalar1 kisitlanir; altyapiya ayrilan biitgeler sinirlandirilir. Her
alanda kamusal isletmeler Ozellestirilmeye baglanir, kamu yarar1 kavrami yok
edilmeye c¢aligilir (Martinez ve Garcia, 2000, aktaran Cole, 2008, s. 88). Diinyadaki
bu yeni donem ile birlikte Tiirkiye'de de 24 Ocak 1980'de IMF tarafindan dayatilan
kararlar kabul edilir. Ne var ki toplumun kendisine kisitlamalar getiren bu kararlari
benimsemesi miimkiin olmayacaktir. Bu nedenle 12 Eyliil 1980'de Tiirkiye bir baska
darbe ile uyanir. Darbe yonetimi alinan bu kararlarin uygulanmasini saglar. Yeni
donemin egitim anlayigt Tiirk-Islam sentezi olacaktir (Okgabol, 2005a). Vakiflara
yiiksek Ogretim kurumu agmasi serbestligi taninir. Devletin kamu harcamalar1 i¢in
yeterince kaynagi olmadigina dair yeni bir sOylem gelistirilir, ©6zel egitim
kurumlarmin ve imambhatiplerin sayis1 hizla artar, egitim kamu hizmeti olmaktan
cikip alinip satilan bir metaya doniislir (Altunya, 1995). Okullardaki ulasim ve
kafeterya hizmelerleri de 6zellestirilir. Egitimde yatirim harcamalarina ayrilan biitce
2002'de % 17,18 iken bu rakam 2014 yilinda % 9,32'e iner. Hanehalkinin egitim
harcamalar1 ayn1 désnemde dort katina ¢ikar (Inal, 2012; Keskin Demirer, 2012). Bu

donemde Ogretmenlerin ekonomik durumlart giderek zayiflar ve onlart ek isler
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yapma mecburiyetinde birakir. Ogretmenlik is giivenligi olan kamusal bir is
olmaktan cikar sézlesmeli bir is haline gelir. Meslegin kosullarinda yasanan bu
kotiiye gidis 6gretmenlik mesleginin toplum igindeki sayginligini da zedeler. Sistem
Ogretmenleri sinava hazirlayici teknisyenlere doniistiiriir (Yildiz, 2013).

Ogretmen egitimi sistemi de 1981 yilinda YOK'iin kurulmas: ile birlikte
doniisiim gegirir. Tiim 8gretmen egitimi kurumlan iiniversitelere aktarilarak YOK'e
bagli konuma getirilir. Ogretmen egitimi programlarini bizzat YOK kendisi
gondermeye baglar. 1982-83 yilindan sonraki donemlerde Ogretmen egitimi
programlari bir tiir esneklik ve 6zerklik yasamislarsa da 1997 yilinda Diinya Bankasi
destegi ile gerceklestirilen Ogretmen Egitimi Reformu ile tiim &gretmen egitimi
kurumlar1 kendilerine YOK tarafindan dayatilan programi izlemek mecburiyetinde
kalir. Bu program, yabanci dil egitimi programlarinda method ve ogretmenlik
uygulamasi derslerinin sayisini artirdigi igin kabul gorse de temel egitim derslerini
(egitim sosyolojisi, egitim felsefesi, program gelistirme, vb.) kaldirmasi ile ¢ok
elestiri alir. Yeni programin tepeden inme getirilmesi, az sayida Ogretmen
egitimcisinin gorilisiine bagvurulmasi da baska bir elestiri konusu olmustur (Okgabol,
2005b). 2006 yilinda program gozden gecirilmis, bu kez Ogretmen egitimi
programlarma % 25 oraninda esneklik taninmistir (YOK, 2007b).

