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ABSTRACT

PROFESSIONAL DEVELOPMENT AND COMPETENCE PROFILES OF
ENGLISH LANGUAGE TEACHER EDUCATORS IN TURKEY

Atas, Ufuk
Ph.D., Department of English Language Teaching
Supervisor: Prof. Dr. Aysegiil Daloglu

September 2018, 245 pages

This study aims to investigate the definition, competence, and professional
development profiles of English language teacher educators in Turkey. With
this general aim, this study looks into three components; definitions,
competences, and professional development of teacher educators. It
specifically focuses on how the profession of teacher educator is defined, what
professional characteristics and personality traits teacher educators need to
have, and what roles and responsibilities university-based teacher educators
and school-based mentor teachers assume. Another aim of this study is to
define the domains of knowledge that constitute the knowledge base and skills
of teacher educators. Also, this study aims to uncover the professional
development definitions, practices, outcomes, needs, and suggestions of these
English language teacher educators at universities and schools. The
participants of this study include 41 university-based teacher educators, 43
school-based mentor teachers, and 193 pre-service teachers from 11 cities in

Turkey. The data were collected via face-to-face interviews with the teacher

iv



educators, and a survey with the pre-service teachers. The data were analysed
using MAXQDA qualitative data analysis software and content analytic
approaches. Findings of this study provide detailed definitions of teacher
educators’ profession, their competences and professional development
profiles. At the end of this study, a professional standards framework for
language teacher educators in Turkey is offered, which currently does not exist
in Turkey. Findings of the study also provide implications for creating a
professional development community for English language teacher educators
and mentor teachers, and for developing the practicum component of language

teacher education programs.

Keywords: teacher educator, competences, skills, knowledge base,

professional development
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TURKIYE'DEKI INGILiZCE OGRETMENI EGITIMCILERININ MESLEKI GELISIM
VE YETERLIK PROFILLERI

Atas, Ufuk
Doktora, Ingiliz Dili Egitimi Boliimii

Tez Yoneticisi: Prof. Dr. Aysegiil Daloglu

Eylil 2018, 245 sayfa

Bu calisma Tiirkiye’deki ingilizce 6gretmeni egitimcilerinin tanim, yeterlik, ve
mesleki gelisim profillerini incelemeyi amaglamaktadir. Bu genel amag ile
birlikte, bu calisma su li¢ ana 6geyi incelemektedir: 6gretmen egitimcilerinin
tanimlari, yeterlikleri ve mesleki gelisimi. Bu ¢alisma o6zellikle 6gretmen
egitimcisi mesleginin nasil tanimlandigina, 6gretmen egitimcilerinin hangi
mesleki ve kisisel ozelliklere sahip olmalar1 gerektigine ve lniversite ve
okullarda c¢alisan 6gretmen egitimcileri ile danisman 68retmenlerin ne gibi
roller ve yiikiimliiliikler edindiklerine odaklanmaktadir. Bu ¢alismanin bir
diger amaci da 6gretmen egitimcilerinin bilgi tabanini olusturan bilgi alanlarini
ve yeteneklerini belirlemektir. Bu ¢alisma ayrica tiniversitedeki ve okullardaki
Ingilizce  6gretmeni  egitimcilerinin  mesleki  gelisim  tamimlarini,
uygulamalarini, sonuclarini, ihtiyaglarini ve onerilerini ortaya g¢ikarmayi
amaglamaktadir. Bu calismanin katilimcilar1 Tirkiye'nin 11 sehrindeki 41
O0gretmen egitimcisi, 43 danisman Ogretmen ve 193 hizmet Oncesi

o0gretmenden olusmaktadir. Calisma verisi 6gretmen egitimcileri ile yliz ytlize
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gerceklesen sozli goriismelerden ve hizmet Oncesi Ogretmenlerle
gerceklestirilen anketler ile toplanmistir. Toplanan bu data, MAXQDA nitel veri
analizi programi kullanilarak icerik analizi ydntemleri ile incelenmistir.
Calismanin bulgular1 6gretmen egitimcilerinin mesleginin detayl bir sekilde
tanimlanmasina, yeterlik ve mesleki gelisim profillerinin belirlenmesine
olanak saglamaktadir. Bu c¢alismanin sonunda daha o6nce Tiirkiye'de
bulunmayan bir Tiirkiye'deki yabanct dil égretmeni egitimcileri i¢cin mesleki
standartlar ¢ercevesi Onerilmistir. Bu ¢alismanin bulgularn ayrica 6gretmen
egitimcileri ve danisman 6gretmenler i¢in bir mesleki gelisim toplulugunun
olusturulmasi ve yabanc dil 6gretmen egitimi programlarindaki staj dersinin

gelistirilmesi icin cesitli 6neriler sunmaktadir.

Anahtar Kelimeler: 68retmen egitimcisi, yeterlikler, beceriler, bilgi tabani,

mesleki gelisim
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CHAPTER 1

INTRODUCTION

This chapter provides the background to the study. It presents the aims of the
study, research questions, and discusses the overall significance of this study.
Some of the key terms used in this study are also defined in this chapter. Lastly,

the chapter concludes with the overview of all the chapters in this study.

1.1. Background to the Study

In teacher education programs where teaching and learning occur, one would
expect a natural combination of what to be taught and what to learn. Within
this perspective, teacher educators are considered not only conveyers of
knowledge, but also life-long learners who not only teach about teaching, but
also learn about teaching at the same time. While it is true that teachers play a
key role in the education system, teachers of teachers are also considered to be
the linchpins of that same system. The effectiveness of teacher educators
determines, to a large extent, the success and the quality of teacher education

programs (Ben-Peretz, Kleeman, Reichenberg, & Shimoni, 2013).

Although there seems to be an ever-growing interest in trying to uncover the
nature of teaching and teachers from various perspectives (Taner & Karaman,
2013), little attention has been paid to teaching about teaching, and teacher
educators (Cochran-Smith, 2003; Celik, 2011; Goodwin & Kosnik, 2013;
Karagiorgi & Nicolaidou, 2013; Margolin, 2011; Murray, 2008; Murray & Male,
2005; Ping, Schellings & Beijaard, 2018; Smith, 2005; van Velzen, van der Klink,
Swennen, & Yaffee, 2010). In their detailed analysis of the history of teacher
education research, which includes studies from 1920s up to 2005, Cochran-
Smith and Fries (2008) note that different ways of constructing and studying

teacher education are shaped by the changing political, professional and policy
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contexts of these times. It is possible to see a vast body of research focusing on
teacher education as a curriculum problem, a training problem, a learning
problem, or a policy problem. Similarly, Avalos’ (2011) study on a thematic
emphasis of the journal articles published in Teaching and Teacher Education
over ten years (2000-2010) demonstrates a wide range of areas investigated
in teacher education research, such as professional learning, reflection
processes, beginning teachers learning, cognitions, beliefs and practices,

student learning and teacher satisfaction etc.

Generally, those who work in teacher education have little or no formal
education for their role as teacher educators (Korthagen, 2000). Though
sometimes teacher educators are conceptualized as individuals who move
from school teaching to teaching in higher education, moving from first order
practice to second order practice as defined by Murray and Male (2005), this is
not always the case in most countries. In addition to these vast amount of
studies about teachers’ professional, cognitive and attitudinal characteristics,
there are standardized lists of general or field specific teacher competences
both in Turkey and all over the world. However, such competence frameworks

are less prepared for teacher educators.

As Loughran (2014) states, it can be argued that; “an important difference
between the notion of professional development in relation to teachers and
teacher educators is enmeshed in the sense of professional autonomy and
responsibility attached to the respective roles and their accompanying
expectations” (p. 271). Many professional development activities designed for
teachers involve experienced teacher educators designing and offering various
workshops and courses in in-service teacher education. Similarly, in pre-
service teacher education, teacher educators provide student teachers with
opportunities for reflection and continuous development (Smith, 2003b).
However, how teacher educators themselves develop professionally does not

receive as much attention.



Lanier and Little (1986) believe that researchers tend to ignore teacher
educators systematically and offer two reasons for this: though teacher
educators are defined as people who educate prospective or practicing
teachers, who they really are and what their practices are not defined clearly,
and the definitions that exist change all the time. From a similar perspective,
Swennen, Volman, and van Essen (2008) mention various reasons why
research on the development and professional identity of teacher educators
are scarce; some of them including the limited number of teacher educators
compared to the large number of teachers, or the relatively young age of the
profession of teacher education compared to the much older profession of
teachers. Either way, there seems to be limited research on the professional

profiles, development and identity of teacher educators in general.

In some cases, the distinction between teachers and teacher educators may not
be clearly defined which might lead to the misconception that these two roles
are interchangeable (Swennen et al., 2008; Murray & Male, 2005). However,
teacher educators have different roles as mentors and guides responsible for
the education necessary for the development of professional efficacy of
teachers and teacher candidates (Korkmaz, 2013). Ducharme and Ducharme’s
(1995) paper on the development of the teacher education professoriate,
stressing the difference between teachers and teacher educators in a way,
justifies the reasons why teacher educators need serious inquiring. As known,
teacher education is influenced by its substantial ties to primary and secondary
schools to a great extent, especially in using school sites for field experiences.
These two sites, higher education institutions and schools, are expected to
influence the roles of teacher educators. When these points are considered,
there is clearly a need for more studies in the literature of teacher education,
focusing particularly on teacher educators. As Taner and Karaman (2013)
argue, teacher educators play a major role in the identity formation of teachers.
Yet, there seems to be a very limited number of studies focusing on teacher

educators. Consequently, this calls for a demand to develop conceptions of



professional development for teacher educators themselves, different from

those for teachers.

1.2. Purpose of the Study

This study aims to investigate the competence and professional development
profiles of English Language teacher educators in Turkey. More specifically, the
study focuses on the definitions, practices, needs, problems and suggestions
with regard to professional development for teacher educators working at
English language teacher education departments at universities, as well as
mentor teachers working at the schools of Ministry of National Education
(MoNE hereinafter). Also, another aim of the study is to find out the ideal
teacher educators as defined by pre-service teachers. By uncovering all these
opinions, definitions, practices, and suggestions, a professional development

profile for English language teacher educators is aimed to be developed.

1.3. Research Questions
This study aims to answer the following research questions:

1. What are the defining features of English language teacher educators’
profession in Turkey?
1.1. How do university-based teacher educators and school-based mentor
teachers define their profession?
1.2. How do university-based teacher educators and school-based mentor
teachers define the general characteristics they should have?
1.3. What roles do university-based teacher educators and school-based
mentor teachers have?
1.4. How do pre-service teachers define their ideal teacher educators?
2. What are the essential competences of English language teacher educators
in Turkey?
2.1. What constitutes the knowledge base of university-based teacher
educators and school-based mentor teachers?
2.2. What are the skills that university-based teacher educators and school-

based mentor teachers should have?



2.3. What do pre-service teachers think about the competences and skills
teacher educators should have?

3. What are the characterising dimensions of professional development for
teacher educators?

3.1. How do university-based teacher educators and school-based mentors
define professional development for teacher educators?

3.2. What professional development practices are they involved in as
teacher educators and what are the implications of these professional
development practices?

3.3. What are the challenges, needs, and suggestions for professional
development?

3.4. What do pre-service teachers think about professional development

for teacher educators?

1.4. Significance of the Study

Teacher educators are “the key players in the endeavour to improve the quality
of teacher education” (European Commission, 2010, p. 3) as they are role
models for teachers or teacher candidates. They also contribute to both
maintaining and improving the quality of the education system as a whole
whether they are guiding pre-service or in-service teachers. Therefore,
studying teacher educators would not only contribute directly to their
professional development, but also to an increase in the quality of teachers and
teacher education programs in general. This study is significant in the following

ways.

First and foremost, this study investigates the definitions of teacher educator’s
profession: their professional characteristics, personality traits, roles and
responsibilities, and how they became teacher educators in the first place. Even
though there are guidelines and law articles specifying the duties of the
teaching staff members and roles of university supervisors and mentor
teachers, a detailed profile for teacher educators and mentor teachers is not

available in Turkey. This study contributes to the literature on teacher



education in Turkey by describing how teacher educators define their
profession, how they define the general professional characteristics that they
need to have, what personality traits they believe a teacher educator needs to
have, as well as defining their roles and responsibilities. In addition to that, this
study also looks into the pathways that teacher educators and mentor teachers
have taken for their profession. For these reasons, this study fills the gap in the
Turkish context related to the definition profiles of teacher educators and

mentor teachers.

Another significance of this study is that it investigates the competence profiles
of teacher educators and mentor teachers. As such, it aims to develop a
knowledge base for language teacher educators by identifying the specific
knowledge required for being a language teacher educator, as different from
those of teachers. Additionally, this study uncovers the participants’ opinions
regarding the skills a teacher educator needs to have. Although there are
general and domain specific knowledge base and skills identified for teachers,
such conceptualisation is not available for teacher educators in Turkey.
Therefore, this study also fills the gap in the Turkish context with regard to a
conceptualisation of the domain specific knowledge for language teacher

educators.

This study is also significant in providing a base for teacher educator
professional development by identifying the practices, problems, needs, and
suggestions by teacher educators. With the development of a better
understanding of the professional development practices of teacher educators
in different institutional settings (universities and schools), professional
development opportunities could be more closely aligned with the needs of the

groups of teacher educators.

Also, as discussed in the later sections, this study includes university-based
teacher educators, school-based mentor teachers and pre-service teachers in
aiming to develop a standards framework for language teacher educators in

Turkey. Such a comprehensive standards framework currently does not exist



in Turkey, even though there are different examples of these frameworks
available in different contexts such as the USA, the Netherlands, Australia etc.
The framework that is offered at the end of this study provides the first step

into developing such a framework in the Turkish context.

Last but not least, this study is significant in portraying the problems and
challenges faced in the teaching practicum component of the language teacher
education program, as well as the suggestions provided. These problems and
suggestions are told by the university-based teacher educators, school-based
mentor teachers, and pre-services teachers, namely, the stakeholders of the
practicum. Therefore, their voices provide useful implications for redesigning,
developing, or making the most out of the available process related to pre-

service teacher development.

1.5. Definition of Key Terms

University-based teacher educators are those academics teaching at the
departments of English Language Teaching at Faculties of Education. They are
also involved in pre-service teacher education by giving the School Experience
and/or Practice Teaching courses; thus, supervising teacher candidates in their

practicum experiences.

School-based mentor teachers are English language teachers at primary and
secondary levels, teaching at the schools of Ministry of National Education.

They are guiding teacher candidates in their practicum experiences.

Pre-service teachers are fourth (and senior) year students studying to
become English language teachers at the departments of English language

teacher education.

Practicum refers to the period in the English language teacher education
program when pre-service teachers go to practice schools to have a chance to
see the practical applications of what they have been learning at the

universities. It is the final year in the curriculum and consists of two courses:



School Experience, where pre-service teachers usually observe mentor
teachers; and Practice Teaching, where they get involved more in the actual

practice of teaching.

Practicum Schools are primary, secondary, or high schools where pre-service
teachers go as part of their practicum experience to observe how English

language is taught in real contexts to real learners, and to practice teaching.

1.6. Overview of Chapters

The first chapter, Introduction, gives the background to the study, presents the
purpose of the study, research questions and significance of the study. The
second chapter, Literature Review, sets the theoretical framework of the study,
focusing on the concepts of knowledge base and professional development. It
presents the available teacher educators standards in Turkey and other
countries, focusing on the related studies in the literature. The third chapter,
Methodology, describes the research methodology and research design
employed in the study. The fourth chapter, Results, presents the findings
obtained in the study in line with the research questions addressed. The last
section, Discussion and Conclusion, discusses the importance of the results

obtained with relevant references to the literature.



CHAPTER 2

LITERATURE REVIEW

This chapter sets the theoretical framework for the current study. Firstly,
teacher educators are defined with respect to their roles and characteristics in
the literature and how they are viewed in this study. And then, it presents an
outline for the knowledge base of teacher educators, specifically, as different
from that of teachers, providing some of the existing frameworks for teacher
educator professional development. The next section aims to define
professional development in general and specific to teacher educators,
focusing on a theory of human development called ecological systems theory by
Bronfendrenner (1979) and the situated learning theory by Lave and Wenger
(1991). The last section provides an overview of standards for teacher
educators in Turkey and other countries, as well as the studies in the literature

that focus specifically on teacher educator professional development.

2.1. Defining Teacher Educators

It is widely accepted that teacher educators comprise a heterogeneous group.
They come from different backgrounds and work in different settings. Murray
et al. (2009) define a teacher educator as a “teacher of teacher, engaged in the
induction and professional learning of future teachers through pre-service
courses and/or future development of serving teachers through in-service
courses” (p. 29). In a general sense, they are defined as “all those who teach or
coach (student) teachers with the aim of supporting their professional
development” (Lunenberg et al, 2014, p.5). Emphasizing the difficulty in
making a clear-cut definition of a teacher educator, Bates, Swennen, & Jones

(2011) suggest that “the search for an all-encompassing definition exposes the



complexity of the role and dilemmas facing teacher educators when they seek

to identify their priorities in furthering their professional development” (p. 8).

It is important to note that the definitions are various because they tend to
focus on the professional role and professional identities associated with
teacher educators, either by themselves as reflecting their personal images
about themselves or by the positions or expectations imposed on them from
the environment. As Ben-Peretz, Kleeman, Reichenber, & Shimoni (2010)

point, teacher educators are those who have numerous and diverse roles:

They are lecturers in a specific field of expertise; they make the learning process
accessible to student-teachers; they encourage reflective processes in the
trainees; and they are involved in research and in developing research skills in
their students. Beyond all these, they demonstrate the need to cope
simultaneously with teaching, and training people to teach; that is, with the need
to provide role models. (Ben-Peretz et al., 2010, p.113)
It is also of great significance to note that “the perception and the definition of
the term ‘teacher educator’ must extend to those professionals who are
practicing in schools and who have formal or informal involvement in the
professional development of other colleagues” (Swennen et al,, 2010, p. 132).
School-based mentor teachers are also considered to be teacher educators who
are involved in the professional development of teacher candidates as far as
the practical side of teacher education is concerned. As such, Wentz (2001)
states that these cooperating teachers at schools are mentors, examples,
guides, critical advisors, and good friends to the pre-service teachers in their

practicum experiences. Further elaborating on the role of the school-based

mentor teachers, Wentz (2001) states that the cooperating teacher is:

The key facilitator in the professional development of any future teacher.
Everything that the student teacher learns in college courses fuses during the
term of student teaching, and it is the cooperating teacher who assists more
than anyone else in fitting all the pieces together to form a complete picture in
the novice teacher’s professional development. (p. 84)

Similarly, focusing on the particular areas of guidance for pre-service teachers,

Cohen, Manion and Morrison (2004) define a mentor as:
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A named teacher in the school... who has responsibility for advising student
teachers how to teach their particular subjects; developing student teachers’
understandings and appreciation of how students learn and how learning can
be planned; advising student teachers on class management and the planning
of curricula and assessment. (Cohen et al, 2004, p. 26)

Hence, a teacher educator in this study is defined in two ways: firstly, as
university-based teacher educators who teach, support or coach teacher
candidates in pre-service teacher education at the universities, and secondly;
as school-based mentor teachers who guide them in schools in their practice
teaching experience when they go to practicum in the final year of the pre-

service teacher educator program.

2.1.1. Roles of Teacher Educators

Teacher educators contribute to the development of successful teachers. Their
overall responsibility, thereupon, is contributing to the development of teacher
education (Liston, Borko and Whitcomb, 2008). As the European Commission
report on teacher educators suggests, teacher educators “are not only
responsible for the initial education of new teachers, but also contribute to the
continuing professional development of ... serving teachers” (European

Commission, 2013, p. 7).

The multifaceted professional identities are often mentioned in studies
involving teacher educators one way or another. In their review of 137 articles
from a variety of countries, Lunenberg et al. (2014) found six professional roles
of teacher educators; teachers of teachers, researchers, coaches (guides,
mentors, mentor teachers, facilitators, school-based teacher educators),
curriculum developers, gatekeepers, and brokers. Similarly, teacher educators
are facilitators of the learning process of the student teacher, encouragers of
reflective skills, stimulators of professional development for school teachers,
team members, and collaborators (Koster, Brekelmans, Korthagen, & Wubbels,

1996).

In a similar perspective, a study by Gideonse (1989) that focuses on how faculty

members in schools of education spend their time reports that university-
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based teacher educators have a variety of roles and responsibilities such as;
preparing for class, scheduled class instruction, evaluation of student
performance, doctoral instruction, supervision of teaching practice, travel,
research and scholarship, governance including service on committees, public
service associated with professional association and schools, student advising,

administrative duties, and ceremonial responsibilities.

Each of these roles brings their own functions to the term teacher educator as
well. Although teacher educators are mainly responsible for educating
prospective teachers in higher education institutions and schools, they are
seen as having the main responsibility for ensuring the quality of teacher
education and developing teacher education programs (Smith, 2003b).
Therefore, it might be argued that “the problem of defining who the teacher
educators are also exposes the difficulty in identifying teacher education as a

profession itself” (Bates et al., 2011, p.8).

Similarly, Hagger, Burn, and McIntyre (1995) state that the role of school-based
mentor teachers is to guide pre-service teachers into the field of teaching and
enable them to gain the necessary skills to become successful teachers. More
specifically, Hagger et. al. (1995) mention that school-based mentor teachers
need to enable the pre-service teachers to acquire classroom competency,
carry out any school-based tasks devised by the university in partnership, test
their ideas and develop their own thinking about the kind of teacher they want
to be. Additionally, school-based mentor teachers need to equip the mentees
with the necessary skills to analyse their own teaching, and identify areas of

weakness on which they need to concentrate.

Henry and Weber (2010) believe that the first role of school-based mentor
teachers is modelling. More specifically, they state that school-based mentor

teachers should:

Model instructional and classroom practices such as teaching standards-based
content, using time and resources productively, using a variety of instructional
strategies, providing a safe and healthy learning environment, engaging
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students in active learning, and employing traditional as well as authentic
methods of assessment. (Henry & Weber, 2010, p. 7)

According to Jonson (2008), mentor teachers play a significant role in the
development and training of pre-service teachers, who are just on the verge of
becoming teachers. Jonson (2008) expresses that the roles of the mentors
include helping the beginning teachers develop and enhance: (a) competence
in knowledge, skills, and applications that effective teaching requires, (b) self-
confidence and the awareness of responsibility, (c) the ability to take charge of
one’s personal, professional, and career development, and (d) understanding

and assumption of the ethics of the profession.

2.1.2. Characteristics of Teacher Educators

Apart from the discussions on the definitions and roles, there are those
discussions that focus on the characteristics of teacher educators as well.
According to Swennen, Shagrir, & Cooper (2009), teacher educators have to
build three sets of relationships with adult students, pre-service teachers, and
colleagues at the university. Firstly, even though university-based teacher
educators might be experienced teachers, as Swennen et al. (2009) suggest, the
relationship with young adults, who are students at a university studying to
become teachers is quite different. So, at the university, teacher educators
become the lecturers for these pre-service teachers. They are the ones who
provide the initial theoretical education to the pre-service teachers to enable
them to gain the necessary knowledge and competence about teaching.
Secondly, university-based teacher educators are supervisors of teaching
practice at the school settings. There, they have to build another set of relations
both with their pre-service teachers and also the people in the school setting.
Thirdly, they have to build a new set of relationships with their colleagues at

the university (Swennen et al., 2009).

In a similar perspective, they always serve as models, either good or bad, for
the pre-service teachers (Swennen et al. 2009). In a study conducted by Tunca,

Alkin-Sahin, Oguz and Bahar Giiner (2015), qualities of ideal teacher educators
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are categorized under five traits: professional roles and responsibilities,
professional value, personal characteristics, professional ethic principles, and
social responsibility. More specifically, teacher educators are modest, tolerant,
open-minded, consistent, sincere, smiling, well-disciplined, humorous,
punctual; and they care about students, love their profession, give necessary
information and feedback, and they do not discriminate students against their

diverse backgrounds and features (Tunca et al., 2015).

On the other hand, school-based mentor teachers also need to be good role
models to pre-service teachers who see them as real teachers in the real school
context for the first time by means of the practicum experience. Therefore, they
also need to possess certain characteristics. For example, Brooks and Sikes
(1997) list some characteristics for school-based mentor teachers. They state

that mentor teachers should:

Be enthusiastic about teaching; be willing to reflect on their own practice; be
prepared to examine their own practices critically with students; be able to
articulate their professional knowledge; be open-minded with the view that
their approach to teaching and learning is not the only one or the best one; be
willing to develop their own skills in and understanding of teaching; be
accessible with a sympathetic approach to students; have a positive and
encouraging attitude; be supportive; have the ability to be critical in a
constructive manner; be a good communicator and a good listener; be
committed to their role as a mentor; be aware of relevant educational theories
and be able to relate these to their practice. (Brooks & Sikes, 1997, p. 68)
By the same token, for Jonson (2008), a good mentor teacher is a skilled
teacher, has a thorough command of the curriculum being taught, is able to
transmit effective teaching strategies, can communicate openly and effectively
with the beginning teacher, is a good listener, has strong interpersonal skills,
has credibility with peers and administrators, is sensitive to the needs of the
beginning teachers, and is not judgemental. They also need to be caring,
prudent, ethical, and empathetic towards the pre-service teachers (Johnson,
2007). Given the variety of definitions and roles that university-based teacher
educators and school-based mentor teachers have, the metaphor that is used
by Perry and Cooper (2001), “luggage of all shapes and sizes”, clearly defines

teacher educators successfully.
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2.2. Defining the Knowledge Base of Teacher Educators

Different attempts have been made to define the knowledge base that teachers
need to have to be able to teach effectively. Generally speaking, knowledge base
of teaching involves “all profession-related insights that are potentially
relevant to teachers’ activities” (Verloop, van Driel, & Meijer, 2001, p.443)
which might either derive from theories as well as from practical experiences
teachers gain over time by teaching. These insights formed by theory-practice
relations shape the knowledge base of teachers, and according to Loughran
(2006), they relate to the two important foci in teacher education: learning

about teaching and teaching about teaching.

When teacher educators are characterized as a special professional group, it
becomes essential to identify their knowledge base, as they are the ones who
“are responsible for providing teachers-to-be with strong foundations of
professional knowledge and with tools for on-going, independent professional
development” (Smith, 2005, p.177). One way to identify the knowledge base of
teacher educators is to describe their identities, as what specific expertise they
would require in teaching will depend on the work they do. For this, Murray
and Male (2005) characterize first order practitioner (working at schools) and
second order practitioners (working at higher education institutions). In this
case, the knowledge base would be defined according to what professional

support they give to the student teachers.

Another framework that offers a knowledge base for teacher educators is
Tamir’s (1991) concepts of professional knowledge and personal knowledge.
The first one includes “knowledge and skills needed to function successfully in
a particular profession” (p.263); whereas the latter suggests that knowledge is
found in the body, in other words, in the actions and practices that one does.
Therefore, Tamir (1991) suggests that by the help of the knowledge that comes
out through the interaction of existing cognitive knowledge and the practical
knowledge, one constructs a personal and idiosyncratic pedagogical

knowledge, which might form the knowledge base of teacher educators.
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Referring to Aristotelian types of knowledge, Loughran (2006) suggests that
the concepts of episteme (traditional, scientifically driven knowledge) and
phronesis (practical wisdom derived through understanding specific
situations/cases) are relevant for the knowledge base of teaching as well. As
Loughran (2006) points out “in teacher education, this distinction can be an
important way of better understanding how knowledge of practice might then

be developed and shared both by teacher educators and students of teaching”

(p- 9).

As becoming a university-based teacher educator potentially implies
generating second level of thought about teaching, meaning that it does not
only focus on content, but also pedagogy (Russell, 1997), the knowledge base
of teacher educators is expected to be different from that of teachers. Smith’s
(2005) research provides the answer to this argument by suggesting that
professional expertise of teacher educators differ from teachers’ in the
following ways. Firstly, teacher educators are required to have a high level of
articulation of reflectivity and meta-cognition, that is, to bridge the theory and
practice. Secondly, the quality of knowledge that teacher educators have needs
to be rich, comprehensive and deep. Also, teacher educators are not only the
consumers of knowledge, but they are expected to create new knowledge in
and about teaching, through research. They are also expected to teach all age
groups of learners, have a comprehensible understanding of the education
system extending their own contexts, and they are expected to have

professional maturity and autonomy.

Various functions and roles of teacher educators have been discussed before.
In addition to the above-mentioned ones, teacher educators are also expected
to be creators of new knowledge in and about teaching (Smith, 2005). As Smith
(2005) argues further, “teacher educators create new knowledge of two types:
practical, in form of new curricula for teacher education and for schools; and,

theoretical knowledge generated from research” (Smith, 2005, p. 178).

16



Two frameworks offered by Shulman and Shulman (2004) and Loughran
(2014) provide useful implications for university-based teacher educators.
Shulman and Shulman (2004) present the concept of an “accomplished
teacher” who “is a member of a professional community; who is ready, willing,
and able to teach and learn from his or her teaching experiences” (p. 259).
Thus, they offer the following elements for their framework: readiness
(possessing vision), willingness (having motivation), being able (knowing and
being able to do), reflectivity (learning from experience), and communality
(acting as a member of a professional community). Shulman and Shulman
(2004) state that there is a continuous interaction between the individual
professional and the professional community; thus, what this implies for
teacher educators is that they develop through this reflectivity that occurs
among themselves and the community, and they have the potential to extend
their knowledge base and contribute to their own professional development.