Yabanci dil 6gretmen egitimi programlar1 ilizerine yillar ig¢inde yapilan
caligmalar 1997 ve 2006 yillarinda yapilan reform oncesi ve sonrasinda §gretmen
adaylarinin yasadiklar1 sorunlarin ¢oziilmesinde biiytlik bir degisiklik yaganmadigim
gostermektedir. 1997 reformundan oOnce Enginarlar (1997) tarafindan yapilan
aragtirma Ogretmen adaylarmin pratik  bilgilerini  gelistiremediklerini, okul
yonetimlerinin 6gretmenlik uygulamas: derslerini bir yiik olarak goérdiiklerini ve her
bir rehber 6gretmene verilen aday 68retmen sayisinin yiiksek oldugunu gostermistir.
Seferoglu'nun (2006) calismasi da 6gretmen adaylarinin ayni rehber 6gretmenleri ve
benzer etkinlikleri izlemekten sikildiklarini ve rehber Ggretmenlerden yeterince
geribildirim alamadiklarini gostermis, 6gretmen adaylarinin ihtiya¢ duyduklart kadar
uygulama yapamadiklarini gostermistir. Daha sonra yapilan ¢alismalarda da varilan
sonu¢ hep ayni olmustur: Ogretmenlik egitimi programlarinda, 6gretmenlik

meslegine iligkin bilgiler ile uygulama arasinda baglanti kurulamamaktadir (Salli-
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Copur, 2008; Coskun-Daloglu, 2010; Soruc & Cepik, 2013; Uztosun & Troudi,
2015).

Tiirkiye'deki 6gretmen egitimi tarihi ve Tiirkiye'de egemen olan O6gretmen
rolleri disilintildiigiinde c¢alisma sonuglarinin ¢alisma yapilmadan da tahmin
edilebilecegi iddia edilebilir. Ne var ki boylesi bir tutum o programda ders alan ve
ders veren bireylerin 6zne olarak goriilmemesi anlamina gelecek ve belirlenimcei bir
tutum igerektir. Yiiksek 0gretim sisteminin ve 6gretmen egitimi sisteminin getirdigi
sinirliliklar i¢inde de hareket etseler 6gretmen egitimcileri her zaman kendilerine
dayatilan teknik odakli G6gretmen egitimi anlayisina meydan okuma sansina
sahiptirler.

Arastirma kapsaminda gergeklestirilen miilakatlara 43 6gretmen adayr (21
son smif dgrencisi, 16 liclincii sinif 6grencisi ve 6 ikinci sinif 6grencisi) katilmistir.
Ogrenci miilakatlarinin  biiyiikk béliimii odak grup miilakatlari biciminde yari-
yapilandirilmis goriismelerdir. Calismaya ayrica 8 6gretmen egitimcisi, 4 emekli
Ogretim lyesi, 2 program yoOneticisi katilmistir. Calismanin verileri iki yilda
toplanmistir. Dokiiman analizi icin YOK, MEB, iiniversite, fakiilte ve boliim
dokiimanlari, ders kataloglari, websiteleri taranmis, gerekli dokiimanlara ulagilmistir.
Sinif gézlemleri kapsaminda 8 metot, 2 dgretmenlik uygulamasi dersi 7 ile 10 hafta
boyunca izlenmistir.

Niteliksel ¢caligmanin dogasindan kaynaklanan ¢ok sayida verinin yonetilmesi
ve incelenmesi siirecinde analizin sistematik bir bicimde yiiriitilmesi i¢in
Wellington'in (2000) veri analiz asamalar takip edilmistir (bkz. Sekil 3). Arastirmaci
once verileri okumus, Ogretmen rolleri agisindan Onemli olan boliimlerin altini
¢izmis, daha sonra bu boliimleri kodlamistir. Bir silire sonra bu kodlar yeniden
okunmus ve kategorilere ayrilmistir. Kategoriler zaman iginde boliimlere ayrilmus,
kimi zaman da farkli kategoriler birlestirilmistir. Belirli bir siire sonra veriler baska
calisma sonugclariyla karsilastirilmis, sonra tekrar verilere geri doniilmiistiir.

Arastirmanin giivenilir ve gecerli olmasinin saglanmasi i¢in niteliksel
caligmalarda kullanilan kalite kriterlerine bagvurulmustur (Lincoln & Guba, 1985).
Bulgularin inandiriciliginin saglanmasi igin veri toplama silireci uzun bir siirece
yayilmis, arastirmaci sahada uzun siire vakit gecirmis, dersleri gozlemlemis, 6grenci
ve Ogretmen egitimcileri ile goriismeler yapmistir. Arastirma raporunda programin
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ince ayrintilarla miimkiin oldugunca genis kapsamli bir bicimde betimlenmesine
Ozen gosterilmistir. Ayrica veri toplama siirecinde farkli veri kaynaklarindan ve veri
toplama yontemlerinden yararlanilmistir. Tezi programda arastirma gorevlisi olarak
calisip dersleri, 6grencileri ve 6gretmen egitimcilerini yakindan tantyan iki doktora
ogrencisi de okumus, bulgularin program gerceklerini yansittigini dile getirmislerdir.
Tezin igerisinde arastirma yoOntemleri ve veri toplama ve analiz siireclerinin
ayrintilar1 agiklanmis, dogrulalanabilirlik kriteri yerine getirilmistir. Arastirmacinin
konumu ve 06znelligi agik¢a ifade edilmis, okuyucunun yaniltilmasi bu sekilde
engellenmistir. Durum analizine dayanan bu ¢alisma yenilense dahi program duragan
olmadigi i¢in benzer sonuglar ¢ikmayabilir, ne var ki veriler bagka arastirmacilara
acilarak verilerin giivenilirligi denetlenebilir. Caligma sonuglar1 bagka programlar
icin genellenemez, ancak benzer programlar1 taniyan okuyucular kendi baglamlari
i¢in ¢ikarimlarda bulunabilirler.

Dokiiman analizinde oncelikli olarak YOK dokiimanlar1 incelenmistir. 2007
yilinda yenilen 6gretmen egitimi programi “kendisine sdyleneni yapan teknisyen
Ogretmen yerine, problem ¢dzen ve O0grenmeyi Ogreten Ogretmenleri yetistirmeyi
hedeflemektedir.” (YOK, 2007a). Bu tammlama Kumaravadivelu'nun (2003)
kategorizasyonuna gore, yeni programin diisiinen uygulayici 6gretmen yetistirmeyi
amagladigin1 gostermektedir. YOK 2007 programinin ders dagilimlari incelendiginde
ise benimsenen Ogretmen egitimi yaklasiminin hedeflenen Ogretmen tipi ile
ortiismedigi goriiliir. 2007 Yabanci Dil Ogretmen Egitimi Programimda method,
egitim ve dil derslerinin sayis1 olduk¢a fazla olmasina ragmen, Ogretmenlik
uygulamasina ayrilan ders sayisi yalnizca ikidir. Bu ders dagilimi tablosu (bkz. Tablo
14) YOK’iin programindaki anlayigin teknisist bir dgretmen egitimi anlayigina
dayandigin1 gosterir. Uygulamali bilim anlayisi da denilen bu anlayisi gore,
O0gretmen adaylar1 6nce method derslerinde bilimsel verilere gore nasil dil
Ogretilecegini 0grenir, daha sonra ise bu bilgiler 1518inda 6grencilerine dil Sgretir.
Ogretmenligin nasil yapilacagi ile 6gretmenlik uygulamasi birbirinden farkli zaman
ve yerlerde Ogrenilen iki farkli boliime ayrilmistir. Tersine, diisiinen uygulamaci
yetistirmeye yonelik Ogretmen egitimi yaklasimi 6gretmenligin yaparak yasarak
Ogrenilecegini savunur. Bu anlayisa gore, 6gretmenlik meslek bilgileri ile uygulama
birbirinden ayrilmaz pargalardir. Ogretmenlik meslegi Ogretmenlerin her farkli
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duruma yonelik farkli ¢oziimler bulmasini gerektiren, onceden kimi method ve
teknikler araciligiyla regete edilebilecek bir meslek degildir. Ayrica 6gretmenlerin
egitimi biitiinsel olarak gérmelerini saglayan egitim sosyolojisi, egitim felsefesi gibi
temel egitim derslerinin 1997 yilinda 6gretmen egitimi programlarindan ¢ikarilmasi
Ogretmen adaylarinin egitimi dar bir bakis acisiyla, tekniklere indirgeyerek
algilamalarina neden olmakta, diisiinen uygulayici ve entelektiiel Ogretmenler
yetistirilmesine ket vurmaktadir. YOK programinin ders igerikleri incelendiginde
yabanci dil 6gretmen egitimi derslerinin igeriginde diislinsel 6gretmenlige, elestirel
pedagojiye ya da elestirel dilbilimine yonelik higbir kavram ya da referansa
rastlanmamaktadir. Bu da programin teknisist yonelimini agiga ¢ikarmaktadir.