The framework is provided in Figure 1 below.

Shared Vision or
Ideclogy
Individual Level

Analysis

TN

Reflection:

Institutionalized

~\ 7

Community of
Practice

Figure 1. Learning communities at the individual and institutional level (Shulman & Shulman,
2004, p. 266).

Community Level
Analysis

Shared Commitment,
Support, Incentives

Enowledge Base

Their view of teaching and teacher learning is seen in terms of a set of “nested

polygons” (p.267) where the layers of vision, motivation, understanding, and
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practice are interconnected with wider communal aspects of shared
vision/ideology, shared commitment, knowledge base, and the community of

practice:

Learners at any level need to develop a vision of the possible understandings
and learning they can accomplish, the motivation to initiate and persist in that
learning, the understanding to pursue such learning (as both impetus and
outcome), and the skill at negotiating the complex participant structures of any
serious and organized approach to instruction that are all necessary for
accomplished learning. (Shulman & Shulman, 2004, p.26)

Considering teacher educators as members of communities of learners, this
framework has potential implications for defining the knowledge base and

sustaining the professional development of teacher educators.

Core domains

1. Profession: Teacher
Educators

2. Pedagogy of Teacher
Education

3. Learning and Learners

4. Teaching and Coaching

Extended domains

Specific domains 1. Content of Teacher
) . Education
1. Institute Specific 2. Organization of Teacher
Teacher Education Education
2. Subject Specific Teacher 3. Curriculum and

Education Assessment

Development
4. Research by Teacher
Educators

Figure 2. The model consisting of ten knowledge domains by VELON (The Dutch Association of

Teacher Educators).

One successful application of the framework by Shulman and Shulman (2004)
for teacher educators is seen in the various works by the Dutch Association of
Teacher Educators (VELON) that define the knowledge base of teacher
educators as “a structured and easily accessible collection of knowledge of the

professional community. It includes theoretical, pedagogical and practical
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knowledge, and offers teacher educators the opportunity to confirm,
interconnect, share and develop their professional knowledge, vision,
motivation and practices” (VELON, n.d, p.2). The Dutch Association of Teacher
Educators also provides ten domains for the knowledge base of teacher

educators on their website (VELON, n.d). These domains are given in Figure 2.

Loughran (2014) provides another framework, which specifically focuses on
the professional development of teacher educators (see Figure 3 below). The
framework presents the two concepts: knowledge and practice of teaching
about teaching and learning about teaching. By discussing these two concepts,
he moves beyond the traditional concept of teaching, or modelling teaching,
and suggests that teacher educators do not simply model teaching practice; the
continuous dialogue with the students of teaching would be providing a

complementary aspect to the teaching pedagogy:

Teaching about teaching should not be confused with modelling teaching
practice. Teaching about teaching goes beyond the traditional notion of
modelling, for it involves not just teaching in ways congruent with the
expectations one has of the manner in which pre-service teachers might teach,
it involves unpacking teaching in ways that gives students access to the
pedagogical reasoning, uncertainties and dilemmas of practice that are
inherent in understanding teaching as being problematic. (Loughran, 2006, p.
6)
The first one is quite self-explanatory considering the main roles of teacher
educators as he states that “the complexity of teacher educators’ work hinges
around recognizing, responding and managing the dual roles of teaching and
teaching about teaching concurrently” (Loughran, 2006, p.9); however, it is
learning about teaching where Loughran (2014) contributes to the knowledge
base of teacher educators. He argues that learning about teaching is “concerned
with the knowledge and practices related to the ways in which students of
teaching come to learn from, and then develop as a consequence of, their

teaching education experiences” (p.275).
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Figure 3. A research journey that shapes a teacher educator’s professional development

(Loughran, 2014, p.272).

In addition to the knowledge base pertaining to the university-based teacher
educators, some scholars have also mentioned specific domains of knowledge
for school-based mentor teachers. Achinstein and Athanases (2006), for
instance, state that the knowledge base of mentor teachers operates on a bi-
level nature: knowledge domains targeting students, and knowledge domains
targeting new teachers which they further categorise in three levels: learners
and learning, curriculum and teaching, and context and purposes. They state
that mentor teachers need to know about adult learners, and how to work with
novices. Specifically, they need to know their learning styles, values, and
visions, as well as having and understanding of novice development, needs, and
concerns. In a similar perspective, knowledge related to aspects of curriculum
and teaching targeted at new teachers include: (a) professional knowledge
such as content, standards, and assessment, (b) knowledge and pedagogies of
mentoring, (c) roles and interactional stances, and (d) languages of mentoring.
Lastly, they state that mentor teachers need to know about the embedded
professional contexts and communities, policies of education systems, and
leadership skills in fostering educational change, and understanding about

conflicting purposes of teacher socialization.

Some scholars mention the skills and competences of school-based mentor
teachers. For instance, Hagger et al. (1995) state that school-based mentor

teachers need to be competent in classroom practice and opening up this

20



practice to student teachers. As such, they list some essential skills and
strategies that are required when working with pre-service teachers coming
from the university. These include: (1) planning and coordinating student
teachers’learning in schools, (2) observation, (3) assessment and supervision, (4)
collaborative teaching, (5) giving student teachers access to professional craft
knowledge, (6) critically discussing student teachers’ ideas, and (7) supporting

student teachers’ self-evaluation.

Cohen et al. (2004) state that being a mentor requires the ability to employ

several sensitive and sophisticated skills such as:

Being a model of good teaching practice; listening, responding and advising;
understanding situations through the eyes of the student teacher; developing
observation skills in order to recognize and crystallize specific issues for
discussion; and the ability to conduct reviews and appraisals of lessons seen
in a supportive manner. (p. 26)

In a similar perspective, Brooks and Sikes (1997) point out that effective
school-based mentor teachers need to have experience and expertise in: (a)
enabling individuals to learn in the ways that are most effective for them, (b)
ways of managing and organizing classrooms, (c) planning and developing
curricula, (d) matching content and pedagogy to the pupils they teach, (e)
dealing with difficult pupils, (f) a range of marking and assessment, recording
and reporting techniques, (g) planning and managing practical work, and (h)

working collaboratively with colleagues.

2.3. Professional Development

The concept of professional development for teachers has received a great deal
of attention in teacher education research in recent years due to the factors
such as the rapid changes in education systems around the globe, the demands
for increasing the quality of education, and the need for teachers to adjust
themselves for these changes and demands. These changes and demands in
education systems suggest that teachers are not considered to be the sole
variables that need to be changed anymore; they now have the double role in

educational reforms as both subjects and objects of change (Villegas-Reimers,
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2003) as they are also considered to be the agents to implement these changes.
What professional development means and what counts as one, however, has
been a subject of many discussions. According to Edwards and Nicoll (2006),
the concepts of professionalism and professional development are organized
in various ways with regard to different outcomes and benefits for the
participators, the form it takes, and the knowledge and information to which
those are given access to. As Craft (2000) suggests, it was formerly known as
in-service education and training (INSET), a phrase which evolved into
continuing professional development (CPD). Different names or phrases might
suggest different definitions but in general, professional development covers
“all forms of learning undertaken by experienced teachers from courses to

private reading to job shadowing” (Craft, 2000, p.9).

Apart from these wider debates on the definition of professional development,
there have also been some discussions on what it means to be professional for
teachers. Hargreaves (2000) talks about being professional as opposed to
professionalism. Being professional implies the quality of what teachers do as
well as the conduct, demeanour and standards that guide it, whereas being a
professional suggests how teachers feel when they are seen through other
people’s eyes in terms of their status, standing, regard and levels of
professional reward. Therefore, while making this distinction between
professionalism and professionalization, he argues that “in teaching, stronger
professionalization does not always mean greater professionalism”

(Hargreaves, 2000, p.152).

Adding to this, he investigates teacher professionalism as passing through four
historical periods: the pre-professional age, in which a teacher’s professional
development is carried out through practical apprenticeship and individual
trial and error, the age of the autonomous professional, which focuses on
workshops and courses delivered off-site by experts as well as strong
influences of individualism characterized by most teachers teaching in a box.
The third phase, the age of the collegial professional focuses on collaborative

and consultation planning with other colleagues towards a goal of building
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strong professional cultures of collaboration through on-site learning
experiences where teachers form communities of professional learning. Lastly,
he mentions that we are now in the post-professional age where the profusion
of various types of knowledge/information occur, the inclusion of groups
outside teaching as well as their concerns makes testing and curricula
centralized, thus; cutting the range of autonomy of teachers’ classroom

judgements.

2.3.1. Ecology of Human Development

One theory that might situate the professional development of teacher
educators in a theoretical perspective is the ecological systems theory, or the
ecology of human development, put forward by Urie Bronfenbrenner. It is a
theory that explains human development from a five-faceted systems approach
that the individual interacts throughout the life-span. As Bronfenbrenner

(1979) put it:

The ecology of human development involves the scientific study of the
progressive, mutual accommodation between an active, growing human being
and the changing properties of the immediate settings in which the developing
person lives, as this process is affected by relations between these settings,
and by the larger contexts in which the settings are embedded.
(Bronfenbrenner, 1979, p.21)
Bronfenbrenner (1979) believed that the interaction of four elements played
an important role in the development of human being: process (any kind of
interaction between an individual and the environment), person
(characteristics such as demand features, dispositions, and social resources of
the person), contexts (microsystem, mesosystem, exosystem, and macrosystem
including the school, university, neighbourhood, culture, social conditions,
laws etc.) and time (the change that occurs over time) (Newman & Newman,
2016). According to this theory, individuals are seen as existing inside multiple
and concentric social systems that move outwards from the immediate

microsystem to the macro system involving more broader environments such

as the neighbourhood, society, and the country (Olsen & Buchanan, 2017).
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As Bronfenbrenner (1979) put it, the ecological environment in which humans
develop might be seen as a set of structures that closely interact with each
other. The inner level, which is called the microsystem, is the immediate setting
around the person, which can be the classroom, the home, the university etc. In
the outer level, which is called the mesosystem, relations between the settings
occur. Settings alone, as Bronfenbrenner (1979) argues, do not provide
development unless there is some kind of an interconnectedness going on
among them. From a teacher educator professional development perspective,
these could be the ties between the school and the university, to give a specific
example. Thirdly, Bronfenbrenner (1979) states that in the next circle, which
he calls the exosystem, the individual’s development is greatly influenced by
events that occur in the settings even if the individual is not present.
Community and society can be given as examples for the exosystem. Lastly,
Bronfenbrenner (1979) talks about the macrosystem which is in the outmost
layer of the concentric cycle that influences human development comprising of
overall customs, cultural values, and laws etc. The chronosystem, or time, can
also be considered to have profound effect on an individual’s development. For
instance, as time goes by, individuals may react differently to aspects related
to development, they may change attitudes as they learn new things. In short,
as Bronfenbrenner (2005) suggest, “the relations between an active individual
and his or her active and multilevel ecology constitute the driving force of
human development” (p. xix). With this thought in mind, it is significant to
undermine the interconnectedness between the layers of the life of a human
being, as human development takes place through degrees of complex
reciprocal interaction between the human being and the physical and social

world surrounding that human being.

Therefore, the ecological systems theory can serve as a framework for
designing a study investigating the experiences and perceptions of teacher
educator professional development, as it has been referenced by others in, for
instance, a study focusing on international field experiences in teacher

education (e.g. Karaman, 2008).
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2.3.2. Situated Learning

Another theory that might explain the professional development of teacher
educators is the situated learning theory by Lave and Wenger (1991) which is
linked to situated cognition and the culture of learning (Brown, Collins, &
Duguid, 1989). Clancey (2009) states that the word situated might be regarded
as “emphasizing the contextual, dynamic, systemic, nonlocalized aspects of the
mind, mental operations, identity, organizational behaviour, and so on” (p. 17)
and that situated cognition “views human knowledge not as final objective facts
but as arising conceptually, varying within a population, socially reproduced,

and transformed by individuals and groups...” (p. 17).

According to Lave and Wenger (1991), learning is seen as a situated activity.
For this, they refer to a process that they call legitimate peripheral
participation. What this means is that every learner inevitable becomes a
member of a community of practice and in order for these new learners to
develop knowledge and skills, they need to participate in this community of

practice through a sociocultural lens. They further elaborate as follows:

Legitimate peripheral participation provides a way to speak about the
relations between newcomers and old-timers, and about activities, identities,
artifacts, and communities of knowledge and practice. It concerns the process
by which newcomers become part of a community of practice. A person’s
intentions to learn are encouraged and the meaning of learning is configured
through the process of becoming a full participant in a sociocultural practice.
This social process includes, indeed it subsumes, the learning of
knowledgeable skills. (Lave & Wegner, 1991, p. 29)
The theory by Lave and Wegner (1991) also puts forwards that all theories of
learning are based on the fundamental assumption of the interconnection
among practice, person, and the social world. Thus, they reject the
conventional explanations that view learning as being “transmitted”. In short,
learning and developing is seen as participating in social practice,
internalization of the culturally given, and an active interplay between the
person and the community of practice. Therefore, in this study, the social lens

of teacher educator professional development is underscored.
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2.4. Professional Development for Teacher Educators

Much as the professional development literature is populated with studies
focusing on teachers specifically, recent years have seen a great deal of
discussions of the topic for teacher educators as well. Loughran (2014) argues
that there is an important difference between the concept of professional
development for teachers and teacher educators in that the latter group carries
more professional autonomy and responsibility over teachers. He also argues
that “professional development too often revolves around doing things to
teachers rather than with teachers” (Loughran, 2014, p. 271) and that the same
should not apply to teacher educators, who, as a distinct professional group,
need to have more control and autonomy over their work than teachers. Taking
this into consideration, the questions why they need professional development

and how they can do it arise are dealt with briefly in the following sub-sections.

2.4.1. Why do Teacher Educators Develop Professionally?

As teacher educators are considered to be the key agents in training the future
teachers either at teacher education institutions or at schools where teacher
candidates practice teaching, they need to be involved too in a series of
professional development activities. Teacher educators are also considered to
be responsible to ensure and maintain the quality of teacher education and that
“they need to become more knowledgeable professionals than they were a year
ago” (Smith, 2003b, p. 203). They are required to constantly develop
themselves, follow the recent developments in the field and even stay ahead of
these developments so that they can contribute to the field of teacher education
(Kools & Koster, 2015). Smith (2003b) gives three reasons why teacher
educators need professional development: to improve the profession of
teacher education, to maintain interest in the profession, and to advance within
the profession by means of promotion. Thus, it might be stated that the need
does not only derive from external motivations, they also need to engage in
such activities for themselves. As Hokka (2012) points out, the professional

development of teacher educators is not only a matter of expanding their
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knowledge base on a specific subject; it is also related to other cognitive and

affective domains.

2.4.2. How do Teacher Educators Develop Professionally?

There are various ways through which teacher educators might be engaged in
professional development activities. The classification by Vermunt (2006, as
cited in Kools & Koster, 2015) provides an overview of the ways in which
professionals learn and keep developing: by doing (without the intention of
learning, by experimenting (with the intention of learning), by reflecting on
experiences, and by learning from the thoughts and behaviours of others. For
teacher educators, this classification would be applicable since professional

development does not always mean attending in-service training courses.

Smith (2003) also provides some means of professional development for
teacher educators which include attaining a higher academic degree, in-service
workshops and seminars outside the teacher education institution, staff
development inside the teacher education institution, feedback on teaching,
voluntary or forced support, and peer tutoring. Some of these would obviously
depend on the culture of learning the teacher educators are in; as not everyone
might be comfortable with, for instance, peer tutoring or feedback on teaching.
In study conducted by Gokmenoglu, Beyazova, and Kiligoglu (2015) on how
teacher educators in Turkey participate in professional development activities,
it is seen that the most popular professional development activity is attending
conferences and seminars, followed by reading periodicals or books, attending
courses and seminars designed specifically for teacher educators, conducting
research, attending doctoral programs, and even doing individual search over
the internet. These relate, one way or another, to Watson’s (2000) two-part
model of “academic professionalism” for the knowledge and expertise for all
teaching in higher education: pertaining to subject and discipline being taught,
and pedagogical capability to teach their subject in the higher education
setting.
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Another model is provided by O’'Dwyer and Ath (2015) specifically designed
for school-based mentor teachers. The model presents the five elements of
developing: trust, active counselling, responding to practice, imparting
knowledge and experience, and thus establishing role identity. Therefore, in
addition to the pedagogical capability, they are mentioning affective factors
and interpersonal sKills for the professional development of in-service teacher

educators.

However, since teacher educators consist of a diverse group that do not have
fixed roles and responsibilities, there might be some problems engaging in
professional development activities. One of the main problems, as suggested by
the research conducted by Gokmenoglu et al. (2015) is that the definitions of
professional development are not clear and teacher educators sometimes
confuse it with in-service training. Also, Smith (2003b) presents four main
reasons that prevent teacher educators in getting involved in such activities:
lack of time, being a part-time employee, lack of support, and fear of change.
Teacher educators are generally busy professionals with heavy teaching loads
as well as other administrative and supervising duties at the institutions they
work in. Thus, they might have little time left for other projects to help their
professional development, or even just meeting colleagues on a regular basis.
Similarly, most teacher educators are part-time employers in more than one
institution and they might not feel attached enough to one place. In addition to
that, even though they are willing to attend any such activities, they might not
receive support from their institutions, colleagues or they might not feel
confident in discussing less successful experiences. Or they might simply not

be interested in any kind of change at all.

2.5. Professional Standards for Teacher Educators

In 2006, the Association of Teacher Educators (ATE) in the USA published a list
of Standards for Teacher Educators. The association defines a teacher educator
as “those educators who provide formal instruction or conduct research and

development for educating prospective and practicing teachers” (ATE, 2006)
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covering both the professional education component of pre-service programs
and the staff development component of in-service programs. There are nine
general standards: teaching, cultural competence, scholarship, professional
development, program development, collaboration, public advocacy, teacher
education profession, and vision, each followed by specific indicators and
artefacts. The general aim of the standards is determining expectations or
assessing the performance of teacher educators, as stated by the association.
There are also several claimed uses of these standards, some of which include:
guiding search process for hiring individuals who will have a primary role as
teacher educator, design of a staff development program for teacher educators,
and promoting dialogue among their members about the issues of teacher

education.

Another example of standards for teacher educators comes from the Dutch
Association of Teacher Educators (VELON) presented in Koster and
Dengerink’s (2001) article, which discusses these standards in a wider context.
As Koster and Dengerink (2001) state, the Dutch Standards have two important
functions: an internal function, contributing to the professional development
and improvement of functions of teacher educators, and an external function
towards other stakeholders involved such as the government, students, clients
etc. The standards are categorized under three main headings: foundations of
instructional competencies (such as having insight into student development,
facilitating/supervising student teacher development), general competencies
(content, pedagogical, organizational, group dynamics and communicative,
developmental and personal growth), and domain specific skills. These
standards present the functions and tasks the teacher educators should have,
the knowledge and skills they should possess, and the way these competencies
can be acquired. Koster and Dingerink (2001) also stress the importance of two
issues in their paper: firstly, the standards to be prepared need to be
observable and measureable; and secondly, they need to represent all teacher
educators. For this reason, the Dutch Standards have been prepared without

categorizing teacher educators as those working at higher educator
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institutions (with pre-service teachers) and those working at

primary/secondary levels (with in-service teachers).

One other example of teacher educator standards comes from Australia. The
Australian Institute for Teaching and School Leadership (AITSL) identifies
professional standards for lead teachers. Lead teachers, as they define them,
are those teachers “skilled in mentoring teachers and pre-service teachers,
using activities that develop knowledge, practice and professional engagement
in others. They promote creative, innovative thinking among colleagues”
(AITSL, 2011). AITSL identifies seven key standards under three categories:
professional knowledge, professional practice, and professional engagement. The
seven standards are: (1) know students and how they learn, (2) know the
content and how to teach it, (3) plan for and implement effective teaching and
learning, (4) create and maintain supportive and safe learning environments,
(5) assess, provide feedback and report on student learning, (6) engage in
professional learning, and (7) engage professionally with colleagues,

parents/carers and the community.

2.6. Professional Standards for Teacher Educators: Case of Turkey

In Turkey, there is not a comprehensive list of professional standards available
as those presented by ATE in the USA, VELON in the Netherlands, and AITSL in
Australia. There are, however, two sources of input that define the properties,
roles and responsibilities of teacher educators. The first one is the Law on
Higher Education of the Council of Higher Education in Turkey published in
1981 (CHE, 2000). Article 22 of Part Five in the Law of Higher Education
defines the “duties of the teaching staff members” notwithstanding any
specifications on field or institution. This article, however, is determined by law
and institutions or organizations have no contributions or chance to make
modifications to it. The Article 22 says that the duties of the teaching staff

members are:
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1. to carry out and have carried out education and practical studies
at the pre-baccalaureate, baccalaureate and post-graduate (post-
baccalaureate) levels in the institutions of higher education in line
with the purpose and objectives of this law, and to direct project
preparations and seminars;

2. to undertake scientific and scholarly research for publication in
the institutions of higher education;

3. in accordance with a program arranged by the head of the related
unit, to set aside certain days for the advising and guidance of
students, helping them as needed and directing them in line with
the aims and basic principles of this law;

4. to carry out the duties assigned by authorized organs; and

5. to perform other duties assigned by this law.

In addition to the Law on Higher Education, there are two documents which
are outcomes of National Education Development Project (1994 to 1999) for
Pre-service Teacher Education conducted cooperatively by Council for Higher
Education in Turkey and World Bank in 1997 and 1998. These documents
more specifically define the roles and responsibilities of the institutions
(Faculty of Education, the partner school, the provincial educational
directorate), and individuals (the student teacher, the supervisor, the
department partnership coordinator, the faculty coordinator, the school
mentor, school partnership coordinator, and the provincial education
directorate partnership coordinator) (Sands, Ozgcelik, Busbridge, & Dawson,

1997; Sands & Ozgelik, 1997; YOK, 1998).

The Faculty-School Partnership Guidebook, one of these documents, specifies
the roles and responsibilities of the supervisor (university-based teacher
educator), and the school mentor (school-based teacher educator). According

to YOK (1998, p. 7-8), the supervisor:
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informs student-teachers about the school, school experience and

teaching practice programs, teacher competencies, evaluation and

rules to be followed at school

introduces student-teachers to the school coordinator and

mentor(s), and gives mentor(s) all necessary forms

visits the school as planned, and cooperates with the mentor(s)

ensures that student-teachers implement the school experience and

teaching programs as planned:

guides and advises student-teachers in planning, preparing
teaching aids, and others;

gives feedback to student-teachers in written form and
orally;

serves as a guide and consultant in lesson planning, in
preparing and using teaching aids, in record keeping, in
evaluation and class management;

makes sure student teaches evaluate their school activities
themselves;

observes each student-teacher’s teaching on teaching
practice at least twice;

discusses the student-teacher’s performance with the
mentor, takes necessary measures to increase the student-
teacher’s development and success;

ensures that student-teachers comply with the Ministry of
National Education rules and regulations concerning the
teaching profession;

in the implementation of the school experience and teaching
practice programs, regularly communicates and co-ordinates
with the coordinators and mentors;

at the end of the school experience and teaching practice,

together with the mentor, evaluates the student-teacher(s)
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Similarly, the school mentor, as specified by YOK (1998, p. 8-9):

plans and organizes, together with the supervisors, the student-
teacher’s school experience and teaching practice schedules
contributes to the student-teacher’s professional development, lets
him observe classes and try various teaching methods

provides the student-teacher with the necessary teaching aids,
resources, and an appropriate classroom environment, and
information about the school

observes and evaluates the student-teacher’s work in school

does not leave the student-teacher alone in the classroom for long
periods. If the mentor leaves the classroom, makes sure the student-
teacher can easily reach him/her

keeps a file which includes observation and evaluation reports
about the student-teacher

gives the student-teacher a copy of the completed course evaluation
form after observation, together with the necessary feedback

at regular intervals, together with supervisors, goes through the
observation files of the student-teachers, to discuss progress and set
targets for further development

guides the student-teacher in extracurricular activities (including
ceremonies and meetings)

after the school experience or teaching practice is over, together

with the supervisor, evaluates the student-teacher.

As seen above, there are common duties of teaching faculty staff as identified

by the Law on Higher Education, and a detailed list of roles and responsibilities

for teacher educators related to the practicum experience. However, a

comprehensive competence and professional development profile of teacher

educators in Turkey is missing. Therefore, there is a need to identify a

standards framework for teacher educators in Turkey including definitions,

characteristics, and knowledge base.
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2.7. Related Studies

Though studied rarely, as stated before, there are a handful of studies focusing
particularly on teacher educator competencies and professional knowledge of
teacher educators in international contexts. Starting from 1990s, as teacher
educators began to examine their own experiences and practices, such studies
have gained importance (Pinnegar & Hamilton, 2017). Some of these studies,
including teacher educators from countries such as the United States of
America, the United Kingdom, Australia, the Netherlands and Israel, are

summarized below.

In the literature of teacher education, studies specifically focusing on teacher
educators try to find answers to questions such as what does it mean to be a
good teacher educator? How is the professional knowledge of teacher educators
defined? (Smith, 2005); what do teacher educators themselves consider to be the
main requirements for teacher educators? What do teacher educators -working
in different types of institutes consider to be their tasks? What competencies
should they possess? (Koster, Brekelmans, Korthagen, & Wubbels, 2005); What
are the needs of beginning teacher educators? (van Velzen et al., 2010); What
are the functions and tasks of teacher educators? What knowledge and skills
should they have? (Koster & Dengerink, 2001); what should teacher educators
know and be able to do? (Goodwin, Smith, Souto-Manning, Cheruvu, Ying Tan,
Reed, & Travers, 2014); what professional learning activities do higher
education-based teacher educators value? (Czerniawski, Guberman and
MacPhail, 2017); and how can we stimulate, support or provide opportunities for
teacher educators to develop professionally? (Kelchtermans, Smith and

Vanderlinde, 2018).

In a study about the expertise of teacher educators, conducted with both
teachers and teacher educators, Smith (2005) inquired what novice teachers
and teacher educators said about teacher educators’ professional knowledge
with a specific focus on how this professional knowledge of both parties differs.

One of the most significant findings of this study is that it justifies the
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differences between the professional knowledge of teachers and teacher
educators. Teacher educators are expected to be self-aware in explaining tacit
knowledge of teaching and making it available to prospective teachers by
bridging theory and practice (articulation of reflexivity and metacognition).
Their professional knowledge is expected to be more comprehensive, rich and
deep; using knowledge to create new knowledge, teaching both children and
adults, having a more comprehensive understanding of the educational system,
and possessing professional maturity and autonomy. Additionally, in their
study focusing on the induction and needs of beginning teacher educators, van
Velzen et al. (2010) suggest developing activities, training sessions, and
seminars to beginning teacher educators to contribute to the professional
development of those teacher educators. The results of these studies indicate
that the transition from becoming a teacher to becoming a teacher educator is
not an automatic process and that both require domain specific competencies
and abilities implying the urging need for a specific focus on teacher educators

in the literature of teacher education.

Studies conducted in recent years focus on the idea that qualified teacher
educators help educating qualified teachers. On the one hand, Goodwin and
Kosnik (2013), for instance, list five essential knowledge domains that
conceptualize learning about teaching as “deep and broad, context specific as
well as integrated” (p. 338). These knowledge domains are personal knowledge
(autobiography and philosophy of teaching), contextual knowledge
(understanding learners, schools, and society), pedagogical knowledge
(content, theories, teaching methods, and curriculum development),
sociological knowledge (diversity, cultural relevance, and social justice), and
social knowledge (cooperative, democratic group process, and conflict
resolution). On the other hand, the study by Goodwin et al., (2014) tries to find
out the knowledge and skills teacher educators should have from the
perspective of practicing teacher educators. Referring to Cohran-Smith and
Lytle’s (1999) knowledge-practice theory, they emphasize the call for a

pedagogy of teacher education which does not simply reflect the action of
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teaching but suggest integrating learning about teaching and teaching about

teaching.

The literature on language teacher education pedagogy also provide useful
insights into developing the knowledge base of language teacher educators. In
an attempt to conceptualise the knowledge base specific to language teacher
education, Freeman and Johnson (1998) provide an epistemological
framework that puts emphasis on teaching itself. They contend that the
knowledge base for language teacher education needs to address the following:
(1) the nature of the teacher-learner, (2) the nature of schools and schooling,
and (3) the nature of language teaching. Thus, their emphasis is on the teacher-

learner, the social context, and the pedagogical process.

In a similar perspective, Johnson and Golombek (2018) provide a Vygotskian
sociocultural theoretical perspective as a basis for language teacher education
pedagogy, which provide useful implications for language teacher educators.
They offer eight connected propositions that constitute the knowledge base of
language teacher education pedagogy, suggesting that LTE pedagogy should
(1) be located, (2) recognize the teacher, (3) be intentional, (4) externalize
everyday concepts and internalize academic concepts, (5) contain structured
mediated spaces, (6) involve expert mediation, (7) have self-inquiry
dimension, and (8) have a relationship between teacher development and
student development. This study by Johnson and Golombek (2018) has
implications for language teacher educator knowledge-base and development.
For teacher educators, this conceptualisation of the LTE pedagogy means
“thinking dialectically and having a theorized idea of how, when, and into what
we expect teachers to change their thinking and activity..” (Johnson &

Golombek, 2018, p. 4).