MEB dokiimanlar1 incelendiginde Ogretmenlerin tasimasi gereken rolleri
acikca tarif eden bir belgeye rastlanmamistir. Ancak Ogretmen Yeterlilikleri ve Okul
Temelli Mesleki Gelisim belgeleri incelendiginde MEB’in bir 6gretmende olmasi
gereken nitelikleri tarif ettigi goriiliir. Bu belgelerde ortak olarak vurgulanan
nitelikler 6gretmen adaylarinin yasam boyu 6grenen bireyler olmalari, 6grencilerinin
farkli ihtiyaclarin1 gozetmeleri, aileler ile iletisim icerisinde olmalar1 ve mesleki
gelisimi 6n planda tutmalaridir. Bu belgelerde 6gretmenlerin program gelistirme
calismalarindaki ya da karar alma mekanizmalarindaki sorumluluguna
deginilmemistir. Ogretmenlerin toplumsal hayati déniistiirme, dgrencilerine elestirel
yurttaglik bilinci gelistirme gibi sorumluluklari oldugundan da s6z edilmemistir.
Kisacast MEB dokiimanlart da YOK dokiimanlarinda oldugu &gretmeni diisiinen
uygulayict olarak tarif eder.

Programin yer aldig1 {iniversitenin dokiimanlarina bakildiginda mezunlarinin
toplumsal  sorumluluklarma  génderme  yapildigini, mezunlarin  diinyay:
degistirebileceklerine atiflarda bulunuldugunu ve toplumsal, ¢cevresel sorumluluklara
deginildigi goriilmektedir. Bu veriler 1s1ginda, muhalif tavriyla taninan iiniversitenin
doniistiiriicii entelektiiel bir mezun yetistirmeyi hedefledigi sdylenebilir. Fakiilte
dokiimanlarma bakildiginda ise fakiilte websitesinde yayinlanan tanimin dgretmen
adaylarina bilimsel gelismeleri 6gretmenlik pratiklerine uygulamak disinda baska bir
rol vermeyerek pasif teknisyen 6gretmen yetistirmeye yonelik oldugu goriilmektedir.
Programin kendi dokiimanlarinda yer alan program c¢iktilar1 dokiimanlari da

Ogretmen adaylarinin karar verme becerilerine, diisiinsel 6gretmenlik ve mesleki
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gelisim Ozelliklerine gonderme yaparak diisiinen uygulayici bir 6gretmen tarifi
yapmaktadir. Her ne kadar 2007 programi Yabanci Diller Egitimi boliimii tarafindan
belirli degisikler ile uygulansa da YOK ’iin getirdigi teknisist anlayistan s1yrilabilmis
degildir. Ders dagilimlarinda &gretmenlik uygulamasi dersi sayisi ayni kalmus,
method, dil ve egitim derslerinin sayis1 azalirken, edebiyat ve dilbilim derslerinin
sayis1 artmistir (Tablo 14). Dokiiman analizi sonuglarina gore, farkli kurumlarin
yetistirmeyi amacladig1 6gretmenler farklilik gostermektedir. Universite dokiimanlari
daha c¢ok doniistiiriici entelektiiel yetistirmeye yonelik olsa da fakiilte
dokiimanlarinin 6gretmen adaylarma pasif bir rol verdigi goriilmektedir. YOK, MEB
ve YDE bolimii diisiinen uygulayict Ogretmen yetistirmeyi hedefleseler de
uyguladiklar1 6gretmen egitimi programi teknisyen 6gretmen yetistirmeye yoneliktir.

Calisma katilimcilar1 ile yapilan miilakatlarda dokiimanlarda belirtilenin
aksine YDE programimin belirli bir misyonu olmadigi ortaya c¢ikmigtir. Emekli
Ogretim lyeleri program gelistirme i¢in herhangi bir bilimsel ¢alisma yapilmadigini,
programin zaten YOK tarafindan dayatildigini, bu siiregte kendi bilgi birikimlerinin
ve deneyimlerinin hige sayildigini dile getirmis, programda YOK’{in izin verdigi
Olciide degisiklik yapilmasi gerektigi donemlerde de boliimiin hoca profilinin
aragtirma alanlariin alinan kararlarda etkili oldugunu belirtmislerdir. Emekli
Ogretim Tlyelerine gore edebiyat hocalar1 edebiyat derslerini artirmak istemis,
dilbilim hocalar1 da dilbilim derslerine agirlik verilmesinden yana olmuslardir. Ne
var ki emekli 6gretim liyelerinden birinin (TEB) soyledigine gore, programda yapilan
degisikliklerde yetistirilmesi hedeflenen Ogretmenin ozellikleri diistiniilmemistir.
Ogrenciler de programla ilgili benzer gdzlemlerini paylasmislardir. Bir 6grenci (S5)
programin misyonunun bulanik oldugunu ifade etmis, programin ciddi sekilde
gozden gecirilmesi gerektigini savunmustur. Ogrencilere programda ne tiir bir
ogretmen yetistirildigi soruldugunda ise c¢ok sayida 6grenci programin Ggretmen
degil, akademisyen yetistirdigini ifade etmistir. Ogrencilerin sdyledigine gore,
programda yer alan kimi edebiyat ve dilbilim dersleri ¢ok ileri diizeyde, bilim insan
yetistirmeye yonelik olarak verilmektedir. Bu derslerin bir boliimii katilimcilarin
belirttigi iizere, Ogretmen adaylarmin daha oOncelikli gordiikleri kimi alanlarda
yetismelerini (sinif yonetimi, dil Ogretimi, ©6zel Ogrenciler icin egitim, vs.)
engellemektedir. Katilimer kimi 6grenciler ise program 6gretmen yetistiriyorsa bile
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bu 6gretmenin 6zel okullarda ya da seckin devlet okullarinda gorev yapmak tizere
yetistildigini, kendilerinin kisith olanaklar1 olan siniflarda, farkli ihtiyaglari olan
Ogrencilerle nasil calisacaklarim1  bilmediklerini, aldiklar1 egitimin {lkenin
gerceklerinden oldukga farkli oldugunu dile getirmislerdir. Hem 6grenciler, hem de
Ogretmen egitimcileri tarafindan sozii edilen bir bagka 6nemli konu da 6gretmenlik
mesleginin kimi o6gretim {yeleri tarafindan kiiciimsendigi, o6zellikle de MEB
okullarinda c¢alismanin hor goriildiigiine iliskindir. Anlasilan odur ki toplum
igerisinde egemen olaman 6gretmenlik meslegine yonelik deger yitimi 6gretmen
yetistiren bu boliime de sirayet etmistir.

Gorligme analizleri programda yetisen 0gretmenin dzelliklerine yonelik kimi
celiskili sonuglar dogurmustur. Kimi 6grenciler boliimde aktif, dinamik, diistinen
Ogretmenler yetistirildigini belirtirken kimi 6grencilerse programin bdyle hedefleri
olsa da kendilerinin o yetkinlikte olmadigini dile getirmistir. Kimi Ogrencilerse
programin, dzellikle de aldiklar1 kimi method derslerinin yaraticiliklarini korelttigini,
kendilerini smirlandirdigini ifade etmislerdir. Bazi1 6grenciler aldiklar1 method
derslerinden bazilarinin kendilerini bogdugunu ve hatta bu derslerde varolussal
sorunlar yasadiklarini belirtmislerdir. Bunun yaninda, kimi method derslerinde ise
yabanci dil 6gretiminin aslinda ne kadar genis bir alan oldugunu fark ettiklerini
sOyleyen Ogrenciler de olmustur. Programin doniistiiriici yonii séz konusu
oldugunda, Ogrencilerin ortak goriisii programin Oyle bir hedefinin olmadigi, ama
dontstiiriicii entelektiiel 6gretmenler yetistirmek isteyen kimi hocalarin programda
ders verdigi yoniinde olmustur. Kimi 6grenciler kimi edebiyat derslerinde kendilerini
sorguladiklarini, baskalarin1 yargilamamayr ve diinyaya daha genis bakmay1
ogrendiklerini sOylemiglerdir. Ayrica iiniversite ortaminda, kampiisiin farklilara
saygili atmosferinde diinyalarinin genisledigini sdyleyen ¢ok sayida katilimci 6grenci
de mevcuttur. Ne var ki hem toplumun genelinde, hem de program 6zelinde daha ¢ok
bireysel kariyer hedeflerine yonlendirildiklerini, kamusal yarar adina calismay1
ogrenmediklerini, politik ve gilincel konularin derslerde tartisilmadigini belirten
ogrenciler de olmustur.