As portrayed in the studies above, there is a limited number of studies in the
literature of teacher education about the “teachers of teachers”. This scarcity
of research maintains its current position in Turkey as well. Though there are

different competence standards lists for teachers in Turkey, no such profile
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exists for teacher educators and the research on this area is even scarcer. For
this reason, there is a need to conduct research about the competence and

professional profiles of teacher educators in Turkey.

The following chapter presents the methodological framework used in this
study, along with the details of research design, participants, data collection

and data analysis procedures.
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CHAPTER 3

METHODOLOGY

This chapter provides a detailed description of the research methodology and
research design used in the study. As such, it presents the research approach,
selected research design, researcher’s role, participant details and sampling
procedure, data collection procedures and instruments, data analysis

procedures, and lastly, discusses issues related to trustworthiness, and ethics.

3.1. Overall Design of the Study: Qualitative Research

The philosophical assumptions that have guided research studies in terms of
their views on the nature of reality and what it is, along with the nature of
knowledge and what it means to know that knowledge have received various
labels as a concept. Morgan (2007) mentions four basic versions of this concept
as worldviews, epistemological stances, shared beliefs among members of a
specialty area, and model examples of research. Summarizing the main points of
the concept paradigm, Guba (1990) in a broad sense defines it as a “basic set of
beliefs that guide action” (p. 17); and Creswell (2014), more specifically defines
it as “a general orientation about the world and the nature of research that a

researcher brings to a study” (p. 6), which is also favoured by the researcher.

According to Creswell (2013), qualitative research “begins with the
assumption and the use of interpretive/theoretical frameworks that inform the
study of research problems addressing the meaning individuals or groups
ascribe to a social or human problem” (p. 44). Similarly, as Merriam (1998)
states, qualitative research guides researchers in understanding the

phenomenon of interest through the reality which is constructed by individuals
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interacting with their social worlds with as little disruption of the natural
setting as possible. From an epistemological perspective, this study is guided
by social constructivist paradigm, and an exploratory qualitative case study

design is used.

3.1.1. Research Approach: Social Constructivism

Building upon Searle’s (1995) social construction of reality, constructivism is a
paradigm that circulates between the dynamic interplay of subjectivity and
objectivity. Constructivism is the view that “all knowledge, and therefore all
meaningful reality as such, is contingent upon human practices, being
constructed in and out of interaction between human beings and their world,
and developed and transmitted within an essentially social context” (Crotty,

1998, p. 42).

Social constructivism asks that individuals understand the subjective
meanings of things or objects that they are confronted with. According to
Creswell (2013), these meanings are multiple and various, therefore, the aim
of the researcher, primed by the social constructivist view, is to seek for the
complexity of views and not try to reduce the meanings into a few ideas. In this
respect, then, the research relies as much as possible on how participants

understand and construct meaning in specific situations.

One feature of the social constructivist paradigm is that the human world is
perceived in a more different sense from the natural, physical world; and thus,
it needs to be studied separately. In other words, the truth is relative, and
interpreted as depending on one’s perspective. As Patton (2015) puts it: “Rocks
don’t think and feel. People do” (p. 121). However, saying that the realities are
socially constructed and thus is not as objective as the existence of a “rock”
does not mean they aren’t perceived and experienced as real by individuals. In
this sense, social constructivists view the multiple realities as constructed by
different people and truth becomes a shared meaning among the members of

these groups (Patton, 2015).
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The “social” in constructivism, as stated by Crotty (1998), is not related to the

object; rather, it is seen as a “mode” of meaning generation. As he puts it:

The object involved in the social constructionist understanding of meaning
formation need not involve persons at all (and therefore need not be ‘social’ in
that sense) ... Accordingly, whether we would describe the object of the
interaction as natural or social, the basic generation of meaning is always
social, for the meanings with which we are endowed arise in and out of
interactive human community. (Crotty, 1998, p. 55)
According to Baxter and Jack (2008), one of the advantages of this paradigm is
the close collaboration between the researcher and the participants. It is this
collaboration that allows the participant to describe their views of reality. In
this way, the researcher investigates and understands the participants’ actions
better. In a similar vein, Creswell (2013) asserts that questions asked in social
constructivism become broad and general to allow the participants to
construct the meaning of the situation that they are in. It is this “open-ended”

questioning method that provides the researcher with the knowledge about

how the participants make sense of the world.

3.1.2. Research Design: Qualitative Case Study

Case studies are not easy to define since different researchers see them as
methodology, strategy of inquiry, or choice of what is to be studied. Yin (2009)
defines a case study as “an empirical inquiry that investigates a contemporary
phenomenon in depth and within its real-life context, especially when the
boundaries between phenomenon and context are not clearly evident”.
According to Stake (1995), a case study is “the study of the particularity and
complexity of a single case, coming to understand its activity within important
circumstances” (p. xi). Merriam and Tisdell (2015) define a case study as “an

in-depth description and analysis of a bound system” (p. 37).

Even though different definitions of a case study abound, it is consistently
described as “a comprehensive, holistic, and in-depth investigation of a
complex issue (phenomena, event, situation, organization, program individual

or group) in context” (Harrison, Birks, Franklin, & Mills, 2017, para. 27).
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An important consideration in case studies is that defining the ‘case (unit of
analysis)’ is the initial step. According to Patton (2015), cases can be empirical
units, such as individuals, families, organizations, etc., or theoretical constructs,
such as resilience, excellence, living with HIV, etc. Miles and Huberman (1994)
define the case as “a phenomenon of some sort occurring in a bounded context”
(p. 25). Additionally, a ‘case’ is a bounded entity. It is bounded by time, place,
context, or condition (Yin, 2009; Flyvbjerg, 2011; Creswell, 2013; Patton,
2015). This process of binding is important in that it ensures the reasonability
of the scope. In short, then, the researcher conducting a case study “explores
real-life, contemporary bound system (a case) or multiple bound system
(cases) over time, through detailed, in-depth data collection involving multiple
sources of information..., and reports a case description and case themes”

(Creswell, 2013, p. 97).

In this study, a single-case design with multiple units of analysis is used,
following the different case study research designs by Yin (2009). The case
(unit of analysis) is identified as the professional development of university-
based teacher educator and school-based mentor teachers. The case (unit of
analysis) in the current study is bounded by time and space as there is a limit
to both the number of people involved in the study and the duration of the data

collection period.

3.1.3. Research Setting

This study is conducted in the university and school contexts in different cities
in Turkey. The official language of people and the language of education in
Turkey is Turkish, with the exception of a handful of universities and schools
offering English-medium instruction. Even though there are other foreign
languages that are offered at different levels in the Turkish education system,
English is taught as a compulsory foreign language at all levels of education.
The mentor teachers in this study, which are discussed below in detail, come
from primary, secondary, and high schools in the Turkish education system,

both from public and private schools. The teacher educators are working at the
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departments of English language teaching at the Faculty of Education in
universities that offer both English-medium instruction and Turkish-medium
instruction. However, they are all educating teachers of English to the primary,
secondary and high schools in Turkey. This study is also bounded by time. The
data for this study is collected in a specific period of time, in the time available
when the researcher visited the respective cities. The details of data collection

process are provided in a later section.

3.1.4. Role of the Researcher

Considering that this study approaches research from a social constructivist
perspective, the role of the researcher in this study becomes important in all
aspects of the study. The overall role of the researcher in this study is based on
the idea that researchers “do not ‘find’ knowledge; they construct it” (Merriam
and Tisdell, 2015, p. 9). According to a constructivist case study researcher, the
aim of research is not to discover but to construct the reality, as discovery is
merely not possible (Stake, 1995). This does not, however, eliminate the fact
that the researcher should establish neutrality (Patton, 2015) throughout the
data collection and analysis processes. In other words, the researcher, while
being objective throughout the data collection and analysis procedures, cannot
leave aside his prior knowledge (as a researcher), beliefs, and assumptions in

the interpretation of the data.

3.2. Sampling Procedures

[t is an important step in qualitative case studies to identify the sample, or the
unit(s) of analysis, to be investigated. As Merriam (1998) points out, in each
research study, there could be numerous sites that a researcher can visit,
activities or events to be observed, people who can be interviewed, documents
that can be read and analysed. In other words, sampling involves identifying
the participants, places, time, and events. As Fletcher and Plakoyiannaki (2010)
suggest, case study research usually makes use of purposeful sampling

strategies to allow for the selection of information-rich cases and a thorough
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analysis. To state it in their words, “information-rich cases are those from
which the researcher can learn a great deal about issues of central importance
to the purpose and investigated phenomena of the study” (Fletcher &
Plakoyiannaki, 2010, p. 837).

In this study, two sampling strategies are used to select the participants and
the research sites: maximum variation sampling and convenience sampling.
Maximum variation sampling is used to cover a wide spectrum of positions and
perspectives in relation to the phenomenon under investigation (Given, 2008).
Patton (2015) states that maximum variation sampling “aims at capturizing
and describing the central themes cut across a great deal of variation” (p.283).
In this study, maximum variation sampling strategy is used to select university-
based teacher educators. In this way, it was possible to get in-depth
descriptions and experiences of each teacher educator which represent both
uniqueness and diversity, as well as shared patterns emerging out of
heterogeneity (Patton, 2015). Convenience sampling is used to easily reach the
school-based mentor teachers and pre-service teachers in the time available.
Samuere and Given (2008) define convenience sampling as “a sample in which

research participants are selected based on their ease of availability” (p. 125).

In order to allow for a documentation of diverse variables, and an identification
of common patterns through the use of maximum variation sampling, the
Higher Education Programs Guidebook of the Centre for Measurement,
Selection and Placement (OSYM) has been consulted to identify the
departments that have consistently been offering English Language Teacher
Education programs for ten years since the founding of Faculties of Education
in Turkish Universities in 1982. For this, the researcher contacted OSYM
through the bureau of enquiry, was directed to personnel preparing the
guidebooks and scheduled a meeting to visit the OSYM archives in order to go
through the older Higher Education Programs Guidebooks that were not
available online. Through page-by-page reading of the guidebooks, the list of
universities offering education from 1982 were identified. This allowed the

researcher to determine the cities and universities to be visited.
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After this document analysis, the following 17 universities in 13 cities were
identified; Adana (Cukurova University), Ankara (Gazi University, Hacettepe
University, Middle East Technical University), Bursa (Uludag University),
Canakkale (Canakkale Onsekiz Mart University), Diyarbakir (Dicle University),
Edirne (Trakya University), Erzurum (Atatiirk University), Eskisehir (Anadolu
University), Hatay (Mustafa Kemal University), Istanbul (Bogazici University,
Istanbul University, Marmara University), [zmir (Dokuz Eyliil University),
Konya (Necmettin Erbakan University, previously known as Selguk University),
and Samsun (Ondokuz Mayis University). In addition to these, four cities and
universities were identified as alternatives; Bolu (Abant izzet Baysal
University), Kayseri (Erciyes University), Mersin (Mersin University), and

Mugla (Mugla Sitki Kogman University).

Some cities were excluded in the final data collection process due to various
reasons such as ease of access to the participants in these cities and
universities, permissions granted from the institutions, time restrictions, and

limited resources.

Table 1

List of cities and universities

Cities Universities
Ankara Gazi University

Hacettepe University
Canakkale Canakkale Onsekiz Mart University
Diyarbakir Dicle University
Edirne Trakya University
Erzurum Atatiirk University
Hatay Mustafa Kemal University
istanbul Bogazici University
[zmir Dokuz Eyliil University
Konya Necmettin Erbakan University
Mersin Mersin University
Samsun Ondokuz Mayis University
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Figure 4. Geographical distribution of the cities across Turkey.

3.3. Participants

In this study, data were collected from three groups of participants: university-
based teacher educators, who are academicians at the universities, school-
based mentor teachers, who are English teachers at primary, secondary and
high schools and pre-service teachers, who are senior year students in
language teacher education programs. These participants are in 11 cities, 12
universities, and 22 schools. Table 2 gives the list of all the participants in this
study. Detailed information and demographics for each group are presented

below.

Table 2

List of all the participants across cities visited

Cities University-based School-based Pre-service Total N of
teacher educators mentor teachers teachers participants

Ankara 6 1 96 103
Canakkale 3 3 1 7
Diyarbakir 3 3 8 14
Edirne 4 4 - 8
Erzurum 5 3 28 36
Hatay 2 3 2 7
[stanbul 2 8 38 48
[zmir 3 5 10 18
Konya 4 4 8 16
Mersin 5 3 - 8
Samsun 4 6 2 12
TOTAL 41 43 193 277
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3.3.1. University-based teacher educators

A total of 41 university-based teacher educators participated in this study.
University-based teacher educators are the academicians working in the
English Language Teaching departments at university level. All of them are
involved in pre-service teacher education through teaching practicum courses
(School Experience and Practice Teaching) where they are supervising the
professional development of pre-service teachers. Usually, they are the ones
who establish contact with the schools where the pre-service teachers do their
practice teaching; therefore, they are, most of the time, in close communication
with the school teachers and the administration. The university-based teacher
educators who participated in this study were either teaching the practicum
courses at the time of the data collection period or have previously taught those
courses. Table 3 gives the list of academic titles of the university-based teacher

educators.

Table 3

Academic titles of the university-based teacher educators

Academic title N
Professor 5
Associate Professor 7
Assistant Professor 15
Instructor, PhD 8
Research Assistant, PhD 1
Instructor 5
TOTAL 41

There are 5 professors, 7 associate professors, 15 assistant professors, 8
instructors holding a PhD degree, one research assistant holding a PhD degree,
and 5 instructors who are either PhD students/candidates or graduates of MA

programs.

Figure 5 shows the years that university-based teacher educators spent as
English language teachers and teacher educators. Out of 41 university-based
teacher educators; 9 of them have 1-4 years of experience as a teacher, 15 of
them have 5-10 years of experience, 10 of them have 11-15 years of experience,

2 of them have 16-20 years of experience, and 2 of them have more than 21
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years of experience as a teacher. In addition to that, 3 of the teacher educators
have no experience at all as a language teacher. These experiences represent
the years spent teaching to learners of English at primary, secondary, tertiary
educational institutions or private language courses before they moved to
teacher education departments at the Faculties of Education. Similarly, teacher
education experience of the university-based teacher educators varies from 1
year to 37 years. 7 of them have 1-4 years of experience as a teacher educator,
12 of them have 5-10 years of experience, 7 of them have 11-15 years of
experience, 7 of them have 16-20 years of experience, and 8 of them have more
than 21 years of experience as a teacher educator. These experiences represent
the years they have been involved in English language teacher education. As for
the school-based teacher educators, these experiences represent their years
they spent guiding the pre-service teachers at practicum schools, while

simultaneously teaching to learners of English.

University-based teacher educators
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8 N 7 N
: N IN Y N
. X N N
T Y Y Y

0 year 1-4 years 5-10 years 11-15years  16-20 years 21+ years

# Experience as a teacher * Experience as a teacher educator

Figure 5. Teacher educators’ years of experience.

3.3.2. School-based mentor teachers

43 mentor teachers from 22 schools across Turkey participated in this study.
School-based mentor teachers are teachers of English who have assumed/been
asked to assume the role of mentoring pre-service teachers in their practicum
period. As part of the English language teacher education curriculum, fourth

year students are supposed to spend the first semester of that year observing
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a mentor teacher at a school, and the second semester, teaching in designated
hours under the supervision of the mentor teacher at the schools. Usually,
these mentor teachers are randomly assigned by the school administration as
mentors, though in some cases experienced teachers are chosen for this role.
Table 4 presents the schools types and levels of school-based teacher educators

who participated in this study.

Table 4

School types and levels of school-based teacher educators

School type N of schools N of mentor teachers
Primary school (Public) 2 3

Primary school (Private) 1 2
Secondary school (Public) 10 18
Secondary school (Private) 1 3

High school (Public) 7 14

High school (Private) 1 3

TOTAL 22 43

As seen in Table 4, the number of mentor teachers is 43 and they work in 22
different schools. There are 5 mentor teachers from 3 primary schools: 3 from
2 different public primary schools, and 2 from one private primary school. Out
of 21 mentor teachers from 11 secondary schools, 18 of them are from 10
public secondary schools, and 3 are from a private secondary school. Lastly, out
of 17 mentor teachers from 8 high schools, 14 of them are from 7 public high

schools and 3 of them are from a private high school.

School-based mentor teachers
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Figure 6. Mentor teachers’ years of experience.
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Figure 6 presents the years that school-based mentor teachers spent as English
language teachers and mentor teachers. Out of 43 school-based mentor
teachers, 1 of them has 1-4 years of experience as a teacher, 7 of them have 5-
10 years of experience, 12 of them have 11-15 years of experience, 14 of them
have 16-20 years of experience, and 9 of them have more than 21 years of
experiences as a teacher. These experiences represent the years spent teaching
to learners of English at primary or secondary levels, as well as private
language courses. Similarly, 28 of them have 1-4 years of experience as a
mentor teacher, 10 of them have 5-10 years of experience, 2 of them have 11-
15 years of experience, one of them has 16-20 years of experience, and one of

them has more than 21 years of experience as a mentor teacher.

3.3.3. Pre-service teachers

A total of 193 pre-service teachers from 10 different universities in 9 cities
participated in this study. Pre-service teachers are teacher candidates in their
fourth and final years studying to become English language teachers. They are
guided by university-based teacher educators at one end of the practicum
experience, and school-based mentors at the other. Table 5 gives the number

of pre-service teachers and the universities they were studying at.

Table 5

Number of pre-service teachers

University N of pre-service teachers
Hacettepe University (Ankara) 67
Bogazici University (Istanbul) 38
Gazi University (Ankara) 29
Atatiirk University (Erzurum) 28
Dokuz Eyliil University (Izmir) 10

Dicle University (Diyarbakir) 8
Necmettin Erbakan University (Konya) 8
Ondokuz Mayis University (Samsun) 2
Mustafa Kemal University (Hatay) 2
Onsekiz Mart University (Canakkale) 1
Trakya University (Edirne) -
Mersin University (Mersin) -
TOTAL 193
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3.4. Data Collection Instruments

Data sources used in this study are interviews with teacher educators and
mentor teachers, open-ended surveys with pre-service teachers, and document
analysis. In case studies, collecting data that uncover, describe and represent
the richness of the phenomenon is of great significance. Yin (2009) mentions
six most commonly used means of sources of evidence for case study research:
documentation, archival records, interviews, direct observations, participant-
observation, and physical artefacts. Creswell (2013) argues that much as new
forms of qualitative data emerge in the literature, there are usually basic types
of information: observations, interviews, documents, and audio-visual
materials. As McGinn (2010) argues, in a case study, the researcher might
accumulate evidence about the case wunder investigation through
documentation, archival records, artefacts, interactions, or direct observations.
She further argues that case study research involves an eclectic mix of data
sources as “multiple data resources provide a description of the case from
different angles and perspectives and allow researchers to address possible
discrepancies or inaccuracies that could result from a single data resource”
(McGinn, 2010, p. 275). Lastly, Gillham (2000) also mentions that ‘evidence’ in
forms of documents, records, interviews, observation, participant-observation,

and physical artefacts is the primary concern for case study research.

3.4.1. Interviews

Interviews are a widely used method of gathering data in case study research
(McGinn, 2000), commonly defined as conversations with purpose and
direction (Barlow, 2010). As deMarrais (2004) defines it, “an interview is a
process in which a researcher and participant engage in a conversation focused
on questions related to a research study. These questions usually ask
participants for their thoughts, opinions, perspectives, or descriptions of
specific experiences” (deMarrais, 2004, p. 54). Interviews used in this study

aim to reveal the participants’ opinions as well as their experiences.
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According to Patton (2015) interviews are used when researchers want to find
out things that they cannot directly observe people doing and to understand
what they have observed better. As he argues further, there are certain things
that cannot be observed such as feelings, thoughts, intentions, behaviours
taking place at an earlier time, situations which don’t involve the presence of
the researcher, or how people attach meaning to what is going on in the world.
Therefore, we have to ask people questions to learn about these; “the purpose
of interviewing, then, is to allow us to enter into the other person’s perspective”
(Patton, 2015, p. 426). Obtaining the descriptions and interpretations of the
participants and thus, discovering and portraying the multiple views of the
case are the two important foci in case study research. The interview is ‘the
main road’ in achieving these multiple realities (Stake, 1995). The interview is
also a process of “seeking knowledge and understanding through

conversation” (Barlow, 2010, p. 496).

There are different types of interviews identified in the literature of qualitative
case study research. Yin (2009) mentions in-depth interviews, focused
interviews, structured interviews. Similarly, Barlow (2010) categorizes
interviews as structured, semi-structured, unstructured, and informal. The
type of interview to be selected depends on the research question, as well as
the quality and quantity of data to be gathered. In this study, semi-structured
interviews are used. Semi-structured interviews aim to address a number of
pre-determined questions but allow for flexibility to fully understand the
unique experiences of the participants (Barlow, 2010). Semi-structured
interviews are in the middle, neither fully structured not unstructured, and
allow the researcher to respond to the emerging worldview of the respondent;
thus, to new ideas that arise during the process (Merriam and Tisdell, 2015).
In this study, even though there were pre-determined questions at hand before
the interviews were conducted, the researcher was not strict about the exact
wording, order, or timing of the interview questions. The most important
consideration was that all questions and points were asked in each interview,

the details of which are mentioned in a further section.
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3.4.1.1. Developing and Piloting the Interview Questions

In the development phase of the interview questions for teacher educators a
series of points were taken into consideration. The first one is the literature on
professional development of teacher educators. Prior to writing the interview
questions, the researcher had done extensive reading on the studies focusing
on professional development of teacher educators, both nationally and
internationally. Then, along with the overall aims and guiding research
questions of this study, some preliminary themes were identified. After a series
of discussions with the thesis advisor and other colleagues, writing, rewriting
and updating the interview questions, final versions of the semi-structured

interview questions were created.

Prior to the actual data collection process through these interview questions,
the researcher piloted the questions to make sure that they covered all the
aspects to be investigated through the aims and guiding research questions of
this study. For this purpose, 8 teacher educators at the home university were
interviewed. They were informed during the interview that this was the
piloting phase of the overall study, so that they would give constructive
feedback at the end according to their interpretations of the questions.
Necessary changes were made to the questions after the feedback on the pilot
interviewing process, and the final draft was prepared. Apart from that, an
expert from the Ministry of National Education, Directorate General for
Innovation and Education Technologies read the questions and suggested
some small changes and tips on how to interview the school-based mentor

teachers.

Interview questions are presented in Appendix A and Appendix B. The same
interview questions are used for both university-based teacher educators and
school-based mentor teachers. However, a Turkish version of the questions
was prepared for school-based mentor teachers. The interview questions for
teacher educators include the definitions of being a teacher educator, how they

define the general characteristics and personality traits of teacher educators as
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well as the professional roles that they assume as teacher educators. Secondly,
there are questions related to the competences of teacher educators: what the
elements of teacher educator knowledge base are, how they developed this
knowledge base, and whether this knowledge base is different for school-based
mentor teachers and university-based teacher educators. Thirdly, there are
questions focusing on professional development for teacher educators: how
they define it, what their practices are in ensuring professional development,
what the outcomes of these practices are, what problems and rewards they
have, and what their needs are. They are also asked about the suggestions they
have for better professional development opportunities. Lastly, the teacher
educators are also asked about their experiences with the practicum and

supervision process of pre-service teacher educators.

3.4.2. Open-ended Surveys

While one can build a case study on evidence coming from one source only,
obtaining data in a variety of ways is commonly recommended (Bhatnagar,
2010; McGinn, 2010). Therefore, although qualitative case study research
generally does not accumulate surveys, which are usually believed to be tools
for studies that have quantitative purposes, open-ended surveys have been used
in this study to gather data from pre-service teachers. The purpose of the
survey used in this study is to identify the characteristics of teacher educators

from the pre-service teachers’ point of view.

According to Chmiliar (2010), case study survey does not aim for an
experimental manipulation of conditions, or an explanation of cause and effect,
although survey research allows for collecting data from a large number of
participants. As Chasteauneuf (2010) argues, surveys used in a case study
provides the researcher with “a data-gathering technique that collects, through
written self-reports, either quantitative or qualitative information from an
individual unit (e.g., a child, group, school, community) regarding the unit's
knowledge, beliefs, opinions, or attitudes about or toward a phenomenon

under investigation” (p. 769). As he further argues, surveys in case study
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research can be used as the primary strategy for data collection or in
conjunction with other case study techniques, such as participant observation,
interviewing, or document analysis (Chasteauneuf, 2010). Within this
perspective, an open-ended survey is used in this study as an additional means
of gathering data from pre-service teachers, who are the beneficiaries of the
practicum experience by university-based teacher educators at one end, and

school-based mentor teachers at the other.

3.4.2.1. Developing and Piloting the Survey Questions

As in the interview questions for teacher educators and mentor teachers, a
series of points were taken into consideration in developing the survey
questions. Firstly, it was made sure that the questions were similar to the ones
which were asked to teacher educators in the interview. However, not all the
questions in the interview were included in the survey because some of the
questions were specific to the nature of being a teacher educator. Then, along
with the aims and the research questions of the study, the survey questions
were identified, after a series of discussions with the thesis advisor and

colleagues.

Prior to the actual data collection process, a couple of pre-service teachers at
the home university were asked to answer the questions and identify any
points needed clarifying. The pre-service teachers were informed before
answering the questions that this was a pilot survey and that their constructive
feedback was needed. Along with the feedback received from them, the final
version of the open-ended survey for pre-service teachers was created, which

is presented in Appendix C.

The open-ended survey for pre-service teacher educators include 5 questions:
how they define their ideal teacher educators at the university and school, what
competences and skills they think teacher educators need to have, their

opinions about how a teacher educator should develop, and lastly, their
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positive and negative experiences with teacher educators at the university and

school.

3.4.3. Document Analysis

Documentation refers to various artefacts in written, audio, and visual forms
including media or government reports, policy or other procedural documents,
memos, videos, maps, material resources, etc. (Raptis, 2010). Collecting data
through documents is similar in terms of line of thinking as observing and
interviewing (Stake, 1995) as they are ready-made source of data which are

easily accessible (Merriam, 1998).

In this study, various documents have been examined. Higher Education
Council’s “Teacher Education Series” was examined to see the roles,
responsibilities, and expectations of teacher educators and mentor teachers in
the faculty-school partnership, and how school experience courses were
previously conducted. Also, documents presenting the previous teacher
education curricula were examined to obtain information about the definitions
of constructs, and to learn about the historical development of the language
teacher education. Lastly, different European policy documents were examined
to see how professional development of teacher educators is maintained in the
world, and how faculty-school partnership is developed. Examining these
documents also proved useful in providing the researcher a mind-set about

important themes and questions to seek answers to in the interview process.

3.5. Data Collection Procedures

In this study, the data were collected through semi-structured interviews with
university-based teacher educators and school-based mentor teachers, as well

as open-ended surveys with the pre-service teachers.

After the data collection instruments were finalized, the researcher applied to
the Human Subjects Ethics Committee (HSEC) at the Research Centre of
Applied Ethics of Middle East Technical University (METU) for the approval to
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carry out the study. The first application was made in 2016 (see Appendix D)
for the initial approval, and the second application was made in 2018 (see
Appendix E) for the extension of the previously granted approval. Having
received the approval from the Ethics Committee, which took about three
weeks, the researcher then applied to the Directorate General for Innovation
and Education Technologies of the Ministry of National Education for the
approval to visit the schools and conduct interviews with the mentor teachers.
The approval was granted from the Ministry to carry out the study in all schools
in the determined cities (Appendix F). After the necessary approvals were
received in mid and late 2016, the researcher sent out official letters of request
to all the universities via official means through the rectorate of Middle East

Technical University.

Meanwhile, the researcher visited the web pages of English language teacher
education programs of the selected universities to make a list of all the teacher
educators working at the departments. In this process, e-mails of those teacher
educators giving the School Experience and Practice Teaching courses were
identified. Later, e-mails to all the teacher educators were sent out. The e-mails
sent consisted of the following: introducing the self as a doctoral candidate and
a research assistant, name of the thesis advisor, title of the study, purpose of
the study, the intention of writing the e-mail as well as giving information about
the interview to be conducted such as the expected length, topics to be covered,

etc.

The researcher had to carefully plan the timing of the interviews. Since he was
also a research assistant at the department, each visit to the mentioned
universities meant separate application for an official short-term domestic visit
to be made one month ahead in order to get the permission and reimbursed for
the expenses. Therefore, in the e-mails sent to the teacher educators, they were
asked if they were available for an interview on a day in the one-week period
given to them as an option (for instance, they were told that the researcher was
coming to their city for 5 days between June 4-8, 2018 and they were kindly

asked about when in those 5 days they were available).
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As the volunteer teacher educators replied, the researcher started to plan the
visits. The order of the cities and universities visited depended on the replies
to the e-mails sent to teacher educators. It was made sure that an interview
was planned with at least one teacher educator before applying for official
permissions and arranging other details such as accommodation, travel tickets,
etc. It needs to be mentioned that summer holiday period (June to September,
or even October in some universities) and spring break period (January to mid-
February) were avoided. The schedule for the visits to the cities is given in

Table 6 below.