Gorlisme analizleri 6zetlenecek olursa ortaya ¢ikan sonu¢ programin belirli
bir misyonunun olmadig1, yetistirilen 6gretmen adaylarinin da kimi derslerde daha
teknik noktalara yoneltildigi, kimi derslerde ise daha diislinsel konulara
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deginildigidir. Bu da gostermektedir ki program bir yandan YOK ’ten aldig1 teknisist
O0gretmen egitimi programinin etkisiyle teknik konulara agirlik vermekte, diger
yandan da diisiinsel O0gretmen egitimine odaklanan Ogretim {yelerinin etkisiyle
egitimin farkli boyutlarina odaklanmaktadir. Bu durumda goriismelere dayanilarak
programin pasif teknisyen 6gretmen ile diislinsel 6gretmen arasinda bir 6gretmen
yetistirdigi sdylenebilir.

Ders gozlemlerinden elde edilen veriler de aslinda benzeri olgulara isaret
etmektedir. Programda izlenen derslerde daha ¢ok teknik ve method agirlikli
konulara yonelinmis, bunlarin arkasinda yatan teorik ve felsefi konulara daha az yer
verilmigtir. Programda model olma, micro-ders anlatma gibi teknikler daha ¢ok
kullanilirken, kavramlara, duygulara ve degerlere ¢ok yer verilmemistir. Her ne
kadar hemen her derste 6grencilerden diislince yazilar1 yazmalar1 istense, 6grenciler
stirekli olarak diistinmeye kanalize edilse de Ogrencilerin diisiinsel sorgulamalari
yiizeysel boyutta kalmis, derine inememistir. Ogretimsel hedeflerin neyi amacladig
ya da pedagojik eylemlerin ahlaki ve etik sonuglar1 iizerine diisiince gelistirme kisith
kalmistir. izlenilen derslerde demokrasi, sosyal adalet, esitlik, 6gretmen dzerkligi, dil
emperyalizmi gibi konulara hemen hi¢ deginilmemistir.

Farkli veri toplama enstriimanlarindan elde edilen veriler bir araya
getirildiginde goriilmektedir ki aragtirma bulgular1 yabanci dil 6gretmeni yetistiren
lisans programinin belirli bir misyonu olmadigin1 géstermektedir. Program ¢iktilarin
gosteren dokiimana gore, yabanci diller egitimi lisans programi diisiinen bir
uygulayici yetistirmeyi amaglamaktadir. Miilakat ve gozlem bulgulari ise programin
diisiinen 6gretmen yetistirmeye yonelik yanlar1 olsa da programin daha ¢ok teknisyen
Ogretmen yetistirmeye ¢alistigini isaret eder gibi goriinmektedir.

Arastirma bulgulariin elestirel bir bakis acisiyla yorumlanmasi sonucunda
yabanci diller egitimi lisans programinin daha ¢ok teknisyen 6gretmen yetistirmeye
odaklanmasinin politik-ekonomik, sosyo-kiiltiirel ve kurumsal boyutlari tartigilmistir.
Politik-ekonomik diizlemde Diinya Bankasi gibi uluslararast kuruluslarin etkisiyle
Yiiksek Ogretim Kurulu tarafindan sekillenen Tiirkiye'deki 6gretmen egitimi sistemi,
O0gretmenlerin sistem i¢inde onderlik edici, aktif roller almasini istemeyerek daha ¢ok
teknisyen Ogretmen yetistirmeyi tercih eder goriinmektedir. Her ne kadar bu
kurumlar s6ylem diizeyinde diislinsel 6gretmenler yetistirmeyi hedefler goriinseler de
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uygulamada benimsedikleri yaklagim 6gretmen adaylariin egitimi belirli bir tarihsel
ve politik gerceklik i¢cinde gdrmelerine olanak saglamamaktadir. Agirlikla teknik
konulara odaklanan program, 6gretmen adaylarinda sinifta karsilastiklar1 sorunlarin
dogru teknigi kullanmamaktan kaynaklandigr gibi yanlis algilamalara yol
acabilmektedir (Giiven, 2008). Ayrica Tiirkiye ve diinyada benimsenen neoliberal
ekonomik politikalarin 6gretmen yetistirme sistemine biiylik bir etkisi oldugu
gozlemlenmistir. Kamu kaynaklarinda yapilan kesintiler, egitim fakiiltelerinin
kaynak sikintilar1 ¢ekmesine, siiflarin kalabalik olmasina, 6gretim {iyesine basina
diisen Ogrenci sayisinin yiiksek olmasina neden olmaktadir. Bunun yani sira,
akademisyenler de kisith maaslari nedeniyle mali sikintilar yasamakta, ek gelir
kaynaklar1 bulmaya zorlanmaktadirlar. Bunlarin da disinda 6gretim tiyeleri hem agir
ders yiiklerinin altindan kalkmaya ¢abalamakta, hem de uluslararasi yayin baskisi ile
yiiz yiize kalmaktadirlar. Tiim bu faktorler 0gretmen egitimcilerinin dgretmen
adaylarma istedikleri 6lciide bir egitim vermelerini engellemektedir. Ogretim iiyeleri
Otesine gecme sansina sahip degillerdir.

Tirkiye’de  diisiince ve ifade oOzgilrliigii {iizerindeki kisitlamalar,
tiniversitelerin  6zgiir olamamasi, akademik Ozgiirliiklerin yeterince gelismis
olmamasi nedeniyle bilim insanlar1 kendilerini ifade etmekte giiclilk ¢cekmekte,
ogretmen egitimcileri kendi istedikleri sekilde degil, YOK’iin istedigi sekilde
dgretmen yetistirmeye mecbur birakilmaktadir. Ogrencileri iizerinde denetim sahibi
olmadiklar1 gibi (ideolojik proleterlesme), kendi Ogretim siirecleri {izerinde de
denetimleri smirhidir (teknik proleterlesme), ¢iinkii program YOK tarafindan
gonderilmektedir. Bu da 6gretmen egitimcilerinin yaraticilii sinirlandirarak onlar
kismen de olsa vasifsizlastirmaktadir (Derber, 1983).

Teknisyen 6gretmen yetistirilmesinin kurumsal nedenleri arasinda programda
calisan 6gretim {liyelerinin farkli ¢aligma alanlar1 nedeniyle ortak bir amag etrafinda
birlesememeleri gosterilebilir. Programda calisan kimi 6gretim iiyelerinin egitimci
olmamasi, onlarin Ogretmenlik meslegini hafife almalarima sebep olmakta,
ogrencileri farkli alanlara yonlendirmelerine yol agmaktadir. Ortak bir amag iizerinde
birlesilememesi ise programin sistematik sonuglara yonelmesini engellemekte,
misyonsuz bir program ortaya ¢ikmaktadir. Boliimiin kampiis icerisinde merkezden
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uzakta bir yerde almasi da bazi katilimcilara gore, programin diisiinsel olarak da
tiniversite ortaminin kenarinda kalmasina ve izole olmasina neden olmaktadir.
Programin iginde yer aldig1 tiniversitenin prestijli bir kurum olmasi ve sistem i¢inde
tilkenin en iist diizey mevkilerinde g¢alisacak profesyoneller yetistirme misyonuu
edinmis olmasi, oradan ¢ikan mezunlarin bu prestij ve ayricalik durumunu
sorunsallastirmadan prestijli kurumlarda ¢alisilmasi1 gerektigi yanilsamasina neden
olmaktadir. Program da arastirma tiiniversitesi olan {iniversitenin genel misyonunu
sahiplenmis goriinmektedir.