Table 6

Timeline of the visits to the cities

Cities Month/Year visited
1. Canakkale May 2017

2. Edirne May 2017

3. Hatay May 2017

4. Mersin June 2017

5. Samsun June 2017

6. [zmir December 2017

7. Diyarbakir December 2017

8. Konya December 2017

9. Erzurum February 2018

10. Istanbul March 2018

11. Ankara February/March/April 2018

Scheduling with school-based mentor teachers was not as easy since they do
not have official e-mail addresses to be contacted before. Yet, a visit to a city
meant that interviews were also to be conducted with the school-based mentor
teachers in order to avoid visiting the same city twice, due to the constraints of
time and resources. To reach the school-based mentor teachers, the researcher
tried different methods; sometimes the researcher asked the university-based
teacher educators to recommend a mentor teacher at school, call him/her if
possible, and arrange an appointment. In other cases, the teacher educator
gave the names of the mentor teachers and the schools and the researcher
visited the schools without a prior scheduling. In such situations, the school
principal was contacted upon arriving the school, he/she was informed about
the purpose of the visit and the intention to conduct an interview with mentor

teachers, and then an arrangement was made. In other rare conditions, the
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researcher randomly dropped by the practice teaching schools without any
names of the mentor teachers and followed the same method of school

principal guidance.

In order to reach the pre-service teachers, the researcher kindly asked the
university-based teacher educators if it was possible to visit the classroom and
administer the open-ended surveys. It was not always easy to find a classroom
as these pre-service teachers were fourth year students who had fewer classes.
In such cases, the researcher administered the survey to those pre-service

teachers who were around.

University-based teacher educators were visited at their offices and school
based-teacher educators were visited at their schools. Before each interview,
the researcher informed the participant about the general purpose of the study
without giving much information so as not to influence their responses. The
researcher then asked the participants for a verbal consent and told them that
they are free to withdraw from participating at any time. The participants were
also informed about the presence of the audio recorder and their permission

was taken to voice-record the interview.

Almost all the interviews were one-to-one with the teacher educators, except
for three cases when they asked to talk in pairs or groups of three due to time
limitations, yet still being willing to make contributions. In some other rare
cases, the teacher educators were not willing to make an interview but
contribute by answering the questions in written form and sending them
through e-mail. Four of the participants chose this method. All the interviews
were audio-recorded except for one who asked that the researcher wrote

down, instead of audio-recording.

In total, there are 80 interviews. Out of these 80 interviews, 75 of them are
audio-recorded, 1 of them is non-recorded, and 4 of them were received via e-
mail since the teacher educators did not want to have the interviews on site,

but answered the questions online and sent an e-mail to the researcher later.
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Most of the interviews were in Turkish (n=59), some of them were in English
(n=16), depending on the choice of the participants. The duration of the
interviews varied from 13 minutes to 65 minutes, with an average of 30
minutes. Table 7 show the descriptive information of the interviews conducted
in the data collection period up to now. 40 interviews were conducted with
university-based teacher educators, with a total duration of 21 hours, 13
minutes. 40 interviews were conducted with school-based mentor teachers,
with a total duration of 15 hours, 39 minutes. The total duration of the

interviews is 36 hours, 52 minutes.

Table 7

Total number and duration of interviews conducted

Teacher educators N of interviews Duration

University-based 40 21 hours 13 minutes
School-based 40 15 hours 39 minutes
TOTAL 80 36 hours 52 minutes

3.6. Data Analysis Procedures

Qualitative data analysis is “the classification and interpretation of linguistic
(or visual) material to make statements about implicit and explicit dimensions
and structures of meaning-making in the material and what is represented in
it” (Flick, 2014, p. 5). According to Patton (2015), qualitative data analysis is
the transformation of the data into findings. However, “no formula exists for
that transformation” (p. 521). Even though there is “guidance”, there is no
“recipe”; therefore, “the final destination remains unique for each inquirer,
known only when -and if- arrived at” (Patton, 2015, p. 521). From this
perspective, the role of the researcher in analysing the qualitative data
becomes significant in describing or portraying the perceptions of the
participants through careful understanding as well as bracketing any bias

about the phenomenon under investigation (Miles and Huberman, 1994).

Creswell (2013) identifies three analysis strategies in qualitative research: (1)
preparation and organization of the data for the analysis phase, (2) coding the

data and reducing it into the themes; and (3) presenting the data in figures,
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tables, or through discussions. Stake (1995) argues that data analysis does not
have a particular beginning; it is a process of giving meaning to both first
impressions and final compilations. Simply put, Miles & Huberman (1994) talk
about three steps in data analysis: data reduction, data display, and conclusion
drawing and verification. Merriam (1998) sees data analysis as “the process of
making sense out of the data. And making sense out of data involves
consolidating, reducing, and interpreting what people have said and what the
researcher has seen and read - it is the process of making meaning” (p. 178).
Regardless of the approach or strategy used, it is basically “the process used to

answer your research question(s)” (Merriam and Tisdell, 2015, p. 202).

As the first step of the data analysis, the data were prepared and organized
(Creswell, 2013). All the interviews were transcribed verbatim using a word-
processing software, keeping the grammatical mistakes as they are, in order
not to interfere with authenticity of what the participants have said. The
researcher transcribed all the interviews himself allowing for close
observation of the data through listening again and again. In this way, the
researcher had a chance of getting familiar with the data and facilitating
awareness of what emerged, which can be considered the first step in the

overall analysis process (Bailey, 2008).

After the transcription process finished, the data collected through the
interviews were analysed via MAXQDA Standard 2018 (release 18.0.8)
qualitative data analysis software. Even though the researchers do the actual
analysis, using a computerized analysis software smooths the path for storing,
coding, retrieving, comparing, and linking the data at hand; as well as speeding

up the whole process of analysis (Gibbs; 2014; Patton, 2015).

Content analysis (Patton, 2015) was used in developing codes, patterns, and
themes derived from the available coding categories already inherent in the
research questions and especially those emerging from the data itself. Content
analysis refers to the analysis of text obtained through interview transcripts,

diaries, or documents. The aim is to reduce the qualitative data and apply a
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sense-making effort to identify recurring themes and meanings (Patton, 2015).
As this qualitative case study involves voluminous interview data in text
format, reducing the data into meaningful consistencies requires the
application of content analysis. Even though, historically, content analysis is
quantitative in characterizing and comparing the units analysed, its use in
qualitative research mainly derives from the focus on identifying the “meaning”
(Merriam, 1998; Merriam and Tisdell, 2015). The overall data analysis

procedure was as follows:

. Initial reading Re-reading to
Verbatim Lo
L to develop start coding in
transcription initial codin a systematic
of the data oding y
categories way
Data reduction Recognizing
Developing the and focusing recurring
themes on the research patterns to
questions identify themes

: Presenting and
' interpreting
the results

-

Figure 7. Steps of data analysis.

This procedure was not a linear, but cyclical process: going back and forth
between the stages, consulting expert views frequently, and revisiting the
themes to be developed over and over again. Coding the raw data allowed for
the construction of meaningful categories that represent the relevant
characteristics of the interviews in this qualitative data analysis. In other
words, the coding process was the first step into understanding the meaning
present in the data. The details of this coding process are presented in the next

section.
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3.6.1. Coding Process

Codes are defined as “tags or labels for assigning units of meaning to the
descriptive or inferential information compiled during a study” (Miles &
Huberman, 1994, p. 56). Similarly, Saldana (2009) defines a code as “a word or
short phrase that symbolically assigns a summative, salient, essence-capturing,
and/or evocative attribute for a portion of language-based or visual data” (p.
3). He further argues that “coding is not a precise science; it's primarily an

interpretive act” (p. 4) to emphasize the uniqueness of the process.

Saldana (2009) offers two major coding methods through cycles: First Cycle
coding methods are the processes that appear in the initial coding of data and
Second Cycle coding methods are those processes that reconfigure the coded
data through analytic skills before presenting the final codes and themes. In the
coding process, Saldana’s (2009) cycles of coding guided the analysis of this
study. Yet, it also needs to be acknowledged coding happened in a cyclical way,

as mentioned by Saldana (2009) himself:

Coding is a cyclical act. Rarely is the first cycle of coding data perfectly
attempted. The second cycle (and possibly the third and fourth, and so on) of
recoding further manages, filters, highlights, and focuses the salient features
of the qualitative data record for generating categories, themes, and concepts,
grasping meaning, and/or building theory. (p. 8)
A segment of the coding process is given in Table 8 below. As it is seen in Table
8, the coding process consists of two major processes: first level codes and
second level codes, as defined by Saldana (2009). First of all, the raw data is
read to identify the general theme that the code would belong to. In the
example, for instance, the first level code is identified as knowledge base, as the
participant is mentioning what a teacher educator needs to know in other
fields. Moreover, these coded utterances are read for the second time to be
coded with the second level code, which is identified as knowledge of other

fields in the given example. After these two-phase coding process, the final

codes have been created.
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Table 8

An example of coding procedure used in the analysis phase

Utterance

First level code

Second level code

Ben bu ortamdan uzak kaldigim i¢in ¢ok fazla
bilmiyorum ama herhalde bir liderlik,
onderlik  gorevleri Oyle olmak
durumundalar. Belki biraz psikoloji ve
sosyoloji de bilmek zorundalar diye
diisiiniiyorum c¢uinkii asagida staj yapan
bir 6grencinin ruh halini anlayabilmeli,
ona destek olabilmeli, problemlerini
¢ozebilmek zorunda, mutlaka problem-
solving olmak zorunda. Bunu yaparken ama
asagly1 da taniyor olmasi gerekiyor. O
sistemi, ortadgretim sistemini tamyor
olmak zorunda Kki problemleri daha
dnceden tahmin edebilsin. Ortaya ¢ikacak
seylerin 6nlemini alabilsin. Tek basina diiz
bir ¢izgi degil bana goére ne teacher educator
ne de onun genel 6zellikleri. Bu bir kiire gibi
bir sey. I¢inin dolu olmasi gerekiyor

var.

<I don’t really know since I've been away from
this environment but I guess they have a duty
of being a leader, a pioneer. I also think that
maybe they have to know a bit of
psychology and sociology because they
need to understand the mood of the
students doing practice teaching down
there [at the primary and secondary level],
support him or her, solve problems,
obviously problem solving. While doing this,
they need to know about down there. They
need to know that system, that primary and
secondary education system, so that they
foresee the problems, and take precaution.
I don’t think a teacher educator and its
characteristics are on a straight line. It’s like a
sphere, it needs to be full> (U10)

- knowledge base

—~>knowledge base

- knowledge base

—>knowledge base

- knowledge of other
fields

- knowledge of
education
system

-> knowledge of other
fields

- knowledge of
education
system

3.6.2. Intercoder Agreement

As calculating the intercoder agreement increases the overall reliability of the

analysis, a second coder also coded 10% of the whole data, which corresponds

to eight interviews. For this, the template of the codebook was given to a second

coder in a black MAXQDA format to check for inter-coder agreement after the
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researcher finished the coding process himself. Eight interviews were
randomly chosen among the 80 total interviews: four with university-based
teacher educators and four with school-based mentor teachers. After the
second coder coded these interviews, the two sets of coded interview
documents were analysed by MAXQDA. The results of the intercoder

agreement is given in Table 9 below.

Table 9

Code existence and code frequency agreements

Participant ID Code existence agreement Code frequency agreement
U7 93.05 % 93.23 %
U16 92.34 % 100.00 %
U23 89.30 % 88.41 %
U35 93.76 % 93.23 %
S2 94.12 % 93.76 %
S5 95.19 % 95.19 %
S26 94.83 % 94.65 %
S37 94.47 % 94.30 %

The column code existence agreement means same codes were used at least
once in each of the documents. The column code frequency agreement presents
the frequency of using the same codes in same amounts. In short, the analysis
of the intercoder agreement reveals that there is a high degree of agreement in

the two coding processes.

3.7. Trustworthiness

Qualitative researchers use different terminology to address issues of
validation and reliability, partly due to the unique nature of the qualitative
research itself, and to distance themselves from the understandings of
positivist paradigms (Shenton, 2004). Among the prominent constructivists,
Lincoln and Guba (1985) use unique terms to ensure the “trustworthiness” of
a study fed by naturalistic paradigms. They offer credibility as an alternative to
internal validity, transferability instead of external validity, dependability for
reliability, and confirmability for objectivity. Establishing a sound qualitative

inquiry involves these four concepts to ensure trustworthiness.
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Credibility, as Merriam and Tisdell (2015) put it, answers the questions “how
congruent are the findings with reality? Do the findings capture what is really
there?” (p. 242) and is considered to be one of the most important aspects of
trustworthiness of a study (Lincoln & Guba, 1985). It also refers to “the extent
to which a research account is believable and appropriate, with particular
reference to the level of agreement between participants and the researcher”
(McGinn, 2010, p. 243). Credibility is ensured through triangulation, member
checks, long-terms observations, peer-examinations, eliminating researcher

biases (Merriam, 1998).

The researcher in this study has been involved in language teacher education
as a research assistant for many years working at a university context; thus,
has a sound familiarity with the culture of participating organizations
(Shenton, 2004). Also, even though the universities and schools were chosen
using a maximum variation sampling procedure, the teacher educators and
mentor teachers voluntarily participated in the study. The researcher used
different data sources in this study: from teacher educators, pre-service
teachers, and documents in an attempt to triangulate the findings. Similarly,
the researcher constantly asked for peer-scrutiny opportunities through
meetings with the thesis advisor, thesis advisory committee meetings,
discussions with fellow PhD candidates and academicians. Lastly, the
researcher used thick descriptions of the design, data collection, and data
reporting processes of the study to convey the actual situations as they

emerged.

Dependability, a major concern for positivist research, is seen problematic in
qualitative research since the nature of human behaviour is not static (Merriam
& Tisdell, 2015). It is further problematic in social constructivist paradigm
because there is not a single truth to rely on. Yet, this does not suggest that
there are no strategies that a qualitative researcher can benefit from to ensure
the consistency and reliability of the analysis. For this, Merriam and Tisdell
(2015) offer the following strategies: triangulation, peer examination,

investigator’s position, and the audit trail. In this study, the researcher’s
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position vis-a-vis the group under investigation, the basis for the overall
design, and the contexts in which the data were collected have been explained
in detail. Also, the coding process (codes and coded segments) has been
continuously discussed with the thesis advisor, as well as a fellow researcher

who is experienced in coding.

Transferability concerns in this study has been eradicated by giving a rich and
thick description of the whole design: the number of participants involved, the
data collection methods, the number and length of the data collection sessions,
the time period over which the data is collected, and any limitations to the data
collection process (Shenton, 2004). Last but not least, concerns for
confirmability was dealt with by following the necessary steps to ensure the
participants were given the opportunity to talk about what they wanted to talk
about. It was made sure that the researcher did not influence the responses the

participants gave.

3.8. Ethics

As Merriam (1998) points out, “Ensuring validity and reliability in qualitative
research involves conducting the investigation in an ethical manner” (p. 198).
In this study, the researcher paid utmost attention to ensure that the study is
conducted under strict research ethics. Prior to the start of the study, the
researcher applied to the Human Subjects Ethics Committee (HSEC) at the
Research Centre of Applied Ethics of Middle East Technical University (METU)
for an approval for the overall research process, since this study requires the
involvement of human subjects. The submitted research proposal was
approved and the permission was granted (Appendix D) and extended later on
(Appendix E). Also, one group of participants, school-based mentor teachers,
are working at MoNE schools. Therefore, an official application was made to
the Directorate General for Innovation and Education Technologies at the
Ministry of National Education for a research study permission. The submitted
research proposal was approved and the permission was granted (Appendix F)

on condition that the mentor teachers participated in the study on a voluntary
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basis, which the participant paid attention to. Last but not least, before
interviewing the teacher educators and mentor teachers as well as giving the
surveys to pre-service teachers, their verbal consent was taken. Teacher
educators and mentor teachers were also informed about the presence of the
voice recorder. Additional consent was taken for recording their voices. The
participants were assured that neither the recorded voice data nor any other
part of the collected data would be shared by elsewhere other than in parts of
this study. In case where parts of the collected data are given to present the
findings, identification numbers are used to mask their names and other

private information.
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CHAPTER 4

RESULTS

This chapter presents the results of the study in line with the research
questions addressed. The results are organized under three main sections:

definitions, competences, and professional development.

In the first section, the participants define teacher educators by focusing on the
characteristics and personality traits of a teacher educator, along with the
concept of an “ideal teacher educator” defined by pre-service teachers.
Additionally, roles of teacher educators are given, as defined by university-
based teacher educators and school-based mentor teachers. Lastly, their
journeys of becoming teacher educators and mentor teachers are presented. In
the second section of this chapter, competences of teacher educators are
presented under three sub-sections: knowledge base, skills, and lacks with
respect to the interviews conducted with university-based and school-based
teacher educators as well as pre-service teachers. In the third and final section
of this chapter, professional development definitions, practices, outcomes,
problems (both personal and in practicum), needs, and suggestions (both
personal and in practicum) are presented through the eyes of university-based
teacher educators, school-based mentor teachers, and pre-service teachers.

The chapter ends with a summary of results obtained in the study.

Where necessary, selected quotations from participants are given to support
the analysis. The quotations are indented, displayed in quotation marks, and as
they are without changing any word or punctuation marks, including any
spelling or grammatical errors, in their original languages. Turkish quotations
are presented in Turkish, along with English translations provided in <angle

quotation marks> right below. The number in [square brackets] at the
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beginning of the quotation is the quotation number, and the code at the end of
a quotation in (parentheses) represents the participant type (U for university-
based teacher educator, S for school-based mentor teacher, and P for pre-
service teacher), and participant number. The numbers in the N columns given
in the tables represent the number of participants stating the corresponding
items, out of the total N given at the top. The numbers in the f columns
represent the total mention frequency of the corresponding items, regardless
of who state them. Total numbers in the N columns do not add up to the
participant numbers since one participant mention more than one item, and
not all participants report about all categories. Therefore, total numbers are

not calculated under the N columns in the tables.

4.1. Definitions

In this section, the analyses of the interviews with teacher educators and open-
ended survey with pre-service teachers are presented which answer the first
research question of the study. In the interviews, the teacher educators are
asked who a teacher educator is, what their characteristic features are, and
what personality traits they possess. Also, they are asked about the roles they
have as teacher educators, as well as their journey of becoming a teacher
educator. The answers that pre-service teachers give in the open-ended survey
about how they define their ideal teacher educators are also presented in this

section.

4.1.1. Defining Teacher Educators

This sub-section presents the analyses of the interviews with regard to (1) how
participants define a teacher educator, (2) what characteristics they think
teacher educators have, and (3) what personality traits they believe they should

possess. These are discussed in detail in the following sections.

4.1.1.1. Who are they?

Data analysis of the interviews with university-based teacher educators show

that the participants define a teacher educator within the perspective of
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educating and guiding pre-service teachers. Table 10 below provides the list of

definitions given by the participants.

Table 10

Definitions of a teacher educator

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Definitions N f N f
- All those who educate, guide and share experience with PST 16 17 17 18
- All lecturers at a faculty of education 9 10 1 1
- In-service teacher trainers 3 3 - -
- Mentor teachers at schools 3 3 2 2
- All those who teach practicum courses at the university 2 2 - -
- English language teachers 2 2 - -

- “lam not a teacher educator” - - 3 3

Note: Numbers in the N column do not add up to the total N since one participant has reported more
than one option, or some participants have not reported opinion about this category.

As presented in Table 10, the definitions of 16 university-based teacher
educators, and 17 school-based mentor teachers focus on how teacher
educators educate, guide, and share experiences with pre-service teachers.
Furthermore, there is also emphasis by university-based teacher educators on
the workplace of teacher educators. In other words, nine of them define a
teacher educator as all those lecturers working at a faculty of education
regardless of the academic positions and titles they have. Three of them also
mention that there are other groups of people who can be considered as
teacher educators; such as in-service teacher trainers who help and guide
teachers who are actively teaching, and three of them state that teacher
educators are mentor teachers at schools whom pre-service teachers observe

in the course of their teaching practice experiences.

[1] By nature, definitely, a teacher educator is the person who educates future
teachers; or who educates teachers who are in practice anyways, working at
schools, or universities as instructors so and so forth (U28)

[2] Teacher educator Tiirkiye’de genelde o konularda calissin ¢alismasin staj
dersinin boslugunu, ihtiyacini dolduran kisi oluyor <In Turkey, teacher
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educator is the one who compensates for the need in practicum course generally,
whether s/he works in that area or not> (U34)

Another definition made by university-based teacher educators accentuates
the practicum component of the program. Two of them define a teacher
educator as all those people who are responsible in teaching the practicum
courses. Lastly, two of the participants also refer to the teaching aspect of a
teacher educator when defining it, pointing out that a teacher educator is first
of all an English language teacher. The definitions given by school-based
mentor teachers highlight the process of helping and guiding the pre-service

teachers in their routes of becoming teachers:

[3] Cocuklarin daha bu ilk tecriibeyi yasadiklar1 siire¢ aslinda 6gretmen
egitimcisi dedigimiz nokta. Bizim ayagimiz olan yer, iiniversite ayagindan
bahsetmiyorum, ilk deneyimlerini yasadiklari yer, ve onlar kendilerinde neler
eksik, neler tamam bunlarin farkinda degiller. Bunu biz goriiyoruz ilk etapta
ve o deneyimleri yasadiklarinda, bunlar1 degerlendirip, o eksiklikleri
tamamlayip, o ¢ocuklar: bir sonraki adima daha giivenli bir sekilde génderen
kisi diyeyim ben <When we say teacher educator, actually, it is the process
where these pre-service teachers have this first experience. This setting of ours, |
don’t mean the university setting, is where they have their first experiences, and
they are not fully aware of what they are missing and what they are not. We
realize these in the first step and I can say then that [a teacher educator] is the
person who evaluates, makes up for, and sends the pre-service teachers to the
next step in a safer way, when they have this experience> (S2)

[4] Ben kendimi tam olarak 6gretmen egitimcisi géormiiyorum ¢iinkii bunun
yeterli oldugunu disiinmiiyorum. Cocuk beni gézlemlemeye geliyor, ondan
sonra sadece bir defa ders anlatiyor. Yeterince onu elestirecek ya da ona yol
gosterecek firsatim olmadigini diisiiniiyorum. O yilizden tam anlamiyla
kendimi 6gretmen egitimcisi olarak gérmiiyorum <I don’t fully see myself as a
teacher educator because I don’t think this is enough. The pre-service teacher
comes and observes me, and then he teaches just for once. I don’t think I have
enough opportunities to criticize him or guide him. That is why I don'’t fully see
myself as a teacher educator> (524)
Although most of the school-based mentor teachers define themselves as
teacher educators, there are a few mentor teachers who believe that the
definition of a teacher educator does not include them. While three mentor
teachers explicitly state that they do not see themselves as teacher educators
of the pre-service teachers they are mentoring, one believes that a teacher
educator is defined as the university supervisors who, both from a theoretical

and practical perspective, have more experience in teacher education and who
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spend more time with the pre-service teachers. It is seen in the quotation by
one mentor teacher (S24) that one reason they do not define themselves as
teacher educators is because they do not spend much time with the pre-service
teachers and that they do not have enough opportunities to observe and guide

them.

4.1.1.2. Professional Characteristics

Another aspect to the definitions of teacher educators is the professional
characteristics that they have, as defined by the teacher educators themselves,

as well as by pre-service teachers, as presented in Table 11 below.

It is seen in the analysis that 11 of the university-based teacher educators
report being knowledgeable and qualified as a professional characteristic for a
teacher educator, which is the most frequently stated one. Quotations [5]

below illustrate this:

[5] A teacher educator is someone who is knowledgeable, I would like to say,
knowledgeable in terms of competencies that a teacher should have at the end
of the education period, I mean the faculty education period (U2)

One other feature that is mentioned by nine of the university-based teacher
equators is that they are curious, reflective, and open to change; that is, they
need to be continuously engaged in professional development. Being a good
role model and a guide is another feature that emerged as an important
characteristic, stated by six of them. They believe that the pre-service teachers
copy them teaching and behaving in class when they become teachers
themselves. One feature that is also highlighted by six of them is that teacher
educators are professionally mature, intellectual, open to criticism and objective
and fair to the students/PST. Having education and experience in teaching is
another characteristic of a teacher educator as stated by all of the participants.
Being conscious, autonomous, and aware of their own strengths and weaknesses
is another characteristic mentioned by the participants. Lastly, they all refer to
knowing about classrooms and classroom management as an important

professional characteristic that a teacher educator needs to have.
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Table 11

Professional characteristics of a teacher educator

University- School- Pre-
based based service
teacher mentor teachers
educators h (N=193)
(N=41) teachers
(N=43)
Professional characteristics N f N f N f
- knowledgeable and qualified in theory and 11 12 4 4 44 44
practice
- curious, reflective, innovative, open to changes, 9 9 2 3 34 34
developments and technology, life-long learners
- agood role model and guide 6 6 3 3 16 16
- professionally mature, intellectual and open to 6 7 5 5 4 4
criticism
- has education and experience in teaching 3 4 2 2 24 24
- conscious, autonomous, and aware of his own 5 6 3 3 3 3
strengths and weaknesses
- objective and fair to the students/PST 1 1 1 1 15 15
- knows about classrooms and classroom 2 2 2 2 5 5
management
- loves teaching and delivers enjoyable teaching - - 3 3 6 6
- agood observer - - 2 2 1 1
- addresses learner needs, styles, interests - - - - 24 24
- organized, prepared, and punctual - - - - 11 11
- promotes critical thinking and awareness - - - - 9 9
- gives feedback - - - - 7 7
- uses different techniques and materials in the - - - - 4 4
classroom
- speaks English in class fluently and accurately - - - - 4 4
- enables students to do practice - - - - 4 4
- aware of the education system - - - - 3 3
- Interacts with the students - - - - 2 2
- agood researcher - - - - 1 1

Note: Numbers in the N column do not add up to the total N and 193 since one participant has reported

more than one option, or some participants have not reported opinion about this category.

When the interviews with school-based mentor teachers are analysed, it is seen

that five of the mentor teachers report being professionally mature, intellectual

and open to criticism as a professional characteristic for mentor teachers, since

they are working with pre-service teachers who observe every step they are

taking.

[6] Aklima gelen ilk sey bence elestiriye a¢ik olmali. Sinif icinde olsun, smif
disinda olsun, 6z elestiriyi kesinlikle kabul etmeli bir 6gretmen egitimcisi <The
first thing that comes to my mind is that I think s/he should be open to criticism.
Whether inside or outside the classroom, a teacher educator should accept self-

criticism> (S8)
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Another characteristic that emerges from the analysis is that they need to be
knowledgeable and qualified in theory and practice, just like university-based
teacher educators, both in content and pedagogy, especially, in classroom
management. Three of the mentor teachers also mention loving teaching and
delivering enjoyable teaching as an important aspect of being a mentor, which
is not mentioned by university-based teacher educators. Being a good observer
is another characteristic that is not mentioned by university-based teacher
educators but emphasized by two mentor teachers related to their mentoring

role.

The analysis of pre-service teacher surveys also provides valuable insights into
how they define the characteristics of teacher educators. According to the
statements provided by 44 pre-service teachers, teacher educators should be
knowledgeable and qualified in terms of theory and practice, which is the most
repeatedly uttered characteristic. In addition to this, there are other frequently
stated features which are parallel to the ones stated by teacher educators.
These are being a good role model and guide, being objective, experienced and
trained in teaching, and being curious and open to changes. An example
quotation by one of the pre-service teachers is given below, focusing on the

definition of an ideal teacher educator, as seen by the participant.

[7] Ideal teacher is someone who comes to the class prepared, know students,
has more than one plan about the course, uses time efficiently, gives feedback
and observe students carefully during the training process, behave friendly
and supportive (P122)
There are some professional characteristics which are specifically emphasized
by pre-service teachers, but not addressed by teacher educators. For instance,
24 pre-service teachers believe that addressing learner needs, styles, interests is
an important aspect of a teacher educator’s profession. Similarly, 11 pre-
service teachers believe that being organized, prepared, and punctual are three
characteristics for teacher educators which is mentioned solely by pre-service
teachers. Other professional characteristics mentioned only by pre-service

teachers are: promoting critical thinking and awareness, giving feedback, using

different techniques and materials in the classroom, speaking English fluently,
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enabling students to do practice, being aware of the education system,

interacting with the students, and being a good researcher.

4.1.1.3. Personality Traits

In addition to the professional characteristics, personality traits also emerge as
one of the defining aspects of teacher educators, according to the analyses of
the interviews with teacher educators and surveys with pre-service teachers.
Table 12 presents the personality traits with respect to the three groups of
participants. According to the analyses of the interviews with university-based
teacher educators, the most recurrent personality trait is being respectful to
pre-service teachers, which is mentioned by nine of them, as seen in Table 12.
The emphasis here is made on the communication between pre-service
teachers and teacher educators. Teacher educators believe that pre-service
teachers are to be treated as future colleagues and prospective teachers. They
also emphasize that teacher educators need to be respectful the students they

are teaching, in the same way.

Table 12

Personality traits of a teacher educator

University- School- Pre-
based based service
teacher mentor teachers
educators teachers (N=193)
(N=41)
(N=43)
Personality traits N f N f N f
- empathetic, not judging 1 1 8 8 41 41
- attentive, caring, helpful, supportive 1 1 7 7 38 38
- motivating, encouraging, inspiring 3 4 6 6 13 13
- patient and tolerant 2 2 4 4 28 28
- respectful to learners and PST 9 10 3 3 18 18
- motivated, willing, energetic, passionate, 9 9 2 2 33 33

hardworking, responsible, devoted to profession

- friendly, approachable, flexible, relaxed sociable, 7 8 9 11 35 35
outgoing
- open-minded, multicultural, open to criticism 4 4 - - 9 9
- self-confident 1 1 3 4 8 8
- intelligent, problem solver, analytical thinker - - 4 4 1 1
- humorous - - - - 9 9
- realist - - - - 3 3
- idealist - - - - 3 3
- honest and democratic - - - - 3 3
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Another personality trait which nine of them refer to is being motivated, willing,
determined and passionate in your profession. This motivational aspect, as
stated by the teacher educators, brings with it the necessary skills and
qualifications for being a teacher educator, which is also reflected in their
academic studies. Being friendly, approachable, and sociable are other aspects
of teacher educator personality that is mentioned by seven university-based
teacher educators. The emphasis is especially made on establishing the
communication with the pre-service teachers which is neither too strict nor too

loose.

[8] Perhaps we can say being a volunteer is important. You should be
motivated because it is a long process and you should have time (U1)

[9] Ben ozellikle 6grencilere younger colleague gibi davranmanin ¢ok
faydasin1 gérdiim, student evaluation’lardan oyle anlagildi. Ogrenciler bunu
¢ok dnemsiyorlar ciinkii onlar seneye isinde gliciinde insanlar olacak. Artik
ogrenci gibi degil, adult gibi yaklasarak, davranarak ve tam yeri geldiginde
bosluklar1 doldurarak onlarin yaninda olmak énem kazaniyor bu asamada
<I've seen that it is especially beneficial to treat the students as younger
colleagues, it was seen in the student evaluations. The students really care about
this because they will teachers next year. It is important at this point to treat
them as adults, not students; and be with them making up for their gaps> (U34)
Other frequently mentioned personality traits are as follows: being open-
minded, patient and tolerant, empathetic, multicultural, approachable,

inspirational, encouraging and helpful, confident, willing, and energetic.

In a similar perspective, school-based mentor teachers seem to regard being
friendly, approachable, flexible, relaxed sociable, outgoing as an important
feature of personality trait since it is mentioned by nine of them. Equally
important features are: being empathetic, not judging; attentive, caring, helpful,
supportive and motivating, encouraging, inspiring. The emphasis in these
personality traits is on the understanding that they are just on the verge of

beginning their careers and that their mistakes need to be tolerated.

[10] Empathy, understanding that the new teacher is new, that they are really
struggling. And respect for that new teacher because a lot of the times more
experienced teachers will think oh they are new, they don’t know anything,
just dismiss them off hand. At the core, the healthy respect and empathy for
the new teacher (S37)
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Apart from these, there are also some personality traits mentioned solely by
mentor teachers, such as being a problem solver and analytical thinker, as well
as being intelligent. The focus here is on the teaching profession and the role of
being a mentor. In other words, four mentor teachers state that things do not
always go as planned in the classroom, and the pre-service teachers are also
busy with other things. Therefore, being a mentor teacher, as they put it,
requires being flexible when things go out of plan, and finding ways to quickly

solve problems as they arise.

[11] Ideal teacher is someone who comes to the class prepared, know students,
has more than one plan about the course, uses time efficiently, gives feedback
and observe students carefully during the training process, behave friendly
and supportive (P122)

Similar to teacher educators and mentor teachers, the results of pre-service
teacher surveys also present empathy as the most frequently mentioned
personality trait for teacher educators. 41 pre-service teachers report that an
ideal teacher educator is someone who must understand they are not teachers
yet. They draw attention to the fact that they are still learning, and their
mistakes need to be approached with great tolerance. 38 of them state that
being attentive, caring, helpful, supportive is an important personality trait for
ateacher educator. The pre-service teachers believe that their mentor teachers
and teacher educators need to be helpful and supportive in guiding them

through the course of becoming a teacher.

Moreover, being respectful, motivating, responsible, passionate, patient, caring,
open-minded, approachable, flexible, confident, intelligent, enthusiastic,
hardworking, friendly, sociable, and energetic are other traits that they think
teacher educators need to possess which are similar to the ones mentioned by
teacher educators. There are some personality traits that pre-service teachers
think teacher educators need to possess which are not mentioned by teacher

educators, such as being humorous, realist, idealist, honest and democratic.
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4.1.2. Roles and Responsibilities of Teacher Educators

Guided by the first research question of this study, the roles and
responsibilities of teacher educators are presented in this section with respect
to the opinions of university-based teacher educators and school-based mentor
teachers, which are given in detail in Table 13. The results of the analyses
reveal five categories for the roles of teacher educators: (1) guiding/supervising
pre-service teachers and facilitating professional development, (2) conducting
and disseminating research in teacher education, (3) teaching courses/lecturing
and advising graduate studies (4) having administrative duties, and (5) enabling

cooperation between schools and universities.

Table 13

Roles and responsibilities of a teacher educator

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Roles and responsibilities N f N f
1. Guiding/supervising PST and facilitating development - - - -
- guiding pre-service teachers 21 32 15 19
- being a good role model 13 13 7 7
- creating awareness 8 10 3 3
- motivating and inspiring PST to become teachers 4 4 6 6
- giving feedback 2 2 4 5
- sharing experiences as a teacher - - 8 12
- showing the life of a teacher at school - - 8 9
TOTAL - 61 - 61

2. Conducting and disseminating teacher education research
- doing research
- sharing research findings
- writing articles
- attending conferences
- localizing research findings
- reviewing/editing
- developing knowledge
- being involved in decision making
- developing the curriculum
TOTAL
3. Teaching courses and supervising graduate studies
- teaching undergraduate courses
- teaching graduate courses
- supervising graduate studies
- transmitting knowledge
TOTAL
4. Having administrative duties
5. Enabling cooperation between schools and universities
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As presented in Table 13 in detail, the interviews with university-based teacher
educators show that guiding and supervising pre-service teachers (f=32) is the
most frequently referred role for teacher educators. 13 of the university-based
teacher educators emphasize the importance of how pre-service teachers
model their behaviour and try to be like them, which is why their first role is
being a good role model for them. Here, the role of teacher educators is being a
guide since they are the ones guiding the pre-service teachers to the field. By
doing this, the university-based teacher educator is giving the pre-service
teachers the content and pedagogical knowledge, along with some practical
information about being a good teacher by sharing their experiences. Other
than being a role model, eight of the teacher educators mention creating
awareness, four of them talk about motivating and inspiring PST to become
teacher, and two of them consider giving feedback as their roles for pre-service
teachers. One teacher educator uses the metaphor “being a muse, an
inspirational fairy” for her role, expressing the difference between transferring

knowledge to and being a role model for pre-service teachers:

[12] From my point of view, say, a teacher educator is more like a muse, more
like an inspirational fairy. Knowledge is everywhere. Transferring knowledge
is long gone. If you ask the same question of me and of google, google can
definitely come up with thousands of answers, I can only come up with one or
two. So, in this era where knowledge and technology are everywhere,
educators do not transfer knowledge anymore. What they do is they become
models. They become living muses, very much like, a literary person who
needs a muse to write a poem, teachers also need a muse to lead the way, guide
them, show them that different things are possible (U28)
Secondly, the university-based teacher educators believe that conducting and
disseminating research in teacher education (f=29) is one major role that they
have. On the one hand, they believe that as teacher educators, they need to be
constantly writing articles, attending conferences, reviewing/editing etc. to fulfil
the requirements of the Higher Education Council as they are academicians. On
the other hand, three of them also state that an equally important role is to
share the research findings with teachers and pre-service teachers if it is their
own research, or one states that it is important to localize the research findings

if it is borrowed from the literature. Other roles related to research mentioned
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by the university-based teacher educators are developing knowledge, being

involved in decision making, and developing the curriculum.

Thirdly, the analyses show that teaching courses/lecturing and advising
graduate studies (f=32) are other major roles that university-based teacher
educators have. 14 of the university-based teacher educators believe that their
primary role is to teach, to have the pre-service teachers gain the necessary
academic knowledge and competences to become a teacher. Another group of
teacher educators lay emphasis on the different roles that come with different
titles in academia in Turkey. They claim that in Turkey there is no distinction
between academic personnel who is solely responsible to teach and to do
research, as in other countries. Their role is to do both. Seven of them believe
that their role also includes teaching graduate courses and another seven of
them add that being an academic advisor to graduate students is another major
role for university-based teacher educators. In addition to teaching, educating,
and guiding pre-service teachers, they also have this role of advising graduate
studies either at the departments they are working, or in some other institutes

as well, upon request by the administrators.

[13] One identity is of course, teacher. [ am teaching to all levels. Speaking,
linguistics, phonetics. I also monitor the practicum; in that case my identity is
the teacher educator. As I told you earlier, I see myself as a guide to my
students. Another role, I was an Erasmus coordinator, I am no longer doing
that but I continued to do the Erasmus coordinator for two years and the
workload was very heavy. Also, | am a researcher. That’s another identity. [ am
the advisor, MA and PhD advisor. I also offer Master and PhD courses as well.
Also, the Institute of Education asked me to give a course for the other
departments. I have 52 students in that course as well, coming from other
departments. Those are my professional roles (U19)

Fourthly, five university-based teacher educators also report having
administrative duties as part of the roles that they have. Alongside guiding pre-
service teachers, teaching, and doing research, some teacher educators are
involved in administrative duties such as being coordinators of different issues
related to the department (Erasmus, practice teaching, etc.), taking part in
different commissions (exam preparation, program development, etc.), and

departmental administration (chair, vice chair, etc.).
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Lastly, four of the university-based teacher educators also mention enabling
cooperation between school and universities as one role that they assume as
teacher educators. They feel that it is their role to connect with mentor teachers
and administrators at schools, and collaboratively work with them so that the

practicum component of the teacher education program runs smoothly.

When the interviews with the school-based mentor teachers are analysed, it is
seen that mentor teachers only have one role: guiding/supervising pre-service
teachers and facilitating professional development (f=61) as opposed to the
multi-faceted roles of university-based teacher educators. More specifically,
the mentor teachers state that it is their role to enable the pre-service teachers
to first of all spend the 40 minutes in class in the most productive way possible.
In order to do this, their roles include sharing their experiences, giving them
feedback, and being a role model by creating awareness. Apart from guiding the
pre-service teachers to the practical aspects of being a teacher, eight of the
mentor teachers also express that it is their role to show them the life of a
teacher; what teachers do outside the class and when they are not teaching,
how they fill out required teachers’ notebooks, how it is to be on duty in the

break time, which rules there are for teachers in schools, etc.

[14] Ogretmen egitimcisinin kendisinin 6zellikle kihgiyla kiyafetiyle, sinifa
hakimiyetiyle, cocuklarlailiskileriyle 6rnek olmasi lazim ¢iinkii stajyer 6grenci
ilk 6nce bizi goriiyor. Rol model olarak da bizi aliyor. O ylizden bizim gérevimiz
daha 6nemli. Akademisyenlerin cizdigi tablodansa bizi gérmeleri daha 6nemli
<A teacher educator himself/herself needs to be a role model especially in terms
of clothing, classroom management, relations with the students because the
mentee sees us first as a teacher. And s/he takes us as the role model. That is why
our role is more important. It is more important that they see us instead of the
model presented by the academicians > (S5)

Even though the mentor teachers mention that being a teacher educator brings
more responsibilities on their part, they generally focus on pre-service
teachers when they are asked to define their roles as teacher educators. This
might not be surprising as being a teacher educator is already an additional

role that these teachers are asked to assume.
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4.1.3. Journey of Becoming a University-based Teacher Educator

Investigating how teacher educators became teacher educators in the first
place is another aspect of how the participants define the teacher educator
profile. As the analyses of the interviews with university-based teacher
educators show, they have different routes that they have taken to become

teacher educators. Table 14 presents these routes.

Table 14

How university-based teacher educators became teacher educators

University-based
teacher educators

(N=41)
Journey of becoming a university-based teacher educator N f
- Through role-modelling/apprenticeship 3 3
- After experience as a teacher 3 3
- Through administrator request 1 1
- Practical reasons 1 1
- Conscious choice 1 1

Apprenticeship/role-modelling is seen by three university-based teacher
educators to be one of the ways of becoming a teacher educator, as seen in
Table 14. This role modelling usually takes place in the course of graduate
studies, when the graduate student is taking the faculty members of the
department as a role model. Considered as a prospective teacher educator,
s/he observes the classes of experienced teacher educators, combines the
observations with his/her own reading, and at the end of the process when the

graduate studies are over, the candidate becomes a teacher educator.

Another journey into becoming a teacher educator includes experiencing
teaching beforehand, mentioned by three of them. This process of teaching
experience is generally in the form of teaching English to learner of the
language, either in schools or private language courses, right after graduating
from the teacher education department. Those who have teaching experience
before they start educating teachers consider this to be an important aspect to

the characteristics of being a teacher educator.
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In some other cases, one of them states that practical reasons play an important
role in the decision to become a teacher educator. One participant, for instance,
states that the reason s/he became a teacher educator was purely unconscious;
the original aim was to become a teacher, but when there was no opportunity
for being appointed as a teacher of English through the national examination
system, the route changed to be an instructor at a university. Later, seeing that
everyone was pursuing graduate level education, the same route was taken.
After receiving the Ph.D. degree eventually, the participant became a teacher
educator, with the belief that as an instructor with a Ph.D. degree, it would not

be possible to teach “yes/no questions” anymore.

There are, however, other cases where a conscious choice plays an important
role in the participant’s decision to become a teacher educator. As such, the
participant was conscious about being a teacher educator all along. With this
specific aim in mind at an early age, the participant went through all the
education process after graduating from the teacher education department,
attended specific certificate courses and participated in professional
development activities consciously to fulfil the dream of becoming a teacher

educator.

Lastly, another point that is raised by the university-based teacher educators
is that the decision to become a teacher educator who teaches the practicum
course is sometimes taken by the administrators, regardless of the
qualifications of the academician. Therefore, the journey of becoming a teacher

educator involves administrator request in this case.

[15] Ben 6grencileri staja gotlirdiigiim zaman doktorali degildim ve yliksek
lisansim edebiyat alanindaydi. Sadece ¢ok temel kavramlar1 biliyordum. ilk
basta da ¢ok itiraz ettim ben bunu yapamam bu donanima sahip degilim diye.
Ama iiniversitenin ya da béliimiin o giinkii kosullar1 buna izin vermedi ¢ilinkii
herkesin iizerinde o kadar ¢ok gorev ytikii ve 6grenci yiikii vardi ki beni de isin
icine soktular <I did not have my Ph.D. degree when I took the students to the
practicum experience and my master’s degree was on English literature. I only
knew the basic concepts. At first, | objected a lot saying that I wouldn’t be able to
do this,  wasn’t qualified. But the then available conditions of the university and
the department did not permit this, because everyone had a lot course load and
student load, I was dragged into this> (U10)
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In the given quotation for instance, the university-based teacher educator does
not see himself/herself qualified enough to guide the practicum experience of
pre-service teachers. Though the field of study is totally different, this
participant is involved in teacher education due to lack of teacher educators to

give the course, and high number of students in the program.

4.1.4. Journey of Becoming a School-based Mentor Teacher

Investigating the journey for school-based mentor teachers for how they
became involved in the practice of teacher education constitutes another

aspect of defining the teacher educator profile.

The analyses of the interviews reveal that school-based mentor teachers are
randomly chosen as mentors, voluntarily chosen as mentors, chosen according to
experience, or chosen through administrator decision. Mention frequencies are

given in Table 15.

Table 15

How school-based mentor teachers became teacher educators

School-based

mentor

teachers

(N=43)
Journey of becoming a school-based mentor teacher N f
- Chosen randomly 4 5
- Chosen voluntarily 4 4
- Chosen according to experience 2 3
- Chosen by administrator 1 1

Four mentor teachers state that being chosen randomly is the most common
way for them to be involved in the process of practicum experience. The
process usually is as follows; a formal request is forwarded to the school by the
Ministry, the school administrator considers the schedule of the teachers who
are suitable for the practicum, and teachers are determined randomly by the

administrator.

[16] Kime verilirse o danisman 6gretmen oluyor. Biraz da rastgele aslinda.
Benim mesela 6 saatim var. Giinde 6 saat dersi olana veriliyor. Arkadasimin
mesela 4 saati var, benden az derse giriyor, ona verilmedi. Hani bilerek
isteyerek su olsun diyerek degil <Whomever assigned becomes a mentor
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teacher. It is actually random. I, for instance, have 6 teaching hours per day. It is
given to the ones who have 6 hours a day. My friend, for instance, has 4 hours,
teaches less than me, and not assigned. It’s not through a specific process> (S11)

In some other cases, the administrator asks the teachers at school if they want
to be a mentor teacher and thus, the mentor teachers are chosen on a voluntary
basis. Usually, the head of department, or the school administrator sends an e-
mail to the teachers or just calls them and asks them to step forward if they are
interested in becoming mentors of pre-service teachers to come from the
university. Those who agree become mentor teachers. In some other cases,
however, the participants report that one day they receive a note from the
school administrator saying that there is this kind of a process and that they
are involved in it. In other words, administrator decision is another means for

teachers to become mentor teachers, as stated by one mentor teacher.

Another way for a school teacher to become a mentor teacher includes selection
based on experience. Two of them report that as far as they observe, the
administrator takes the years of experience of teachers in deciding who will be
mentor teachers. One participant acknowledges that it is the first time for
him/her to have mentees after teaching for the eighth year at the school. Even
though eventually it is the school administrator who decides which school
teacher becomes a mentor teacher, it is seen in the interviews that this decision

might sometimes be shaped by factors such as experience and voluntariness.

4.2. Competences

With respect to the second research question asked in this study, this section
presents the analyses of the interviews with university-based teacher
educators and school-based mentor teachers, as well as open-ended survey
with pre-service teachers. In the interviews, the teacher educators were asked
‘wWhat constitutes the knowledge base of teacher educators?’ and ‘what
competences/skills do teacher educators have?” The pre-service teachers were
asked ‘what competences/skills do you think your ideal teacher educator should
have?” in the open-ended surveys. The answers to these questions are

presented below.
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4.2.1. Knowledge Base of Teacher Educators

This section provides the results of the analyses regarding how teacher
educators state that they construct their knowledge base as teacher educators,

as well as what domains are included in this knowledge base.

4.2.1.1. How Itis Constructed

The analysis of the interviews show that university-based teacher educators
construct their knowledge base as teacher educators in the following three
ways: through experience, through academic studies and research, and through
a process of apprenticeship. In a similar perspective, the knowledge base for
school-based mentor teachers is reported to be constructed solely through

experience, both as a teacher and a mentee, as presented in Table 16.

Table 16

How participants constructed their knowledge base as teacher educators

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Ways for constructing knowledge base as a teacher educator N f N f
1. Through experience - - - -
- asa teacher educator 12 15 - -
- asateacher 1 1 7 8
- asa mentee - - 1 1
TOTAL - 16 - 9
2. Through research - - - -
- academic studies 2 2 - -
- conferences/seminars 2 2 - -
TOTAL - 4 - -
3. Through a process of apprenticeship 2 3 - -

Almost all university-based teacher educators who report on how they
construct their knowledge base believe that it is constructed through
experience as a teacher educator, as seen in Table 16. As such, 12 of them
emphasize the point that they did not have any training in their graduate
studies about teacher education, and that over the years, they started to get
better and better in their profession. One teacher educator says that it is similar

to how actors and actresses of the theatre and cinema become doyens in their

86



professions. Although most of the time this process of learning to be a teacher
educator through experience seems to be positive for teacher educators, there
are some who regard it as a negative thing that knowledge construction

process is left to those processes shaped in years by individual experiences.

[17] Bu professional knowledge’i, mesleki kariyeri insan zaman igerisinde
kazanir diye diisliniiyorum. Tipki ¢esitli mesleklerdeki duayenlerde oldugu
gibi; film, tiyatro, sinema, romancilikta oldugu gibi <I believe that one gains this
professional knowledge, professional career in time. Just like the doyens in some
other professions, such as; films, theatre, cinema, writing etc.> (U24)

[18] Bu maalesef bizim iilkemizdeki kosullarin yetersizligi neticesinde yola

giderken 6greniliyor <Unfortunately, this is learned ‘en route’ due to the lack of

circumstances in our country> (U34)
In a similar perspective, previous experience as a teacher is also stated to be one
important element in how teacher educators construct their knowledge as
educators. It is mentioned by one of the participants that s/he makes use of the
experience as a teacher of English when s/he deals with pre-service teachers
at the university level. The importance of the experience in teaching English to
learners of the language is specifically emphasized. It is, as stated, very much
different from the experience gained while teaching content courses such as

methodology, linguistics etc. to pre-service teachers at the tertiary level.

For school-based mentor teachers, similarly, the process of knowledge
construction occurs mostly through experience as a teacher, according to the
analyses of the interviews. Seven of the school-based mentor teachers express
that they pull on their own experiences as a teacher in guiding the pre-service
teachers. They emphasize that they have not taken any course on how they
would mentor pre-service teachers. One example of the statements from the

participants is illustrated in the following quotation.

[19] Ben su anda mentoriim ama bununla ilgili egitim almadim. Ben de
tiniversitede ayni yollardan gectim, ayni siireci bildigim icin sadece siirecin
nasl isledigini bildigimi soyleyebilirim ve bununla ilgili dogru
yonlendirmeleri yapabilecegimi diistiniiyorum </ am a mentor teacher now but
I haven't taken any training for this. I also passes through the same process, and
I know the process, so I can just say that I know how the process works and that
I can do the necessary guidance> (S36)
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Similarly, previous experience as a mentee is stated, by one mentor teacher, to
be one of the ways that help mentor teachers construct their professional
knowledge base as teacher educators. Mentor teachers believe that they are
familiar to this process, since they themselves have passed through the same

practicum experience.

4.2.1.2. WhatItIncludes

The analyses of the interviews with teacher educators and the survey results
with pre-service teachers show that there are five components to the
knowledge base of teacher educators. The details of these are presented in

Table 17 below.

Table 17

Domains of knowledge base for a teacher educator

University  School- Pre-
-based based service
teacher mentor  teachers
educators (N=193)
teachers
(N=41)
(N=43)
Domains of knowledge base N f N f N f
1. Knowledge of content and pedagogy - - - - -
- pedagogical knowledge 17 23 6 6 15 15
- content knowledge 13 19 9 9 43 43
- English/ language/language skills 7 8 1 1 5 5
- literature 2 2 - - - -
- other disciplines (sociology, psychology) 1 1 - - 2 2
- digital technologies 1 1 1 1 - -
TOTAL - 54 - 17 - 65
2. Knowledge of learners and learning - - - - - -
- nature of learning/language acquisition 8 12 - - 2 2
- learners (needs, interests, styles) 6 8 7 7 15 15
- classrooms/classroom management 6 6 1 1 1 1
- other learning environments 1 1 - - - -
TOTAL - 26 - 8 - 18
3. Knowledge of curriculum and assessment - - - - - -
- testing and assessment 4 5 - - 2 2
- materials design and evaluation 2 2 - - - -
- curriculum (MoNE and CHE) 2 2 2 2 1 1
TOTAL - 9 - 2 - 3
4. Knowledge of policy, system and society - - - - - 6
- education system/practices 6 7 - - - -
- society 1 1 - - - -
- language planning 1 1 - - - -
- cultural/world knowledge - - - - 6 6
TOTAL - 9 - - - 6
5. Knowledge of research 4 4 - - - -

88



As seen in Table 17, the five domains of knowledge base for a teacher educator
are (1) knowledge of content and pedagogy, (2) knowledge of learners and
learning, (3) knowledge of curriculum and assessment, (4) knowledge of policy,

system and society, and (5) knowledge of research.

4.2.1.2.1. Knowledge of Content and Pedagogy

As seen in Table 17, knowledge of content and pedagogy is the most frequently
mentioned domain for teacher educator knowledge base by university-based
teacher educators (f=54), school-based mentor teachers (f=17), and pre-

service teachers alike (f=65).

Pedagogical knowledge is seen to be the most referred domain of knowledge by
university-based teacher educators. 17 of them stress that teacher educators
need to have an overall picture of what an English language teacher is and what
s/he should be capable of doing once graduated from university. In other
words, knowing what to teach and how to teach goes hand in hand. Without

the knowledge of pedagogy, knowledge of content would not suffice.

[21] First of all, field knowledge. A language teacher educator has to know the
field. What [ mean by field is not only limited to how to teach speaking and
writing. It would be field specific. But other than that, general pedagogical
knowledge. Teacher educator has to know what is suggested in the social
constructivist for example...Secondly, you have to do a lot of things like
theoretical knowledge but theoretical knowledge would not suffice. You have
to make sense of theoretical knowledge. You have to think over them. You have
to make a connection between what is actually suggested (U39)
Regarded as equally important by 13 university-based teacher educators is the
content knowledge. University-based teacher educators define content
knowledge as concepts, theories, and terminologies related to the field in
general. They also use the terms academic knowledge, subject knowledge, and
field knowledge interchangeably to refer to the content knowledge related to the
field of teacher education. This also includes knowing about the language itself;
how it is learned, how it is acquired, taught, and studied. Specifically, they state
that teacher educators need to define how they approach language in general,

what linguistic insights they have, along with the competence in the language
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with regard to four skills. In addition to this, knowledge of literature in the

English language is identified to be another constraint in content knowledge.

[20] So there are two things that [ believe a language teacher educator should
have. The first thing is the competencies; what purposes of language teacher
education are, that sort of knowledge, consciousness, awareness; and also
skills to build those competencies definitely, and the for the courses he/she
teaches per se, again, that person should have an understanding of how they
can help people bring about and develop those competencies (U2)
Other components of content knowledge that are considered to be significant
aspects of the knowledge base for university-based teacher educators include
knowledge of other disciplines (such as psychology, sociology, and educational
sciences), and digital technologies. They believe that knowledge of these other
disciplines is important as part of the content knowledge in order to
understand the psychology of a pre-service teacher who goes through the
process of practicum at school; what it means to be a mentee, how to support
a mentee, what problems might occur in a school setting, what are the ways of
solving these problems etc. Similarly, the content knowledge is also believed to
include the knowledge of digital technologies and how they are applied into
teaching. Since the new generation is considered to be digital natives born into

a world of technology, it is crucial for a teacher educator to be aware of these

as well.

Nine of the school-based mentor teachers refer to content knowledge as the
most important constraint of knowledge. They believe that terminology related
to the field changes a lot and they are not actively following these, that is why
they feel like they need to catch up. In addition to that, since pre-service
teachers coming from the university with a sound theoretical knowledge base,
the mentor teachers also feel responsible to reply to their possible problems
and questions with sufficient knowledge. That is why they think a mentor
teacher needs to be knowledgeable about the recent terminology and
theoretical knowledge. Additionally, a mentor teacher suggests that the content
knowledge does not only consist of the knowledge related to the field, that is,

English language teaching, but also includes educational psychology and
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educational sociology since they are dealing with human beings, either with

pre-service teachers as mentees, or their own learners in the classroom.

[22] Maybe recent terminology, because I noticed that terminology has
changed a lot. One of my student teachers would say something, it could be a
term [ never heard, then they’ll describe it to me and I say “oh we call that bla
bla in the day”. So, definitely recent terminology. Also, recent trends in
education. We may have not learned these cutting-edge trends (538)

Pedagogical knowledge is also suggested to be an important aspect in defining
the knowledge base of mentor teachers. Just like university-based teacher
educators, nine of the school-based mentor teachers believe that knowledge of
content does not suffice on its own without the knowledge of how to deliver it

in effective ways.

Other aspects to the content and pedagogical knowledge that is reported to be
important by school-based mentor teachers include competence in all four
skills in English, and digital technologies, as seen in Table 17. One of the mentor
teachers states that they need to be role models first of all with their ability in
using the language to both pre-service teachers and their own learners.
Similarly, since the classrooms are equipped with smartboards that require
specific applications and software, another mentor teacher expresses that they

need to know how to use these.

[23] The two basic things that come to my mind are pedagogical competency
and content knowledge (P71)

[24] Having the knowledge and the capacity to teach how to teach and
specifying what a trainee needs is necessary to be a teacher educator (P164)

The analyses of pre-service teacher surveys also yield similar results regarding
the knowledge of content and pedagogy, as these are found to be the most
important aspects of defining the professional knowledge base of teacher
educators. In other words, pre-service teachers believe that knowledge of four
skills, techniques and methods, recent terminology, and other fields such as

educational psychology are found to be important aspects of content and

pedagogy.
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4.2.1.2.2. Knowledge of Learners and Learning

The analyses show that knowledge of learners and learning is the second most
frequently mentioned domain constituting the knowledge base of teacher

educators, as suggested by all groups of participants.

Eight of the university-based teacher educators believe that knowledge on the
nature of learning is an essential component in defining the knowledge base of
teacher educators. As with the nature of teaching, teacher educators first need
to know the theoretical foundations of general learning and language learning;
what learning is, how people learn, how language is learned, what are the
approaches on learning, etc. In a similar perspective, teacher educators also
need to know the learners themselves; how to teach and behave to learners at

different age groups, with different learning styles and needs, etc.

[25] Professional knowledge involves the philosophy of teaching and learning,
the theories and approaches on teaching and learning languages, the research
methodologies on teaching and learning languages (U12)

[26] They should have an understanding of what goes on in the language
classrooms (U2)

In addition to these, knowing the classrooms and the learning environments is
found to be a significant component. Since teacher educators are the ones who
teach the pre-service teachers about how to teach in the classroom, how to
behave in the classroom, how to ensure classroom management, six of them
state that they need to have a clear understanding of the classrooms and other
learning environments themselves. Additionally, it is also reported by
university-based teacher educators that they need to know about what goes in
the classroom; how learning takes place and what difficulties are to be
expected, so that they are successful in understanding pre-service teacher

practices and guide them in a more efficient way.