Bu doktora tezinden yapilan ¢ikarimlara gore, daha diisiinsel ve doniistiiriicti
Ogretmenler yetistirilebilmesi i¢in 6ncelikle yiiksek 6gretim kurumlarinin hem her tiir
kamu kurumunun, hem de tiniversitelerle isbirligi yapan ticari sirketlerin etkisinden
Ozglr olmalar1 gerekmektedir. Neoliberal politikalardan uzaklasilmadikca egitim
fakiiltelerinin fiziksel olanaklarinin da akademisyenlerin iginde c¢alistiklar1 zor
kosullarin da diizelmesi miimkiin degildir. Ogretmen egitim kurumlarinin bagimsiz
olarak kendi programlarini yapmasi, gerekirse benzer programlarla isbirligi i¢inde
asagidan yukariya bir ulusal 6gretmen egitimi politikas1 gelistirmeleri gerekmektedir.
Izlenecek yeni programlarda teknisist anlayisin Otesine gegilmeli, gretmenlik
mesleginin kosullara uygun ¢oziimler bulmay1 gerektiren genis kapsamli entelektiiel
bir meslek oldugunun iizerinde durulmalidir. Temel egitim derslerinin (egitim
sosyolojisi, egitim felsefesi ve program gelistirme) yaninda, elestirel pedagoji,
giincel egitimsel konular, vb. dersler programlarda zorunlu dersler olarak
okutulmalidir.

Onceki galismalarda vurgulandig iizere, 6gretmen adaylarinin uygulama ile
i¢ i¢e egitim alabilmeleri i¢in yogun ve kapsamli 6gretmenlik uygulamasi pratikleri
benimsenmelidir. Ogretmen adaylar1 ikinci siniftan itibaren haftada en az bir giin
okullarda yalniz gozlem degil, birebir 6gretmenlik yapabilmelidir. Bu deneyimler
tiniversitede alacaklar1 seminer dersleri, teori dersleri ve yapacaklar1i eylem
aragtirmalart ile desteklenmelidir. Ayrica rehber Ogretmenler icin MEB ile
iniversitelerin igbirliginde hazirlanacak ayrintili egitim programlart gelistirilmeli,
tiniversite hocalan ile 6gretmenler uyum ve igbirligi icinde ¢alismali, aralarindaki

hiyerarsik iliskilere son verilmelidir.
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Yabanci dil 6gretmen egitimi programlarinin ise g¢ercevesi genisletilmeli,
elestirel uygulamli dilbilim konularina, Ingilizce 6gretiminin politik ve ekonomik
boyutlarma deginilmelidir. Ogretmen 6zerkligi, toplumsal adalet, esitlik ve 6zgiirliik
konularina programlarda yer verilmelidir. Elestirel uygulamali dilbilim zorunlu ders
kapsamina alinmalidir. Bu ¢alismada incelenen programda ise programin oncelikleri
yeniden gozden gecirilerek program yeniden yapilandirilmalidir. Temel egitim
derslerine yer agacak sekilde kimi ileri diizeydeki edebiyat ve dilbilim dersleri
se¢meli hale getirilmelidir. Programda yer alan farkli akademik alanlarda ilerlemek
isteyen 0grenciler i¢inse edebiyat, dilbilim, ¢eviri, uygulamali dilbilim gibi alanlarda
yandal programlar1 agilabilir.

Bu c¢alisma zaman kisitlamalari nedeniyle programda yer alan tim ders
gruplarini inceleyip o alanlarda calisan Ogretim {iyeleri ile goriismelere yer
verememistir. ileriki ¢alismalarda eksik kalan alanlar incelenebilir. Bunun yaninda
Tiirkiye’deki farkli programlarda ne tiir 6gretmen rollerine odaklanildigi, 6gretmen
adaylarinin kendilerini hangi 6gretmen rollerine daha yakin hissettigi, 6gretmen

egitimcilerinin 6gretmen algis1 arastirilabilir.
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