While university-based teacher educators prioritize the theoretical aspects of
knowledge pertaining to learners and learning, school-based mentor teachers,

on the other hand, refer mostly to the practical sides such as how to behave to
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different learner groups, understanding student psychology, and classroom
management. Since they are teachers of English who deal with the practical
aspects of learners and learning, they believe that these are important points
for pre-service teachers to see when they are having their observations. These
approaches of the mentor teachers, as one participant states, are determinant
in shaping the future practice of the mentee when confronted in similar

situations.

[27] Bir defa ergen psikolojisini ¢ok iyi bilmesi lazim bir 6gretmen
egitimcisinin, 6zellikle lisede. Biz siirekli ergenlerle ugrasiyoruz... Onlarin ¢ok
farkli problemleri olabiliyor. Hayata bakis acilar1 ¢ok farkli. Cok kii¢tik bir seyi
biiyiitebiliyorlar ve ya ¢ok biiyiik bir seyi hic 6nemsemiyorlar. Ogretmenin
onlara yaklasimi, stajyer 6grencinin goziinde c¢ok belirleyici oluyor. ileride
nasil davranacagini gosterebilmesi ac¢isindan bence ¢ok 6nemli <First a
teacher educator needs to know about the psychology of adolescents very well,
especially in high school. We are constantly dealing with adolescents...They
might have totally different problems. Their world visions are different. A small
thing could be of great importance to them, or they may not care at all about
important things. The teacher’s approach becomes determinant for the mentee.
I think it is really important for them to see it to understand how they will behave
in such situation in the future> (S5)

[28] A teacher educator must have an understanding of his/her student’s

levels, interests, and personalities and she should integrate them to his/her

lesson for an optimal teaching (P71)
In a similar perspective, pre-service teachers, just like mentor teachers, seem
to emphasize learner needs and interests as part of a teacher educator’s
knowledge base. In other words, they believe that teacher educators need to
have a thorough understanding of what their learners need and what they are
interested in. In addition to these, knowledge of classrooms, and nature of
learning are other aspects to the knowledge of learners and learning that are
emphasized by pre-service teachers. They believe that a good teacher educator
needs to know how learning occurs in the classroom environment and other
learning environments. They especially focus on these issues because they
believe that a teacher educator, either at university or school, can be a good
model for them only if they know these both from the perspective of teaching
English to learners in schools, and addressing their needs as mentees at the

university.
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4.2.1.2.3. Knowledge of Curriculum and Assessment

The data analyses show that another domain of teacher educator knowledge
base mentioned by all groups of participants is the knowledge of curriculum and

assessment.

University-based teacher educators view knowledge of curriculum and
assessment from two aspects. One aspect includes all those information present
in the curriculum of teacher education at the university. They state that a
teacher educator needs to be aware of the whole curriculum and know what to
be taught to the pre-service teachers. The other aspect includes the curriculum
of English language at the schools so that they are able to connect theory and
practice when educating pre-service teachers. Besides the knowledge of
curriculum itself, they believe that it is also important to know how to plan and
evaluate both of the curricula. In addition to the curriculum, testing, test
preparation, assessment, and materials design and evaluation are other
mentioned components that add to teacher educator knowledge, as reported

by university-based teacher educators.

[29] We should also have a good knowledge of the curriculum, to see how

things are done in our country, be able to connect the theory and practice (U8)
School-based mentor teachers, on the other hand, do not refer to the
assessment component at all. They regard the knowledge of curriculum that
they are teaching as an important component of their knowledge base. Some
teacher educators, similarly, believe that they also need to know about the
curriculum of pre-service teacher education in order to be helpful for them.
This also points to the issue of lacks, what teacher educators do not know,

which is discussed in the following parts in this section.

[30] Onlarin ne yaptigini biliyor olmak lazim. Onlar ne i¢in geliyorlar? Nasil bir
egitim aliyorlar, bizden ne bekliyorlar? Bunu bilmek lazim. Bunun farkinda
olmak lazim, daha iyi yardimci olmak istiyorsak. Biraz daha 6rnek olacagimiz
icin daha 6zenli olmamiz lazim <We need to know what they [pre-service
teachers] are doing. Why are they coming here for? What kind of education they
get, and what do they expect from us? We need to know these. We need to be
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aware of these if we want to be of more help. We need to be meticulous since we
will be models> (S19)

[31] Competent enough to know the curriculum of MoNE schools and to
provide detailed instructions and plans for our internship (P127)

Pre-service teachers, in a similar perspective, believe that teacher educators
need to know the curriculum of MoNE, as well as testing and assessment, if they

are going to be modelling them in their process of becoming teachers.

4.2.1.2.4. Knowledge of Policy, System, and Society

Knowledge of language policy and education system, as well as the needs of the
society is mentioned as another domain in defining the knowledge base of a
teacher educator. This domain, however, is mentioned by university-based
teacher educators and pre-service teachers. School-based mentor teachers
have not mentioned these domains to be included in the knowledge base of a
teacher educator. While university-based teacher educators mention the
importance of knowing the education system and its practices, pre-service
teachers focus more on the cultural awareness of the society. In other words,
teacher educators believe that they need to know all components of the
national education system, from books used in the classrooms to how teachers
are selected, to provide a more realistic and efficient education for pre-service
teachers. Also, this helps them, as they report, teach how to practice theory in

a clearer way.

[32] Basically, we need to have a clear understanding of the system. You know,
who is our main customer? The end user of our graduates is Ministry of
National Education. Right? This is one of the main competences of a teacher
educator. What's happening? Including myself, I cannot say [ am competent
enough because the system keeps changing (U38)
Language planning is found to be another component included in the
knowledge of policy that makes up the knowledge base of teacher educators,
which is mentioned only by university-based teacher educators. This is
especially emphasized because it coincides with how to teach and how to learn,

and that without the knowledge of language planning, a teacher educator, as

reported, could not relate these to real teaching settings.
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School-based teacher educators, on the other hand, emphasize the importance
of cultural awareness and world knowledge as part of teacher educators’
knowledge base. They also believe that teacher educators, along with the
general knowledge of the education system, need to know the needs of the
society to plan the most effective ways of teaching and education to both

learners and pre-service teachers.

4.2.1.2.5. Knowledge of Research

Knowledge of research is regarded as another domain of knowledge that
constitutes the knowledge base of teacher educators, though it is only put
forward by university-based teacher educators. Four of them believe it is a
crucial component of teacher educator knowledge to know the research
methodologies on teaching and learning languages. In addition to a general
understanding of research on teacher education, classroom research is

specifically mentioned as an important research component.

[33] Bence bir kere classroom research cok iyi bilecek, teacher education
demiyorum. Yani teacher education tama ayri bir sey ama teacher education’in
bize smifta 6grenciler baglaminda birebir tecriibe ettigimiz konularda
yardimci olamadigin1 gorebiliriz. Bu ylizden classroom research iyi bilen,
classroom research konusunda iyi okumus bir hoca olacak <To me, s/he should
know classroom research very well, [ am not saying teacher education. I mean
teacher education is something but we can see that it might not be useful in
classrooms regarding the topics we experience one-on-one in the contexts of
learners. Therefore, s/he should be a teacher educator who knows classroom
research well, and has read about it> (U34)

School-based mentor teachers and pre-service teachers have not mentioned

research with regard to the knowledge base of a teacher educator.

4.2.1.3. Difference between Teacher Educators and Mentor Teachers

When the interviews are analysed, it is seen that in terms of their knowledge
base, university-based teacher educators also report some differences that
they and school-based mentor teachers have. Table 18 presents the findings

related to these differences.
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First of all, teacher educators at the university believe that there is a core
difference in the profession itself as well as purposes for professional
development. Therefore, these differences are reflected in defining their
knowledge base. Firstly, 10 of the university-based teacher educators state that
while they deal more with theoretical aspects of teacher education, mentor
teachers are involved in the practical aspects, which is why the knowledge base
is naturally expected to be theoretical on the university side, and practical on
the school side. Secondly, three of them state that the professional

development purposes are different.

Table 18
Differences between the knowledge bases of a university-based teacher educator and a

school-based mentor teacher

University-based
teacher educators

(N=41)
Differences (university-based teacher educator and mentor teacher) N f
1. Difference in profession and professional development - 17
purposes
- theory/academic vs. practice 10 12
- differences in professional development purposes 3 4
- criteria for teacher educators 1 1
2. Difference in curriculum and target audience - 5
- difference in purpose 2 2
- curriculum difference 2 2
- learner age differences 1 1
3. Nodifference/same knowledge base 4 4

While there are specific criteria for university-based teacher educators to
follow as part of their professional development, such as specific number and
quality of articles to write which aim to develop their theoretical knowledge,
school-based mentor teachers usually have no such purposes for their
professional development. They usually only attend in-service teaching

seminars, which aim to better practical applications.

[34] When I compare these two groups, I guess at university, we follow up the
research, recent developments, we focus more on theory. School based teacher
educators spend most of their time teaching, so they don’t have this chance, I
believe, to follow the recent developments, recent theoretical views on the
field. So, they have more hands-on experience and knowledge. But we have a
chance to reflect and read and teach and interact with our students, talk about
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it, discuss it, think about teaching and learning in different theoretical

perspectives (U19)
In addition to the difference in profession and professional development,
differences in curriculum and target audience are reported to be important
aspects to be considered in defining the knowledge base. While teacher
educators at universities deal with young adults and adults, mentor teachers at
schools teach to younger learners, usually kids, or adolescents. This difference
in the age group requires that that there is difference in the work done.
Additionally, teacher educators focus on teaching how to teach, whereas
mentor teachers focus on teaching. That is why, the curriculum of schools and
universities are different. This means that while the teacher educators are the
ones who equip pre-service teachers with theoretical aspects of teaching,
mentor teachers show them the practical aspect of teaching, which, as

suggested, is the actual thing.

[35] Onlar isin laboratuvar kisminda aslinda. Bizim 6grencilerimize bizler
teorik bir takim bilgileri veriyoruz ama asil canli dogal ortaminda ve
laboratuvarinda onlarin olay1 gérmeleri, gozlem yapmalar1 ve uygulamalarini
istiyoruz. Bu acidan tabi ki aramizda farklar var. Teorik anlamda biz belki bir
adim o6ndeyiz ama uygulamada da onlar 6nde. <They are actually in the
laboratory side of the profession. We give our students some theoretical
knowledge but we actually want them to see the teaching, observe and do
practice in the real live and natural setting and laboratory. In this respect, we
surely have differences. We might be a step ahead theoretically but they precede
in terms of practice> (U26)

Last but not least, there are four teacher educators who believe that there is
essentially no difference in the knowledge base required for being a university-
based teacher educator or school-based mentor teacher in the sense that both
are fed by the same source. This is emphasized because both teacher educator
groups graduate getting the same education, but the individual decides what to

do in the future for the professional career.

[36] I don’t think there is essentially any difference because more or less
everyone receives sort of the same education, from people with the same
background. They actually have so much in common in terms of their
knowledge base. So, [ don’t think there is any difference (U7)
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4.2.1.4. Difference between Mentor Teachers and Teachers

When the interviews are analysed, it is also seen that school-based mentor
teachers report some differences that they and teachers who do not assume
mentoring roles have in terms of their knowledge base. Table 19 presents the

findings related to these differences.

Table 19
Differences between the knowledge bases of a school-based mentor teacher and a teacher

School-based
mentor teachers

(N=43)
Difference (school-based mentor teacher and teacher) N f
1. No difference/same knowledge base 14 15
2. Difference in content knowledge - 2
- content of teaching 1 1
- knowledge in mentoring problems 1 1

[t is found out that 14 of the school-based mentor teachers believe there is no
difference between the knowledge base of being a mentor teacher and a
teacher. They especially emphasize the fact that they do whatever they
normally do in classes, the pre-service teachers observe them, ask questions,
teach lessons, and they give feedback. They are not doing anything out of the
ordinary or anything special; therefore, their knowledge base is not different
from those teachers who are not mentors. Some of them also express that they
have not taken any specific education to be a mentor teacher; thus, it is
perfectly understandable that they share the same knowledge base as teachers

of English.

[37] Standart bir 6gretmende olmasi gerenler. Benim ekstra bir seyim yok.
Kendimde, diger 6gretmen arkadaslardan fakli olarak su var diyemem.
Hepimiz ayniy1z <The things that a standard teacher needs to have. I don’t have
anything extra. I can’t say that I have this, as different from other friends. We are
all the same> (S3)
Yet, two mentor teachers assert that there are at least some things that are
different such as the content of what is taught to pre-service teachers and
students, as well as the knowledge in problems related to practice teaching. In

other words, these mentor teachers believe that when they are mentoring the

pre-service teachers, the knowledge base they need to have is naturally
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different since they are not teaching the mentors the use of the passive voice,
but they are showing them how they can teach it to the students, and how
students understand it etc. Similarly, when they are mentoring, they state that
they need to know about certain problems that they would encounter in the

classroom related to teaching.

4.2.2. SKills of Teacher Educators

According to the analyses of the interviews with teacher educators and survey
with pre-service teachers, skills of teacher educators are grouped under seven
main categories. These seven categories are (1) modelling teaching, (2)
establishing communication, (3) conducting research, (4) reflecting on practices
and developing professionally, (5) observing and reporting on learning, (6)
modelling language use, and (7) investigating and solving problems. Table 20
presents these skills with regard to the opinions from university-based teacher
educators, school-based mentor teachers, and pre-service teachers, where

applicable.

Table 20

Skills of a teacher educator

University  School- Pre-
-based based service
teacher mentor teachers

educators teachers (N=193)
(N=41) (N=43)

Skills N f N f N f
1. Modelling teaching -
- making theory explicit 7
- transferring knowledge/effective teaching 5
- effective classroom management 4

1

1

o)}
o)}

- creating ways for practice

- useof board

- addressing learners needs and interests - - - -

- effective design and use of materials - - - -

- using technology in teaching - - - -

- effective time management - - - -

- drama techniques - - - -
TOTAL - 19 - 24

2. Establishing communication - - - -

- effective communication 10 11 4 4

- cooperating in a group work/collaboration 1 1 -

- making humour - - - -
TOTAL - 12 - 4

3. Conducting research 4 7 -
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Table 20 (Continued)

Skills of a teacher educator

4. Observing and reporting on learning

- observing the practices of PST

- guiding and motivating PST

- assessing, evaluating, and giving feedback
TOTAL -

5. Reflecting on practices and developing -

professionally

- adapting to contexts, changes, technology and 4
developments in the field

- reflection, self-assessment and evaluation 1
TOTAL -

6. Modelling language use -

- using language fluently and accurately with full 3
proficiency in four skills

- helping students use the language -
TOTAL -

7. Investigating and solving problems -

- problem solving, analytical and critical thinking 2
TOTAL -
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4.2.2.1. Modelling Teaching

Modelling teaching is identified by all three participant groups as the most
frequently reported skill that teacher educators need to have (university-based
teacher educators, f=19; school-based mentor teachers, f=24; and pre-service
teachers, f=110).

When asked about the skills of a good teacher educator, seven of the
university-based teacher educators reply with the ability of making theory
explicit, and five of them, with transferring knowledge. They believe that
teacher educators need to have the skill of teaching in a way that makes the
theoretical knowledge explicit for the pre-service teachers. One emphasis here
is the transformation of the knowledge in pre-service teacher’s mind, so that it
is easily applicable. Teacher educators state that most of them have this
knowledge related to the field, but the ability to transfer it is another issue. In
other words, teacher educators need to have the teaching skill to instil the

content knowledge in pre-service teachers.

[38] And obviously a good teacher educator has to make a connection between
what is suggested in theory and what should be done in practice (U39)
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Other sub-skills related to modelling teaching that teacher educators find to be
significant relate to classroom practices such as effective classroom
management, creating ways for practice and using the board efficiently. Teacher
educators believe that they need to have these skills themselves first, before
they have the pre-service teachers gain these. In a similar perspective, while 12
of the school-based teacher educators believe that the transferring knowledge
is an important skill, eight of them report that classroom management is an
important skill that mentor teachers need to have. They emphasize the fact that
they need to be able to transfer their professional knowledge to pre-service
teachers, by modelling good teaching in the classroom environment. Moreover,
some mentor teachers believe that more than fifty percent of the teaching in
the classroom occurs if the teacher is able to manage classroom well. Therefore,
efficient classroom management skills are also important in providing a good

model for mentor teachers so that they learn from them.

o

[39] Hepimiz bilgiye sahibiyiz ama bunu dogru bir sekilde egittigimiz
insanlara, stajyerlerimize anlatabiliyor olmamiz ¢ok 6nemli <We all have the
knowledge but it is very important that we are able to give it to the people we
educate, our mentees in an effective way> (S36)
According to pre-service teachers, effective teaching skills and classroom
management skills are also the two major skills that teacher educators need to
have. They state that teacher educators and mentor teachers need to be able to
teach according to learner needs and interests so that they keep the learners
interested in the lesson. Another component, as suggested by six of them,
includes the teaching of making use of theory into practice. Most of the time, the
pre-service teachers want to see the successful applications of the theoretical
knowledge when they go to practice teaching schools. Therefore, they believe

that their mentor teachers need to explicitly show them the right methods and

methodologies.

[40] First of all, her/his teaching skills should be developed so that she/he can
give that skill to the pre-service teachers (P129)

[41] They should be able to manage the class. They should be neither

disciplined nor so relaxed to keep the class balanced. They have to have the
ability of delivering the message (input) in an easy way (P145)
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There are some skills that are only mentioned by pre-service teachers. For
instance, while 28 of them mention addressing learner needs and interests as an
important skill for a teacher educator, other participants do not mention this.
Other sub-skills that pre-service teachers think teacher educators should have
related to modelling good teaching include using technology in the classroom,
effective design and use of materials, effective time management, and using

drama techniques, which are not mentioned by teacher educators.

4.2.2.2. Establishing Communication

Effective communication skills are reported by all groups of participants to be
another important skill of a teacher educator. 10 of the university-based
teacher educators believe that having the ability to communicate with pre-
service teachers, teachers at school, other colleagues, and society is an
important aspect of being a good teacher educator. They emphasize the point
that effective communication skills are required so that they can effectively
guide and supervise pre-service teachers in the first place. Also, good
communication skills with mentor teachers at school provide opportunities for
pre-service professional development. Therefore, they pay attention to
communication. Apart from that, they also state that accessibility is also a part
of effective communication skill; pre-service teachers need to be able to find

them, and ask whatever problems they might have.

[42] One important thing is having the ability to communicate with others,
both with student teachers and teachers at schools, and society of course (U8)

[43] A good teacher educator is someone who has the competency of
communicating well with the students and their colleagues, so that the
students can develop this type of communication skills which hopefully they
will use in their careers (U23)

[44] Cok iyi iletisim kurabilmek gerekiyor cocuklarla. Eger ki iletisim ayagini
¢ok umursamaz ve sert bir sekilde yaparsan, ya ciddiyetsiz oluyor ya da
cocuklar1 kaciran bir durum oluyor. Yani onlarla o6nce dedigim gibi
eksikliklerini kapatma konusunda iletisim kurarken dikkatli olunmasi
gerekiyor, cok ince bir ¢izgi ¢clinkii <One needs to establish good communication
with the kids [mentees]. If you don’t care about communication and behave
impolite, it either becomes insincere or you lose the kids [mentees]. | mean as I
said, one needs to be careful when establishing communication with them about
compensating their lacks, because this is a very fine line> (S2)

103



School-based teacher educators also agree with university-based teacher
educators on the fact that establishing good communication with the mentor
teacher helps them become more active and more outgoing in asking questions
whenever they arise and therefore, ensure professional development. If not, as
they suggest, pre-service teachers might refrain and hold back. Another aspect
to effective communication skills of mentor teachers is the communication that
they have with their own students. They state that mentor teachers should
have good communication with their own learners so that pre-service teachers

see the relationship between a teacher and a student.

Last but not least, 66 pre-service teachers also report that teacher educators
need to possess effective communication skills. They especially state that
teacher educators should possess social skills, be good listeners, approachable
in that they can talk about anything they want, do motivating talks and also

able to make humour in the classroom.

4.2.2.3. Conducting Research

Conducting research is another skill that four university-based teacher
educators and three pre-service teachers think teacher educators need to have.
This skill is not mentioned by school-based mentor teachers as an important

skill that they think mentor teachers need to have.

[45] I think the teacher educator should be a good researcher first of all. That’s
where the knowledge comes from. [ mean reading theories, that's something
of course but contextual knowledge comes from research most of the time.
Therefore, first thing a teacher educator should be a researcher in my opinions
(U7)

[46] Research literacy is a very crucial tool for teacher educators because in
that sense, they will not be purchasing research findings without questioning
(U38)
According to university-based teacher educators, they need to have good
research skills because research enables the teacher educators to reach

contextual knowledge related to teacher education. In addition to this, they

believe that doing research, especially classroom research, enables the teacher
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educator to see the problems themselves and suggest solutions for these.
Actually, as they report, teaching skills and research skills go hand in hand
because what you research is also reflected in your teaching. In other words, if
you are able to do research and find what works and what does not, you are
also able to also develop your teaching skills. Lastly, as one participant reports,
teacher educators also need to possess the ability of research literacy; that is,
not directly adopting research findings from the literature, but they need to be

able to question it and adapt it to their own teaching contexts.

Pre-service teachers, similarly, think it is an essential skill for teacher
educators to be able to conduct research in order to search and find the best
method in their teaching. School-based mentor teachers, however, do not

mention research as a skill that they need to have.

4.2.2.4. Observing and Reporting on Learning

Observation skill is reported to be another important skill for teacher educators
and it is mentioned by all groups of participants. University-based teacher
educators, school-based mentor teachers, and pre-service teachers all think
that a good teacher educator needs to observe the practicum process, provide
detailed feedback on what is good and what needs improving, and thus, report

on the learning process.

One university-based teacher educator makes a detailed remark about the
observation skill that a teacher educator needs to have. S/he states that a
teacher educator needs to know what to observe in the classroom; instead of
focusing on the little details, the observation should be specifically planned to
focus on those issues that the pre-service teacher may benefit most. This, as
reported, required going into different classrooms to create yourself chances

to observe, just like a pre-service teacher is observing the teacher educator.

[47] lyi bir 6gretmen egitimcisi bence her seyden énce ¢ok iyi bir gozlemci
olmali. Neyi gozlemleyecegini bilmeli okullarda. Ben Tiirkiye’de bir¢ok
O0gretmen egitimcisinin bunu bilmedigini diisiiniiyorum agik¢asi. Gidip de
mesela sadece siniflarin duvarlari yeteri kadar dolu mu, appealing mi gibi
detay seylere bakilacagina mesela, 6grencinin senden istedigi orada, bu
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worksheet iyi mi? Burada neden management zayif geldi? Bu reading’i neden
bitiremediler? Bu gibi pratik sorunlar. Bir 6gretmen egitimcisi sinifta o dersi
iyi gozlemlemezse ve 0Ogrenciyi iyi gozlemlemezse, bunlar1 anlayamiyor,
anlayamaz. Her seyden evvel en az 6grencinin 6gretmeni gézlemledigi kadar
sizin de 6grenciyi ve sinifl, biitiin learning ortamini gézlemlemeniz lazim. Bu
da ancak daha fazla sinifa girerek olur, eger girmediyseniz <I think a good
teacher educator needs to be a very good observer first of all. S/he should know
what to observe at schools. I don’t think many teacher educators in Turkey are
aware of this. Instead of looking at the details of whether the classroom walls are
appealing, what the student asks of you is whether the worksheet is good, why
there is management problem here, why couldn’t they finish the reading text etc.
Such practical problems. If a teacher educator cannot observe well, s/he doesn’t
understand these, and can’t. You need to observe the pre-service teacher, as the
pre-service teacher observes the teacher. And this, you can only do by going into
more classrooms, if you haven'’t already> (U34)

In a similar perspective, school-based mentor teachers and pre-service

teachers also emphasize the importance of observing, assessing, evaluating and

giving feedback as part of teacher educators’ skills so that they facilitate

professional development of pre-service teachers.

4.2.2.5. Reflecting on Practicing and Developing Professionally

Another skill that the participants believe teacher educators need to have is the
ability to reflect on their own practices and find ways for professional
development. For university-based teacher educators, reflection and adaptation
are two keywords. They believe that a teacher educator needs to be able to
evaluate his/her own actions and change them according to the feedback from
the pre-service teachers. In addition to this, the ability to adapt oneself to
technology, grasp the different needs of contexts and work accordingly are two
other skills that came up in the interviews. The emphasis that they place is on

the adaptation of their teaching into such developments.

[48] A teacher educator should be able to grasp those differences and work
accordingly. So, adaptation skills are important for the topic. Without this skill
to adapt oneself, | wouldn'’t call an individual a professionally developed one
(U7)
This teacher educator (U7), for instance, states that s/he teaches in five
different departments in the same university, and each department has

different cultures, different needs, different purposes. Therefore, s/he believes
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that being able to adapt oneself to these different contexts is an important skill

that a teacher educator should have.

The same skills apply to school-based mentor teachers, as reported by them.
One mentor teacher, for instance, suggests that as a mentor teacher, s/he needs
to be able to identify as a teacher educator what one does in class instinctively

as a teacher, so that the mentee gets the opportunity to be told about it.

[49] Herkes her davranisi 6gretemeyebilir. Bir de o var. Baz1 6gretmen
gercekten iyi bir 6gretmendir ama 6gretmen egitimcisinin 6gretmen adayini
egitmesi gerekiyorsa, neyi ne i¢in yaptigini1 fark etmesi gerekebilir <Not
everyone can teach every behaviour. There is also that. Some teachers could be
really good teacher but if a teacher educator guides a teacher candidate, they
need to be aware of why they are doing what they are doing> (S19)

[50] What I did instinctively in my classes as a teacher, I have to actually
identify and explain as a teacher educator. So, it’s one thing to have fantastic
classroom management skills, just instinctively, but it’s another thing to be
able to identify. When people are talking, I don’t just say ‘shut up’, I say ‘Jam,
can you help us out here and listen respectfully?’ So, I have to identify these
things that I have been doing instinctively (S38)

[51] One of the most important thing is being open to change and also always
finding alternatives that can be enrich both your personal knowledge and your
personal behaviours (P141)

The data show that 32 of the pre-service teachers, on the other hand, believe
that a teacher educator should, be able to adapt to contexts, changes, technology
and developments in the field. They state that there are certain skills required
in the 21st century, such as various uses of ICT (Information and
Communication Technology), and that a teacher educator needs to possess

these skills by following the trends in the field.

4.2.2.6. Modelling Language Use

Language proficiency is another skill that is suggested to be important in
defining the skills of teacher educators. While proficiency in language is
mentioned by three university-based teacher educators and 41 pre-service

teachers, it goes unnoticed by school-based mentor teachers.
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Both groups of participants focus on the issue of good modelling when they
refer to the language proficiency skill for teacher educators. They believe that
a teacher educator, above all, is a model with a fluent and accurate use of
language, that is why, it is a must for a teacher educator to have excellent

language proficiency skills.

[52] Bizim gibi EFL ya da expanding circle icin bir language proficiency’den
bahsetmemiz gerekiyor, 6zellikle pragmatic competence’in yiiksek olmasi
lazim <We need to talk about language proficiency for us in EFL contexts, or in
expanding circle, especially pragmatic competence needs to be high> (U40)

[53] Teacher educator should have a good competency of speaking. It is a must
for a teacher and his/her fluency supports learners (P180)

In addition to this, one teacher educator believes that the pragmatic
competence is also an important component of language proficiency. In other
words, a teacher educator is also able to use the language properly in different
social contexts, in addition to using it fluently and accurately. Pre-service
teachers especially focus on the competence of four skills as well as grammar
and pronunciation so that the teacher educators deliver effective and fluent
lectures in the university context, and help students use the language in the

school context.

4.2.2.7. Investigating and Solving Problems

Last but not least, the participants regard problem solving, and
analytical/critical thinking as other important skills that a teacher educator
needs to have. They suggest that it is an important skill for teachers to cope
with unexpected problems in the classroom, and act instantly; therefore, as
teacher educators and mentor teachers, they need to have these skills
themselves in the first place, so that they create awareness in pre-service

teachers.

[54] Clinkii ¢cok iyi giden bir sinif ortaminda hi¢ beklemediginiz bir anda hi¢
beklemediginiz bir 6grenciden problem ¢ikabiliyor. Orada mutlaka o an i¢in
gelistirilmis bir stratejiye ihtiyac¢ var. Yani bir anda 6grencinin karsisinda ne
yapacagim dememeli. Bunlar tabi tecriibe ile gelisen seyler, tecriibesiz
O0gretmenin yasayacagi seyler ama yine de bir 6gretmen aday1 olarak bunlari
biz, 6gretmen yetistirenler, aktarirsak, kendilerini ona gore hazirlarlarsa, bu
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tecriibe siireci daha hizli gerceklesebilir <In a classroom environment that goes
really well, suddenly a problem can arise from a studentyou don’t expect. At that
moment, you need develop a strategy specifically for such situations. One
shouldn’t say ‘what am I going to do’ in front of the student. These things, of
course, develop through experience, things that inexperienced teachers face but
still, as teacher educators, if we tell about these to pre-service teachers, and if
they prepare themselves for these, this experiencing period becomes faster>
(U29)

[55] S/he must have independent and critical thinking skills because most of
the time there occurs some kind of problems like change in the course of study
or time. So, she/he must be someone who can think immediately and act for
the benefit of both parties (P142)

In addition to the problems that occur in the classrooms, university-based
teacher educators report that there are some problems that they face in the
course of the practicum process such as clash in the schedules, personal issues
with mentor teachers, etc. A teacher educator, as reported, should also be able
to analyse the situation critically and provide a solution for the benefit of the

pre-service teachers.

4.2.3. Lacks of Teacher Educators

Another finding obtained in this study is that teacher educators participating
in this study frequently mention lacks when they are asked to define their
professional knowledge base. The results of the analyses with university-based
teacher educators and school-based mentor teachers point that teacher
educators feel they lack the following points regarding the general
competences. Table 21 presents the results with regard to the lacks of teacher

educators.

As seen in Table 21, university-based teacher educators believe that they lack
(1) experience and practice in teaching, (2) training in teacher education, (3)
knowledge of practices and changes in education, (4) content and theoretical
knowledge of the field, (5) language proficiency, and (6) research skills. On the
other hand, school-based mentor teachers report that they lack (1) training in

teacher education and practicum process, and (2) language proficiency.
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Table 21

Lacks of teacher educators

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Lacks N f N f
- Lack of experience and practice in teaching English 10 13 - -
- Lack of training in teacher education/practicum 6 7 18 23
- Lack of knowledge about practices and changes in the 4 7 - -
education system
- Lack of content and theoretical knowledge of field 5 5 - -
- Lack of language proficiency 1 1 2 2
- Lack of research skills 1 1 - -

University-based teacher educators most frequently report that they do not

have experience and practice in teaching English. 10 of them state that they are

theoretically competent but they are not experienced in the practical side of

teaching; therefore, they cannot realistically guide pre-service teachers to

become teachers. As such, they give courses which specifically focus on a group

of learners, such as Teaching English to Young Learners, but they report that

they have never taught English to young learners in their lives. That being the

case, they benefit from the readings, observations, attending conferences, etc.

to compensate for this lack, though it is not learning by doing.

[56] I think this is a major problem for teacher educators at the university who
have zero experience at local schools. I have only half a year of experience.
Sometimes I question myself, whether what I teach is really applicable or just
theoretical (U23)

[57] I think in our ivory towers, I use this term in all of my presentations, we
are making the gap between theory and practice even bigger and bigger. I don’t
know what the solutions can be but how do we develop it? I guess we just
develop it only by listening. It’s like without experiencing. It’s not like learning
by doing. It’s just by learning by hearing, learning by listening. So, we just
attend conferences, we attend workshops etc. It's like, from a skills
development perspective, we have the declarative knowledge, but as a teacher
educator, I wonder whether we are going to have very successful classes as
teachers (U38)

Another point that teacher educators feel they do not have enough competence

in is training in teacher education. Apart from one or two courses that they have
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taken in their Ph.D. programs, six of them report that they have no training

specifically for educating teachers.

[58] I never received any training about educating teachers. I think I've taken
only one PhD level course and the name of the course was Foreign Language
Teacher Education. But that’s pretty much all the education I received about

educating teachers (U7)
Some others, on the other hand, even report that they have not even taken any
courses related to teacher education in graduate level. As mentioned earlier in
this chapter, the knowledge base of teacher educators is mostly shaped by
experience and apprenticeship. They believe that they compensate for this lack
of training as time goes by and when they become more involved in educating

teachers.

[59] Bizim asil uygulama sahamiz Milli Egitim. Teacher educator’larin
uygulama sahasi1 mevcut 6grenciler, student teacher’lar gibi goriiniiyor. Ben
boyle olduguna asla inanmiyorum. Bizim asil uygulama sahamiz MEB. Biz
buradakini MEB icin yetistiriyoruz. Ama MEB'i bilmiyoruz <Our actual field of
practice is the National Education. It seems as if the field of practice for teacher
educators is the student teachers. I don’t believe at all that this is so. Our actual
field of practice is MoNE. We educate teachers for MoNE, but we don’t know
MoNE> (U21)
Not being experienced in teaching aside, four teacher educators mention that
they do not even have knowledge about the practices and changes in the
education system. While some teacher educators think that even though they
are educating prospective teachers who are most likely to become teachers in
the MoNE system, they believe that they pretend as if it is totally different from
what they are doing. On the other hand, there are a few teacher educators who

complain about the frequent changes and not being fully informed about these.

Other areas where university-based teacher educators report that they do not
have enough competence in are content/theoretical knowledge, language
proficiency, and research skills. Even though these are much less frequently
mentioned, some teacher educators believe that not all teacher educators know

about the theories related to teacher education, they think their language
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proficiency level decreases, and that they do not feel competent in conducting

research.

School-based teacher educators, similar to university-based teacher educators,
complain that they lack specific knowledge and training in teacher education
and practicum process. 18 of them contend that they do not receive any
training or information neither officially by the Ministry, nor by teacher
educators at the university about the practicum process; how many students
will teach in how many hours? What to do when there are absentees? How to
grade them? What feedback to give? etc. Some of them also state that they do
not have any idea what the pre-service teachers are doing as part of their

teacher training at the university.

[60] Ben dedim bu stajyerlere ne gosterecegim acaba? Daha once stajyer
Ogrencisi olan arkadaslara sordum. Egitimim bu oldu. Ne yaptiniz dedim.
Ogrencilerle iletisimimizin nasil oldugunu géstermek icin taktikler gosterdik,
anlattik dediler. Ama birinin dedigi de birini tutmadi. Kimisi de aman hig bir
sey yapmadik, ders anlattik, gelmisler iste dediler. Ben de o ylizden kendi
kafama gore ne verebilirim onlara dikkat ettim. Yani ¢ok da siiper bir seyler
yapmadim. Kendim oldum sadece. Ders anlattim. Faydali olabildim mi
bilmiyorum iste. Onun geri doniisiinii alamadim. Faydali olmak isterdim. En
azindan 10 tane bir seyden 4 tanesini vermis olmay1 dilerdim. Bunun i¢in de
bir egitim olsa glizel olurdu <I thought ‘what am I going to show these mentees?’
I asked the other friends who had mentees before. This was my education. I asked
what they did. They told me that they showed how they communicated with the
students, told them some strategies. But what one said was not the same with the
other. Some of them said ‘we didn’t do anything, they came and we just taught
our courses’. I thought about what I personally could do. I didn’t do anything
superb. I was just myself. I taught my courses. But I don’t know if  was of any use.
I couldn’t get feedback from them. I would have preferred to be of use to them. If
there are 10 things to teach them, I would have preferred to give them 4. It would
have been better if there was a training for this> (5S14)

[61] Bizim icin verilen herhangi bir egitim yok. Oncesinde bizim de bir
egitimden gecirilmemiz gerekiyor, stajyer o0gretmenleri meslege daha iyi
hazirlamak i¢in. Hangi donanimlara sahip olmamiz gerektigi konusunda
egitimler verilmesi lazim. Biz kendimiz c¢linkii kendi tecriibelerimizi
aktariyoruz. Herhangi bir program dahilinde degil. O belki bir eksiklik.
Universite bizden ne bekliyor? Nasil bir yaklasim sergileyecegiz? Eger o da
olsa belki daha farkli yaklasiriz. Bizim de eksikliklerimiz olabilir <There is no
specific training for us. We also need to be trained beforehand to prepare the
mentees in a better way. There needs to be training about which competences
we need to have. We do it our way, transferring our own experiences. It’s not
through any program. Maybe that’s something missing. What does the university
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expect from us? How are we going to approach them? If we knew these, we would
approach it from a different angle. We might also have some lacks> (S28)

In addition to the abovementioned aspects, two school-based mentor teachers
state that they lack language proficiency. They express that they tend to fall
backwards in language skills since they do not use it in their daily teaching.
Others complain that they lack practical skills due to the fact that they do not
have the chance to talk to students in the classes since the students are not
language students. They state that when they read academic articles, for
instance, they do not remember the meaning of most of the vocabulary, since

they have long been away from the academic work.

4.3. Professional Development

This section presents data analysis of participants’ responses in accordance
with the third research question addressed in this study with an aim of
developing a professional development profile for teacher educators. For this
purpose, this section first presents the definition of professional development
by university-based teacher educators and school-based mentor teachers.
Later, the practices they are involved in are presented as well as what they
should do as part of their professional development as suggested by pre-
service teachers. After that, the reported outcomes of these practices are with
respect to teacher educators and mentor teachers. Professional development
problems of teacher educators are also given in the following section, with
specific foci on personal problems and problems in practicum. In addition to
that, professional development needs of the participants are presented. Lastly,
the section concludes with suggestions for professional development from all
three groups of participants, with specific foci on suggestions for both personal

development and practicum.

4.3.1. Defining Professional Development for Teacher Educators

Teacher educators who participate in this study are asked about how they
define professional development to better understand their approach to

development. The results are presented in Table 22 below. As it is seen in Table
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22, both university-based teacher educators and school-based mentor teachers

define professional development with regard to updating oneself in general,

and improving the quality of their practices.

Some of the definitions given by the participants for professional development

are given in the quotations below:

[63] It is a long-lasting, non-stop, constructivist process, in which, as if one is
watching the same film or reading the same book over and over with new
insights gained, with a new taste for life and for the profession (U11)

[64] Professional development or continuous professional development of
teacher educators is a requirement to catch the latest trends and issues in the
area and hence, to improve the quality of teaching (U13)

[65] For me, professional development is literally anything that helps me
become a better teacher. It could be a conversation I have with a colleague
about something great that they are doing in their class that [ want to try. It
could be class that I take. You know, some of the least useful professional
development I've ever had is a class and some of the most useful has been just
conversations with colleagues. Literally anything (S37)

As the aforementioned quotations by teacher educators and a mentor teacher

display, the participants define professional development as anything that

helps them get better in their profession. In this sense, it is seen that the teacher

educators and mentor teachers share the same understanding with regard to

how they define it.

Table 22

Definitions of professional development

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Definitions N f N f
1. Developing and updating oneself in general - - - -
- developing and updating oneself 21 23 11 12
- knowing about (other) cultures 2 2 - -
TOTAL - 25 - 12
2. Developing and updating to improve quality of teaching - - - -
- educating pre-service teachers 2 2 - -
- improving quality of teaching 2 2 1 1
TOTAL - 4 - 1
3. Personal development for promotion in profession 2 2 - -
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However, one thing that two university-teacher educators mention, as distinct
from mentor teachers, is that it relates to personal development for promotion
in profession; such as having more publications and advancing from one step to
the other in the academic career hierarchy. This is not really a concern for
mentor teachers, who do not have such academic career advancements in their
profession. Therefore, it is not mentioned by them at all. In a similar line of
thought, it is also mentioned by some teacher educators that professional
development in Turkey refers to personal development. Such advancements,
as one teacher educator states, might not necessarily suggest development in
terms of profession. Rather, it is the individual’s personal achievement. The
emphasis made here is that the definition of developing professionally should
include the transformation of those academic achievements into knowledge,

and theories that are accepted and used by others.

4.3.2. Professional Development Practices

The analyses of the interviews with teacher educators suggest that
professional development practices of teacher educators are grouped under
four broad categories: (1) research, (2) collaboration, (3) professional learning,
and (4) reflection. Table 23 shows the professional development practices of
teacher educators in detail and pre-service teacher opinions for teacher

educator professional development.

As seen in Table 23, while research is the most frequently mentioned
professional development practice for university-based teacher educators
(f=61), school-based mentor teachers report that they mostly engage in various
forms of professional learning as part of their professional development (f=39).
Pre-service teachers, similar to mentor teachers, believe that engaging in
professional learning is the most important aspect of teacher educator

professional development (f=160).

These professional development practices mentioned by the participants are

presented in detail in the following sub sections.
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Table 23

Professional development practices of teacher educators

University- School- Pre-
based based service
teacher mentor teachers
educators  teachers (N=193)
(N=41) (N=43)
Professional development practices N f N f N f
1. Research - - - - - -
- reading articles/journals/books 20 27 5 5 60 60
- attending/presenting in conferences/workshops 14 18 - - - -
- doing self-research 13 13 2 2 18 18
- conducting projects 3 3 - - 1 1
TOTAL - 61 - 7 - 79
2. Collaboration - - - - - -
- collaboration with colleagues 16 18 5 6 8 8
- collaborate with/observe students/schools 3 4 - - 25 25
- collaboration with pre-service teachers - - 10 11 - -
- observing colleagues teaching - - 1 1 17 17
- supervising theses 2 3 - - - -
- cooperation with schools 2 3 1 1 - -
- cooperation with teacher educators - - 2 2 - -
TOTAL - 28 - 21 - 50
3. Professional learning - - - - - -
- attending training courses/seminars 4 4 17 19 50 50
- following technology 3 3 5 5 19 19
- following blogs/social 2 3 9 10 63 63
media/programs/development
- going abroad 2 2 2 2 6 6
- improving English proficiency by reading and 1 1 1 1 8 8
listening
- graduate studies 1 1 1 1 3 3
- giving seminars - - 1 1 - -
- doing field experience in schools - - - - 6 6
- learning about target culture & literature - - - - 5 5
TOTAL - 14 - 39 - 160
4. Reflection - - - - - -
- updating course materials 3 3 2 2 17 17
- reflecting on actions and practices 2 2 4 5 19 19
- teaching to young learners 2 3 - - - -
- teaching a course for the first time 1 1 - - - -
- being open to change and development - - - - 12 12
- getting help for anger management - - - - 3 3
TOTAL - 9 7 - 51
5. Doing nothing - - 3 3 - -

4.3.2.1. Research

Conducting and reading teacher education research is reported to be the most

frequent form of professional development practice by university-based

teacher educators. Reading articles, books, and other academic publications is

the most reported form of research by university-based teacher educators. 20
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of them believe that reading what is new in the field keeps them updated and
fresh in terms of gaining new knowledge related to their profession. It is, as
they say, an indispensable part of a teacher educator’s life as an academic.
While some believe the power of reading, others report that reading the
literature is the only thing that they can do, since they do not have enough time

to conduct research themselves.

Attending and presenting in conferences, seminars, workshops is another form
of engaging in research for professional development, as suggested by 14
university-based teacher educators. They believe that such academic meetings
provide fruitful opportunities for sharing and exchanging ideas, if they are
carefully chosen. In addition to that, doing research is another aspect of
research for teacher educators. 13 of them report that they contribute the field
of teacher education by writing articles, doing projects, etc. Some teacher
educators state that it is a way of testing the current theories in their teaching

contexts, that’s how it contributes to their professional development.

[66] I personally attend conferences and try to learn from them. I try to watch
the news in English, it also helps me personally and professionally. Then, I try
to read a lot, you might see that [ have a small library of English books there
(showing the library) and I encourage my students to come and get them. This
helps them a lot too. So, reading, listening, being involved in academic
research. I am constantly in touch with my foreign friends. We organize some
online lectures; this helps me as well. If I find funds, hopefully, if there would
be funds, I would definitely go to summer schools or winter schools, so that [
can get some refreshments (U23)

[67] internetten aragtiririm. Ozellikle yasadigim problemler ile ilgili makaleler
okurum. Classroom management ile ilgili okurum <I search on the internet.
Specifically, I read articles related to the problems I encounter. I read about
classroom management> (S9)

For school-based teacher educators, on the other hand, research seems to play
a minor role in their professional development. Five of them mention reading
articles or other academic publications and even fewer talk about doing
research. However, as the above quotation [67] suggests, there are some
mentor teachers who search on the internet to read articles about the problems

that they experience: classroom management in this specific example. For pre-
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service teachers, it is regarded as an important way for teacher educators to
develop themselves professionally. 60 of the pre-service teachers mention that
a professionally developed teacher educator is one who reads articles, journals,
books about ELT as well as uses these in their teaching, and who conduct

research on their own.

4.3.2.2. Collaboration

Collaboration is seen as the second most frequent way of professional
development by university-based teacher educators and school-based mentor
teachers, as well as pre-service teachers. Collaborating with colleagues is one
major form of professional development for university-based teacher
educators. 16 of them state that it helps seeing things from different
perspectives when you talk to a colleague about anything and he gives you
feedback. Other than that, being part of a community is also mentioned
frequently by the participants. It is suggested that such gatherings create
opportunities for sharing and exchanging ideas on both national and
international levels, even leading to outcomes in forms of publications.
Moreover, some teacher educators mention that collaborating with graduate
students also contribute to their professional development when they read

theses on various topics and learn new things from each of them.

[68] You definitely, one; become a member of a professional society. It’s really
important to be a member of a teacher educator’s association like INGED for
example in our country, or TESOL in the States. You can also become an
international member. IATEFL in the UK. These give you some kind of an
opportunity to reflect internationally with different teachers, exchange ideas,
share problems, share ideas. Even when you don’t share, you at least cry on
each other’s shoulder, which gives you some strength (U28)

While university-based teacher educators tend to collaborate more with other
colleagues in their small vicinity and in the wider community via establishing
networks, 10 school-based mentor teachers report that they learn a lot by
collaborating with pre-service teachers. Mentor teachers believe that working
with pre-service teachers naturally leads to professional development when

they see mentees use new techniques and activities. They emphasize that it is
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a learning experience for mentor teachers themselves as much as it is for pre-

service teachers.

[69] Biz de onlardan giizel seyler 6greniyoruz. Gergekten bu benim aklima
neden gelmemis diye. Bir olaya icerden bakmakla disardan bakmak ayni sey
degil. Biz de ders anlatirken, onlar da bizim eksiklerimizi gorebiliyor. Bunu da
kabul etmek lazim. Ogrenmenin gercekten yas1 yok. Bir 6gretmen olarak her
seyi biliyoruz demek yanlis. Tabi ki bizim de onlardan 6grenebilecegimiz
seyler cok var <We also learn nice things from them. We say ‘why haven’t |
thought about this? It’s not the same thing to consider a situation as an insider
or outsider. They can also see what we’re missing when we are teaching. We need
to accept that as well. It's never too late to learn. It is wrong to say that we,
teachers, know everything. There are surely many things that we will learn from
them> (S30)

In addition to collaborating with pre-service teachers, mentor teachers state

they collaborate with their colleagues, collaborate with teacher educators

coming from the university, and conduct projects with other schools which all

contribute to their professional development.

When the opinions of pre-service teachers are analysed, it is seen that 25 of
them ask both groups of teacher educators to observe more students and get
their feedback; in other words, collaborate with/observe the students, and use

this feedback for updating their practices.

[70] They should talk and discuss how they can develop their lesson with their
colleagues (P1)

[71] I think feedbacks which are given by the students can be facilitators in
this step. Listening the students carefully can give many clues for the teacher
educator (P193)

4.3.2.3. Professional Learning

Engaging in professional learning practices is listed as another important of
aspect professional development for teacher educators. For school-based
mentor teachers, it is the most frequently mentioned way through which they
develop themselves professionally. Attending training courses related to
teacher education is one form of professional learning for university-based
teacher educators. Four of them believe that such courses enable them to be

aware of the recent trends in the field. It is also the most common form of
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professional learning practice suggested by school-based mentor teachers. 17
of them point out the seminars organized by the Ministry of National Education.
Even though there are some mentor teachers who believe that the quality of
these seminars is debatable, which is discussed further in later sections, some
believe that these seminars might sometimes focus on issues that they could
relate when they are guiding mentor teachers. In other cases, they also report
that there are some seminars organized by university-based teacher educators,

which they find beneficial.

[72] Sadece okulda degil, okul disinda da egitimler, konferanslar, seminerler
oluyor. Bir de Ingilizce 6gretimi ile ilgili seminerlere de ¢ok katildim.
Bunlardan da hem c¢ok yararlandim <There are training sessions, conferences,
seminars outside the school, not only at school. I also attended many seminars
about teaching English. I really benefited from these> (519)

In addition to these seminars and training courses that teacher educators and
mentor teachers attend, nine of them also report that they try to follow blogs,
social media and five of them, mention other developments related to
technology. Mentor teachers state that there are specific forums on the internet
and groups on social media platforms for teachers where they share
information and exchange ideas. Teacher educators also mention following
recent trends in technology and integrating these in their own teaching
practices. They express that technology is an indispensable part of classrooms
where there are smartboards, learning management systems, etc. Therefore,
keeping up with these developments are considered to be an important aspect

to teacher educator professional learning.

[73] Mesleki gelisim icin ben kendi agimdan teknolojiyle ¢ok fazla hasir nesir
olan birisiyim. Internet ve teknoloji ile ilgili hemen hemen biitiin yenilikleri
takip etmeye calisiyorum. Mesela derste kullandigim materyalleri her sene
giincellerim, degistiririm, yeni bilgiler katarim icine. Ogrenciler teknolojinin
icinde geliyorlar. Siz onlara ayak uyduramazsaniz olmuyor. Bunun i¢in de
kendinizi gelistirmek zorundasiniz <I am really into technology myself for my
professional development. I try to follow almost every development related to
internet and technology. For example, I always update, change the materials I
use in my courses every yeatr, I try to include new information. The students are
born right into the technology. You have no choice but to adjust yourself. For this,
you need to develop yourself> (U17)
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As part of professional learning, doing graduate studies is also mentioned as
another way of developing professionally. Though not common among mentor
teachers, one of them mentions that s/he is continuing the education with M.A.
and Ph.D. degrees which obviously help their professional learning. Similarly,
one university-based teacher educator who does not have Ph.D. degree also
regards studying for a Ph.D. degree to be a means of professional learning
process. Last but not least, going abroad is reported to be another means of
engaging in professional learning that ultimately leads to professional

development of teacher educators.

In addition to the reported practices by teacher educators for their professional
learning, pre-service teachers also believe that there are different ways for
teacher educators to engage in professional learning. 63 of them talk about
following the developments and 50 of them mention attending training

courses/seminars as a means for teacher educator professional learning.

[74] Some teachers in Turkey have sufficient knowledge about theories,
approaches, methods for teaching but they are not proficient in practice. They
are using traditional methods which has not an effect on students. They should
improve themselves about practice (P122)

Other activities related to professional learning that pre-service teachers think
teacher educators should engage in and which are in accordance with the
practices of teacher educators include: following technology (f=19), going

abroad (f=6), continuing to graduate studies (f=3), and improving English
proficiency (f=8).

In addition to these, the following professional learning activities are
mentioned solely by pre-service teachers that are suggested for teacher
educator professional development: doing field experience in schools (f=6), and
learning about target language culture and literature (f=5). In other words, pre-
service teachers believe that it is especially a must for university-based teacher

educators to observe more classrooms and develop their field experience skills.
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4.3.2.4. Reflection

Reflecting on own practices is another domain of professional development for
teacher educators. University-based teacher educators believe that they
constantly need to update their practices by listening to feedback from pre-
service teachers and colleagues. Doing so, as they report, contributes to their
professional development. One teacher educator, for instance, expresses that
s/he tries to think from the perspectives of pre-service teachers and find ways
of bettering the practices so that they benefit most from what s/he is doing.
Similarly, a mentor teacher states that observing the mentees teaching
provides them with the chance of looking at their practices from another

perspective which enables them to think about whether they work or not.

[75] Kendimi bazen sinifa girdigimde, amfiye girdigimde 6grencilerin yerine
koyuyorum. Acaba nasil olmaliyim? Daha iyi nasil olabilirim? Bu 6gretmen
adaylar1 benden maksimum diizeyde nasil faydalanabilirler? seklinde
birtakim diisiincelerle olaylara bakmaya calisiyorum <I put myself in the shoes
of the students when I step into the classroom, the amphitheatre. How should I
be? How better shall I be? How do these teacher candidates benefit from the to
the full extent? I try to look at the issue from these perspectives> (U30)

[76] Bana ekstra katkisi ne oldu? Mesela net olarak, bu sene, sunu
gozlemledim. Cocuklarin yerine oturdugun zaman, sikici bir derste zaman
gecmiyor. Orada 6gretmen olarak kendim o ¢ocuklar orada sikildig1 zaman ne
yapiyorum acaba diye kendimi elestirdigim noktalar oldu. Bu yil 6zellikle
<How did I benefit from it? For instance, I precisely observed this. In a boring
lesson, time doesn’t flow, when I sit in the kids’ place. There were moments when
I thought what I was doing when the students were board. This year especially>
(52)
With such a mindset, the teacher educators report that they update their course
materials, reflect on actions and practices, find what they are missing and try to
compensate these. In a similar line of thinking, the pre-service teacher
educators believe that teacher educators need to criticize their own actions,
listen to their feedback, and learn from their experiences. They believe that
teacher educators should always update themselves with creative ideas. One of
the areas that pre-service teachers think teacher educators should reflect on is
using different methods and materials in teaching. They generally complain

that when they go to schools for practice teaching, they mostly see mentor

122



teachers use the same methods and follow only the coursebook. Therefore,
what they see in terms of using a variety of methods and materials is limited.
That being the case, when asked about how they think teacher educators
develop themselves, they refer to aspects such as being open to change and
using different methods and materials. One last thing that pre-service teachers
report is that teacher educators should consult professionals for help for anger
management because sometimes, they see that teacher educators have

problems in controlling their anger.

In addition to the abovementioned practices that teacher educators report to
be engaging in, there are some school-based mentor teachers who frankly state
that they do nothing (N=3) as part of their professional development. The

quotations below by two participants illustrate this.

[77] Kisisel anlamda, ekstra gelisim anlaminda pek bir sey yaptigim
soylenemez acik¢asi. Brans olarak, o bransta 68retmen olarak gelisim adina
ekstra bir sey yapiyor muyuz, yapmiyoruz. Ozellikle ortaokulun belli bir kalib1
oluyor. O kalip o sekilde devam ediyor. Kitaplarda belli zamanlarda
degisiklikler oluyor. Kelimelerde farkliliklar oluyor. Yoksa temeli aymi <I
cannot say I do something about personal development, extra development. Do
you do anything to develop in the field we are teaching, no we don't. Especially
secondary school has some fixed pattern. It flows in that pattern. The books
change from time to time, the vocabulary change. But it is basically the same
thing> (S12)

[78] Egitimle ilgili ben yapiyor muyum bir sey kendimi gelistirmek icin? Cok
yaptigimi soyleyemeyecegim. Zamanim olmuyor. Stajyerlerle ilgili ayr1 bir sey
yapacak zamanim yok. Ne yapmam gerektigini de bilmiyorum. Kendimi onlar
icin gelistirmek adina ne yapacagimi da bilmiyorum. Ama yonlendirmeler
oluyor. Degerlendirme kriterleri geliyor ya ogrencileri degerlendirin diye.
Orada yazan bazi seyler benim farkli diisinmemi saglayabiliyor. O
degerlendirme kriterleri de bazen gelismemi saglayabiliyor <Do I do anything
to develop myself in terms of education? I can’t say I do much. I don’t have time.
I don’t have time to do something related specifically to mentees. I don’t even
know what I should do. But there is some guidance. You know, there are those
evaluation criteria, to evaluate the students. Some of the items there make me
think differently. Those evaluation criteria might sometimes contribute to my
development> (S40)

As seen in quotations [77] and [78], mentor teachers state that they do nothing
both as a teacher of English and as a teacher educator. One of the reasons for

this is the usual lack of time. Since mentor teachers are busy with their own
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teaching schedules, they cannot find time to work on professional development
related to being a teacher educator. It is also added that this particular mentor

teacher does not know what to do for professional development.

4.3.3. Professional Development Outcomes

Alongside the practices they are engaged in as part of their professional
development, the participants also report about the outcomes and rewards
that these professional development practices bring. The analyses of the
interviews with teacher educators show that outcomes and rewards of
professional development for university-based teacher educators include: (1)
having awareness of self and becoming more confident, (2) reflecting on and
improving practice and knowledge, (3) establishing networks within the
community, and (4) having research published. For school-based teacher
educators, on the other hand, professional development outcomes include (1)
establishing connections with the learners, and (2) reflecting on and improving

knowledge and practice. Table 24 presents these results.

Table 24

Outcomes of professional development practices of teacher educators

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Outcomes of professional development practices N f N f
1. Having awareness of self and becoming more confident - 11 - -
- being up to date 4 5 - -
- being aware of yourself 3 3 - -
- increasing self-efficacy/motivation 2 3 - -
2. Reflecting on and improving practice and knowledge - 9 - 1
changing classroom practices 6 6 1 1
- learning about the needs of pre-service teachers 2 2 - -
- learning about the school system 1 1 - -
3. Establishing networks within the community 4 5 - 1
4. Establishing connections with the students - - 1 1
5. Having research published 2 3 - -

Three of the university-based teacher educators believe that they become
more aware of themselves as professionals by learning about their strengths

and limitations. Two of them state that their sense of self-efficacy increases and
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the feeling of accomplishment gives them a sense of happiness when they are
engaged in professional development. This motivates them in their profession
and they continue to work as teacher educators more enthusiastically. In other
words, professional development practices enable teacher educators to enjoy
their profession more. What is more, four of them feel they become up to date
and six of them report that they change their classroom practices by applying
what they learned. Additionally, through professional development, two of
them report to get to know the needs of pre-service teachers and one states that
they learn more about the school system, and thus; be of more guidance to the

pre-service teachers.

[79] I feel happy. I feel that my sense of self efficacy increase. I started to feel
that I can do something. And the feeling of accomplishment, reaching
something, fulfilling your dreams perhaps. I may be too romantic about this
perhaps but feeling content and feeling much more proficient at the end helps
you. I realized that I started to work much more motivated. It increased my
motivation (U1)
Four university-based teacher educators report that they establish networks
within the community and two state that they have research published as an
outcome of those professional development practices. They state that when
they collaborate with schools and mentor teachers, they get to establish new
friendship. In addition to this personal relation building, some teacher
educators report that they get invited by schools to give seminars to students.
They considered this to be an academic reward. Publishing research is another
academic reward that some teacher educator think they have as a result of
professional development. School-based mentor teachers, on the other hand,
report outcomes of professional development related to their identity as
teachers. One states that when they engage in professional development, they

get to establish connections with the students and another one states that they

improve their overall knowledge and practice as teachers.

4.3.4. Professional Development Problems

According to the analyses of the interviews with teacher educators,

professional development problems are grouped into two major categories:
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problems in personal professional development, and problems in practicum.
When asked about the challenges they have in professional development, the
participants reported issues related to their personal professional development
as teacher educators that are further grouped under five categories for
university-based teacher educators: (1) attitudinal and institutional problems,
(2) lack of time and heavy work load, (3) lack of funding and access to recourses,
(4) challenges cause by learners and setting, and (5) those who report that they
have no problems at all. In a similar perspective, problems that school-based
mentor teachers have in personal professional development are grouped
under five categories: (1) lack of training and support, (2) attitudinal problems,
(3) lack of time and heavy work load, (4) challenges caused by classroom

facilities, and (5) those who report that they have no problems whatsoever.

In addition to these, problems in practicum that university-based teacher
educators report to be experiencing are categorised as follows: (1) lack of
attention and training of mentor teachers, (2) lack of attention and knowledge of
teacher educators (3) lack of attention and competences of pre-service teachers,
(4) challenges caused by practicum design, (5) lack of collaboration, and (6)
attitudinal and bureaucratic problems. Likewise, school-based teacher
educators also frequently mention problems in practicum when asked about
the problems they have for professional development, which are categorized
as (1) lack of attention and competences of pre-service teachers, (2) lack of
attention and knowledge of teacher educators, (3) lack of collaboration, (4) lack
of experience and training in practicum, (5) challenges caused by practicum
design, (6) attitudinal and bureaucratic problems, and (7) those who state that
there are no problems at all. These are discussed further in the following

sections.

4.3.4.1. Problems in Personal Professional Development

The analyses of the data also reveal important results related to the problems

in personal professional development. Table 25 provides the list of these
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problems identified by university-based teacher educators and school-based

mentor teachers.

Table 25

Teacher educators’ problems related to personal professional development
University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Problems in personal professional development N f N f
1. Attitudinal and institutional problems - - - -
- negative attitudes of colleagues/administrators 7 13 2 2
- being on your own 6 6 1 1
- too much bureaucracy/paperwork 5 6 - -
- course/program design not suitable 5 6 - -
- no collaboration among each other 2 2 1 1
TOTAL - 36 - 3
2. Lack of time and heavy workload - - - -
- time/workload 19 23 2 2
- balancing teaching and research 3 3 - -
TOTAL - 26 - 2
3. Lack of funding and access to resources - - - -
- limited funding 13 14 - -
- limited access to resources 2 2 - -
TOTAL - 16 - -
4. Challenges caused by learners and setting - - - -
- crowded classrooms 6 7 1 1
- not enthusiastic student profile 2 4 - -
TOTAL - 11 - 1
5. Lack of training and support - - -
- nosupport or opportunity for training 3 3 5 5
- available training insufficient - - 5 5
- training schedules not suitable - - 1 1
TOTAL - 3 - 15
6. No problems or challenges 5 5 4 4

As seen in Table 25, attitudinal and institutional problems (f=36) are the most
frequently mention aspects of personal problems that university-based
teacher educators report. Seven of the teacher educators report that they
usually do not receive support from their colleagues, administrators, or their
university in general. One aspect to this is the negative attitudes of their
colleagues. They report that when one tries to organize activities, collaborate
with each other, invite speakers, and try new things in their courses, they get
discouraged by their colleagues due to personal problems they have in the

department community. In other words, in such situations, they are left alone,
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not supported either by the department administrators, or their colleagues,

merely because of personal conflicts that might emerge.

In a similar perspective, five of them believe that course/program design is
another important personal problem that teacher educators experience for
their professional development. These problems either stem from the overall
design of the program by CHE, such as asking to teach a particular course for
two semesters but not being able to do so due to systemic problems; or they
might stem from the allocation of the courses to teacher educators inside the
department. While some teacher educators complain that they teach the same
courses over and over in years, which they believe impede their professional
development opportunities, others express dissatisfaction about having to
teach courses unrelated to their area of expertise. This, as they believe, is due
to a lack of chance given to novice teacher educators by experienced teacher
educators, who try not to step out of their comfort zones they have created over

the years.

[80] Cok farkli dersler veriyoruz. Asla ve asla doktorami yaptigim alanla ilgili
ders veremiyorum ciinkii biiyik, yasli, bolim baskan gibi kapilmis kose
taslarindan dolay1r hareket alanimiz ¢ok kisith <We are teaching so many
different courses. Never ever I can teach a course related to my field in PhD
because our area of movement is really limited because of experienced, old, and
administrator faculty members> (U27)

[81] Problemler var mi var. Béliim ici sorunlar oluyor bazen. Insanin biitiin
hevesini istegini kagiriyor boyle seyler. Hocam seni neden ilgilendiriyor sen
isine bak diyebilirsin ama olmuyor. Bu her zaman bu sekilde olmuyor.
Etkiliyor insani. Bu baglamda bu tip bireysel problemlerle karsilasiyoruz <Do
we have problems? Yes. There are sometimes departmental issues. These things
really discourage me. You can say ‘mind your own business’ but I can’t do that.
It’s not like that all the time. It affects you. We experience such personal
problems> (U15)
In addition to these aforementioned problems, bureaucratic problems are also
stated by five of them as challenges to personal professional development.
Teacher educators also complain about the procedures that they are asked to
go through when they want to attend to a basic conference related to their
profession. They also state that ethics committees at some universities do not

operate based on objective values; they might confuse ethics with morals,
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which they believe prevent them from getting the necessary permissions to
conduct research. Similarly, some teacher educators mention that they might
have to deal with a totally unrelated duty in the course of their daily lives,
especially when they are in administrative positions at the department. These,
as reported, take up their time and energy, which leave minimum time for

personal professional development.

Another most frequently mentioned problem that hinder teacher educators’
personal professional development is lack of time and heavy workload (f=26).
Some universities, as the participants reported, do not have enough number of
teacher educators to allow for balancing teaching and research at the same
time. In other words, teacher educators complain that they are teaching way
more than they are actually supposed to teach, which leaves no time for
professional development. When they are confronted in such situations,
teacher educators usually report to focus on teaching, rather than academic
career, so this becomes a problem for their professional development. In some
extreme cases, even department chairs, who usually are given less course load,
are teaching around 30 hours per week. Teacher educators also add that when
they have such heavy course load, this load is also transferred to their free time
which they would normally spend doing things related to their professional
development. Yet, combined with other duties, such as preparing course
materials, grading, giving feedback etc., most of their time is spent with

anything other than engaging in professional development.

[82] I am a person who is not really satisfied with his performance if the
classroom is not designed in a good way or if [ am not giving 100% in the class.
That's a huge problem for me. When I do that, I have to neglect my academic
career, which is another problem. So, I think I have difficulties in balancing
them out because I don’t want to miss out any of it. [ don’t know what would
be the solution but if we have enough variety of teachers, enough number of
teacher educators in the department, that would be less problematic. Because
that also causes us to spend most of our time with grading, preparing syllabus.
We have activities, homework, assignments that we need to check and give so
that it's much more beneficial for our students. Not much time is really left for
academic work. So, we tend to lean more on teaching, rather than academic
work (U23)
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Lack of funding and access to resources is seen to be another problem that
creates difficulty for university-based teacher educators for their professional
development. 13 teacher educators complain that they are not financially
supported well when they either want to attend conferences themselves, or
invite people to their department to attend conferences. Some of these teacher
educators mention that when they write a project and apply for funding, they
cannot get sufficient financial support due to a false impression that the
projects are only written for attending conferences. In addition to these, two
teacher educators report that they do not have enough access to resources such

as library databases, books, etc.

Teacher educators also mention challenges caused by learners and setting
(f=11) related to their professional development. In addition to the above-
mentioned systemic and financial problems, two of them believe that the
student profile affects their motivation for professional development; students
do not push the teacher educators to do better, since they are not performing
as good as before, or as teacher educators want them to be. This, as teacher
educators believe, decreases their motivation to engage in professional
development that would result in improving their teaching practices. Other
than the profile of learners, six teacher educators also complain about the
number of students they have to deal with might go up to 60 students per

classroom, which is consequently reflected on their performances.

[83] Unfortunately, 10 years ago, we had much better students which were
pushing us to do research. The good student is pushing you to be good in
helping, inspiring but when the profile is going down, you just know that the
students have limited performance and they don’t expect anything extra to do
research to push them. It also influences you negatively. So, the raw material
that you work with is directly related to your professional development (U5)
Last but not least, though few, there are five university-based teacher
educators who believe that they have no major problems related to
professional development; they state that they find support from their
colleagues and institutions, they can easily access funding and resources if they

want.
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In a similar perspective, the interviews with school-based mentor teachers
show that they mostly complain about lack of training and support (f=15) for
their professional development as teachers and mentor teachers. While five of
the mentor teachers state that they do not receive any training on being a
mentor teacher whatsoever, which directly influences their role as a mentor
negatively, five others state that there are various problems related to the
training that they receive such as inefficient training and scheduling. Mentor
teachers believe that those seminar days that they are supposed to attend are
not really helpful for their professional development and that they are done
just to get done. One points out that the schedules of these training seminars
are not arranged well; they are either in weekends when they would like to
have a rest, or in the middle of the teaching period for which the school

administrators do not grant permission to attend.

[84] Insan hakikaten istiyor ki bir sey yapiyorsam degsin, gercekten bir sey
ogreneyim, kendime bir sey katabileyim, ama ¢ok da fazla sdyleyecek bir seyi
olmayip da yapiyorum demek icin bu isi yapanlar var. Bence insanlar da bunu
yapmamali ¢iinkii ¢ok fazla insanin vakit kaybina sebep oluyorlar... Benim
karsilastigim en biiyliik problem bu 6gretmen egitiminde ve profesyonel
gelisim programlarinda. Daha nitelikli egitimler olmasini tercih ederim tabi ki
<[ say ‘if I do something, it should be worth it, I learn something, I contribute to
my knowledge’ but there are some who don’t have much to say but still do these
just to say they’ve done it. I think people should not do it because they waste
people’s time... This is the biggest problem that I have in teacher education and
professional development programs. I would prefer to have more high-quality
programs> (S32)
In addition to these, similar to university-based teacher educators, two mentor
teachers also report that they have problems related to the negative attitudes
of their colleagues when new ideas emerge in the regular meetings that they
have. This, as they believe, is an obstacle to professional development since
some of their colleagues might have narrower perspectives when it comes to
integrating new ideas into the classrooms. Similarly, lack of time and heavy
workload and challenges caused by the setting are two other issues that mentor
teachers believe play a role in hindering their engaging in professional
development. Just like teacher educators at the university, mentor teachers

complain about the long teaching hours and not having enough time to focus
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on anything other than preparing for courses, teaching, and dealing with post-
course work such as grading papers, giving feedback to students, etc. This
concern multiplies when they have to address many learners in crowded
classrooms. Last but not least, similar to teacher educators, there are some
mentor teachers who state that they do not experience any problems or
challenges whatsoever related to professional development, mostly because
they teach in well-known schools which care for the professional development

of their teachers.

4.3.4.2. Problems in Practicum

When the participants are asked about problems related to professional
development, they also frequently refer to problems they have in practicum.
Within this perspective, this section presents the analyses of the interviews
with university-based teacher educators and school-based mentor teachers, as
well as survey results with pre-service teachers about the problems they have

in the practicum experience. Table 26 presents these problems.

Table 26

Problems related to practicum

University  School- Pre-
-based based service
teacher mentor teachers
educators teachers (N=193)
(N=41)
(N=43)

Problems in practicum N f N f N f

1. Problems related to mentor teachers at school - - - - - -

- lack of training/preparation for practicum 6 9 9 12 3 3

- not updating themselves/traditional 5 7 - - 33 33

teaching/dependent on the coursebook

- being burnout/not a good model for pre-service 4 5 - - 6 6
teachers

- not taking practicum seriously, not willing 4 5 - -

- speaking Turkish 1 1 - - 6 6

- leaving the class to pre-service teachers 1 1 - - - -

- negative attitudes towards the students - - - - 27 27

- not attentive, not providing chance to practice - - - - 22 22

- not providing feedback - - - - 15 15

- inefficient classroom management - - - - 10 10

- asking PST to do other things - - - - 5 5

- inefficient time management - - - - 3 3

- not competent in content knowledge - - - - 2 2
TOTAL - 34 - 12 - 132
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Table 26 (Continued)

Problems related to practicum

2. Problems related to teacher educators - -
- not taking practicum seriously 6 6
- not competent in evaluation/evaluating once - -
- not knowing the real setting - - -
- too much coursework in practicum sessions - - - - 8
- not empathetic - - - - 2
- favouring some students - - 1
TOTAL - 6
3. Problems related to pre-service teachers - -
- not taking practicum seriously, not willing 2 2
- Inefficient classroom management - -
- inefficient time management - -
- anxiety/stress - -
- not proper use/knowledge of English 2 4
- concerns for grades 2 2
- lack of knowledge and competence in teaching - -
- not knowing the real setting - -
TOTAL - 10
4. Challenges caused by practicum design - -
- arranging schedules 3 3
- forced schools/classes/mentors/educators 3 3
- school program/activities interfering 3 3
2 2
2 2
1 1

W= W

[

o))

N RN ! !
o))

]
N
]

NI =)
1

1 1
1 1

"o O !
U1
w
o
-
N

W = = 0 !
Wk = o
SN
SN

N
N

- notenough courses/practice

- number of pre-service teachers

- too late in the program/lack of continuity

- crowded classrooms - -

- boring weekly university course sessions - -

- evaluation by only one mentor teacher - -

- lack of guidelines - - - -
TOTAL - 19 - 20 -

5. Lack of collaboration among practicum - - - - - -
stakeholders

- collaboration with teachers /schools 10 12 10 12 - -
/universities and teacher educators

- collaboration among teacher educators 2 3 - - - -
TOTAL 15 - 12 - -

6. Attitudinal and bureaucratic problems -

- negative attitudes towards practicum courses 3

- bureaucracy and grading 1 13 19 - -
TOTAL 4 - 19 - -

7. Lack of match between university education - - - - - -
and real schools

RN
RN

.
\
(SR SV N

o

- ideal (lesson plans) vs. real (lessons) - - - - 4 4

- methods and approaches are not used - - - - 2 2

- use of coursebook vs. designed materials - - - - 1 1

- use of target language vs. native language - - - - 1 1
TOTAL - - - - - 8

8. No problems - - 5 5 29 29

As the analyses of the interviews with university-based teacher educators
point out, presented in Table 26, problems related to mentor teachers (f=34) is

the most frequently mentioned problem related to practicum. Six of the
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university-based teacher educators believe that mentor teachers are not given
training related to guiding pre-service teachers, which leads to them being not
so interested in mentoring and not knowing what to do when the mentee
comes to school. Moreover, four of the teacher educators state that these
mentor teachers are generally not involved in professional development
activities; they feel burnout through years of teaching and this has a negative
effect on the development of pre-service teachers. Similarly, they believe that
mentor teachers are usually speaking Turkish in classrooms, they do not care
about objective evaluation, and they are leaving the classroom to the pre-
service teachers seeing them as substitutes instead of guiding them towards

being a teacher.

[85] Benim gittigim okul 6yleydi mesela, ilk defa stajyer gelmis ona. Hig¢ bir
bilgisi yok. Bazen soyle durumlarla da karsilasiyoruz. Ogretmen stajyer almak
da istemiyor. Farkli gerekeeleri var, sanki bunlar beni teftise geldi diye
diisiiniiyor. Emeklilik yasina gelmis, 25-30 senelik 6gretmen, hi¢ bir sey
yapmamis, kendini gelistirmemis, yeni bir mezun 6grenci geliyor. Farkl
donanimlarla geliyor. Ogrenciye farkh bir sey sundugu zaman bu defa dersin
hocas1 6grencinin goéziinde kotii duruma diisiiyor. Bu durumda bazilari
istemiyor, rahatsiz olanlar da var <The school I went was like that, it was the
first mentee of the teacher. Knows nothing. Sometimes we face with such
situations. Teachers do not want mentees. They have various reasons for this,
they think we are going there to evaluate them. They are about the age to retire,
a teacher of 25-30 years, done nothing, never been updated and a newly
graduate comes. Comes with different competences. When the pre-service
teacher presents something new to the students, the teacher becomes [old-
fashioned] in the eyes of the students. That’s why some teachers do not want
mentees. They become uncomfortable> (U17)

[86] The problem with the teacher educators at the schools is that they are
often not engaged in any type of in-service professional development course
or activities. The courses or programs offered by MEB are typically the ones
that they don’t pay much attention or they are at the end of the school year
which we all know are not practical (U23)

Another problem related to practicum that university-based teacher educators
report refers to the challenges caused by the practicum design (f=19) in general.
These include arranging schedules, number of pre-service teachers, forced
schools, lack of opportunities for practice, and introducing the practicum too late
in the program. Teacher educators express that it becomes really challenging

for them to arrange the practicum schedule with each pre-service teacher since
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there are also other things that both teacher educators and students need to
do. They add that even though they believe it is their duty to observe the pre-
service teachers in real settings and give feedback in multiple occasions, even
arranging the schedule once becomes problematic since the number of
mentees per teacher educator is too many. In addition to that, some teacher
educators state the issue of forced schools also poses problems for the
practicum. Schools and mentor teachers are randomly assigned to them and
therefore, they do not have much to say when there are problems related to the
school environment, level of the students, and mentor teachers. When the pre-
service teacher is randomly assigned to a mentor teacher, that teacher might
not have teaching hours from which the pre-service teacher might benefit from.
For instance, that teacher might have English classes to eight graders where
the teacher would not be teaching much English due to the students’ focus on
preparing for the high school entrance exam. Such problems frequently occur
when schools and mentor teachers are assigned to them randomly. Some other
teacher educators believe that the practicum courses are introduced too late
into the program which poses some other problems. They believe that first of
all, when it is in the final year only, the pre-service teachers do not get enough
chance for practicing teaching because they have an exam to prepare for and
the schools are especially busy with activities such as April 23, May 19 etc.

which limits the possibilities for pre-service teachers to do practice teaching.

[87] Onceden ikinci iigiincii sinifta gézlem de vardi. Simdi son sene birinci
donem gozlem, ikinci donem ders anlatiyorlar. Biz de tabi kontrol etmeye
calistyoruz ama ¢ok kalabalik oldugu icin takip edemiyoruz. Hangi birisiyle
ilgileneceksin? Burada derslerim de var. Dersimin olmadigi saatler, 6grencinin
orada dersi yok. Boyle karisikliklar var <We used to have observation in second
and third years. Now they observe in the first and teach in the second semester
of the fourth. We try to control them but we cannot follow them since they are
really crowded. Which one of them are we going to care about? I also have
courses here. When I don’t have courses, my student is not there. There are such
complications> (U24)

Lack of collaboration (f=15) is another issue that teacher educators regard as
problematic in terms of practicum. Teacher educators state that they find it
difficult to collaborate with both mentor teachers at schools and other teacher

educators at the university. This is caused by the heavy work load that both
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parties have. While teacher educators agree that they need to have more
contact with the teachers at school, they admit that this can only happen once
or twice when they have to go to schools to observe the teaching practice
experiences of pre-service teachers. Similarly, they see it as a problem when
they cannot collaborate much with other colleagues regarding the design of the
practicum courses and discussing other issues related to it. In a similar line of
thought, teacher educators also refer to the problems related to teacher
educators at the university. From a sort of a self-critical point of view, six
teacher educators complain about some colleagues not taking practicum
seriously. Some of them admit that they do not have time to connect with
mentor teachers, and some other believe that not everyone who is teaching

practicum courses pays enough attention in helping the pre-service teachers.

[88] Ogretim iiyeleri zaten teacher educator olmuyor ki. Oyle bir sorun yok.
Kim gidiyor teacher education’in basina? Proflar docentler gidiyor mu?
Kendisine bu ders geliyorsa, arastirma gorevlisini génderiyor. Teacher
educator olsa bile, o konuda kendisin gelistirmis olsa bile, o konuda
Professional development’1 olsa bile, biitlin bilgilerini, kendi lirettigi seyleri
yaysa bile, asagiya inmiyor. Practice gérmiiyor. Ne anlami kaliyor o zaman?
<Faculty members do not become teacher educators. There is no such problem.
Who deals with teacher education at schools? Do the professors, associate
professors go there? If they are asked to teach this course, they send their
research assistants there. Even if they become teacher educators, develop
themselves professionally in that area, they don’t [visit schools] even if they
disseminate their research findings. They don’t see practice. What’s the use
then?> (U10)

Teacher educators also report problems related to practicum caused by
problems related to pre-service teachers (f=10), such as not proper use of English,
concern for grades rather than focusing on learning, not taking practicum
seriously, and being irresponsible. When they go to schools to observe pre-
service teachers, they observe that pre-service teachers have problems related
to the use of language, especially in the language they write on the board which
becomes a model for the students in the classroom. Similarly, when pre-service
teachers focus too much on the grade that they will get for their practice
teaching, they get carried away and become stressed out, thus; they cannot

deliver efficient teaching, as reported by teacher educators.
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Last but notleast, itis also seen in the analysis that attitudinal and bureaucratic
problems are also reported by teacher educators related to practicum. Teacher
educators complain that neither mentor teachers see pre-service teachers as
prospective teachers, nor pre-service teachers see the students as their real
students. In other words, there seems to be an artificial and obligatory process
going on, instead of a process in which learning occurs. Some others, on the
other hand, state that the bureaucratic side of the practicum is really
problematic, such as arranging schools and schedules, talking to

administrators, dealing with paperwork, etc.

[89] Bir de staj dersinden kalinmaz diye bir anlayis var. Aslinda 6grencinin bu
uygulamadan kalmasi gerekiyor yapamiyorsa. 4 yil boyunca ne 6grendiniz?
Biz sizden bunu uygulamanizi istiyoruz. Sen bunlari uygulayamiyorsan, demek
ki basarisizsin, kalacaksin. Bunun biitiinlemesi de yok, bir sene beklersin,
seneye staj dersini tekrar alirsin. Bunun zorunluluk haline getirilmesi lazim. O
zaman burada okumana gerek yok ki, kaydini yaptir, 4 sene sonra gel
diploman1 al. Herkeste sorun var, bizde var, MEB’te var, 6gretmenlerde var,
ogrencide var, okullarda var, yonetimde var... <There is also this understanding
that you cannot fail the practicum course. In fact, the student should fail if s/he
cannot do it. What have you learned in 4 years? We would like to see the
application. If you cannot apply it, means that you are unsuccessful, you'll fail.
There is no re-sit exam. You should wait for a year and take the practicum course
again. This should be made obligatory. If not, there is no need for university
education; register yourself, come here for 4 years and get the diploma. There
are problems with everyone; us, the ministry, teachers, student, schools,
administrator...> (U17)

The last remark made by teacher educators, as seen in quotation [89] relates
to the negative attitudes towards the practicum. S /he objects the dogmatic idea
that nobody fails the practicum course. The participant here complains about
the course being not objective enough to allow those who cannot fulfil the
requirements to fail and repeat the course. S/he also adds that the problem

included all stakeholders involved in the practicum.

When the interviews with school-based mentor teachers are analysed, it is seen
that problems related to pre-service teachers (f=53) are the most frequently
stated problems in practicum by mentor teachers. 16 of the mentor teachers
complain that pre-service teachers are not taking practicum seriously. Since

pre-service teachers are dealing with courses at the university and are
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preparing for the KPSS (Public Personnel Selection Examination for Teachers),
they do not give much importance to practicum, as reported by mentor
teachers. Therefore, they are not willing to be in the classrooms when they can
be elsewhere studying for other things. In addition to the attention issue, nine
of the mentor teachers also report competence problems in teaching related to
the pre-service teachers. They say that pre-service teachers come to schools
with a lack of experience without knowing the difference between ideal and
real which causes problems in classroom management and time management,
as well as increasing their anxiety level. In addition to these, they also report
that some pre-service teachers are not aware of what they are doing in the
classrooms when they are teaching, and mentor teachers need to re-teach the

same course after pre-service teachers.

[90] One of my colleagues is frustrated because she has particular things she
needs to get done and she is not being flexible enough to allow the student
teacher to do the things she needs to get done. They come from the university
with very specific goals from the university that they have to do this kind of
lesson but it doesn’t fit it with what [ am doing so, how are we going to make
this fit as opposed to sort of relinquishing control for a minute? (S37)

[91] One of the problems is that the first lesson they will teach, they will have
10 times more materials for the amount of time, or too little amount, one or
the other. That’s really hard to figure out what you will do in a limited amount
of time taking into account possible extra questions from students. Also, the
responsibility, 1 think for a lot of them, they don’t have this sense of
responsibility (S38)
Similar to university-based teacher educators, school-based mentor teachers
also report challenges caused by practicum design (f=20) when they are asked
about the professional development problems. Though mentor teachers also
report similar issues such as arranging schedules, not enough practice, forced
schools, crowded classrooms, and introducing the practicum experience too late
in the program, causing a lack of continuity in the current practices as well.
Mentor teachers believe that it is wrong for pre-service teachers to change
schools in the first and second semesters of their final year when they go to
teaching practice. This, as reported, prevents both mentor teachers and pre-

service teachers alike from getting used to each other, to students, and it

hinders the professional development of these teacher candidates. Also, they
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believe that even in the same semester, the pre-service teachers come to

schools every once in a while, and are not able to follow the whole lesson plan.

[93] Asil isi yapan biziz, bizi g6zlemliyorlar ama su da var beni gézlemleyerek
¢ok fazla seye sahip olamaz, neden? Sinifi kendi sinifi degil. Kendi sinifi oldugu
zaman daha rahat eder. Mesela haftada bir geliyor, diyelim biz bir {initeye
basladik, ikinci hafta diger iiniteye geciyoruz. Bir basladigimizi goriiyor, bir de
bitisi. Arada ne yaptigimizi bilmiyor. Nerede eksigi var bilmiyor. Yoksa haftada
bir kere ile zor <We are the ones doing the real job, they observe us, but they
cannot learn much by observing me. Why? The classroom is not their own
classroom. They will be more relaxed when they have their own classes. They
come once in a week, we had started a unit, we move on to the next the other
week. They see the beginning and the end. They don’t know what we are doing in
between. They don’t know what’s missing. It’s difficult when it’s once in a week>
(S11)

Attitudinal and bureaucratic problems are also reported by 19 mentor teachers,
much like university-based teacher educators. However, while university-
based teacher educators report more frequently on the attitude aspect, school-
based mentor teachers mention more about the bureaucratic side. Most of
them complain about the fact that nobody gives them training about how to fill
in the specific mentee guidance and observation forms available online on
MEBBIS (Data Processing System of Ministry of National Education). What is
even more frustrating, as mentor teachers report, is that nobody knows about
how they should go about these when they try and reach someone either in
MoNE or at the university. This bureaucratic problem, as they report, takes up

most of their time.

[94] Mesela seyde cok sorun yasadik. Ogrenciler en son bizim MEB
sistemimize kayithh oluyorlar. Orada 14 haftay1 tek tek isledik. Hocalari
ariyoruz, onlar da bilmiyorlar, Milli Egitim sorumlu diyorlar. Milli Egitimi
ariyoruz, onlardan bir sey alamiyoruz. Bu uygulamada ¢ok zorluk gektik.
Universitedeki akademisyenin bize gelip su tarihte su 6grenci ile ilgili séyle bir
sey doldurmaniz gerekiyor demesi lazim. Bize kimse bilgi vermedi ve bizi ¢ok
yordu <For instance, we have a lot of problems in this; the pre-service teachers
are registered to our MEB system. We filled out the 14 weeks one by one. We call
and ask the university-based teacher educators, they don’t know it. They say the
Ministry is responsible. We call the Ministry, we can’t learn anything. We had a
lot of problems in this application. The academician at the university needs to
guide us about filling the forms and the schedules. No one informed us, and this
tired us a lot. > (S5)
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Another aspect relating to problems that mentor teachers have in practicum is
the lack of experience and training in practicum process. Nine of the mentor
teachers believe that when they do not have enough experience as a teacher
educator, they find it difficult to deal with mentees because they do not receive
any training about what the process is like. In a similar perspective, they find
the lack of collaboration between the universities and schools to be a
problematic aspect for the practicum process. There are some mentor teachers
who state that they have not met or even contacted with the university-based
teacher educators who are responsible for supervising the pre-service
teachers’ practicum experiences. In cases where they are able to connect with
each other, they complain about the lack of attention and knowledge of teacher
educators, claiming that teacher educators at the university are not taking
responsibilities, they just come to school once to observe the mentee, and even
when that happens, they cannot effectively evaluate the mentee since they are

not much aware of the practice at schools.

[95] Ne o6grenciler ciddiye aliyor, ne de sanirim iiniversite hocalar: ciddiye
aliyor. Alsalardi bizimle daha fazla iletisim icinde olurlardi <Neither the pre-
service teachers, nor the university supervisors take it seriously. If they did, they
would be in more contact with us> (S21)
Lastly, there are five mentor teachers who believe that they do not have any
problems related to practicum whatsoever. They state that all parties, pre-

service teachers, teacher educators, and they can collaborate well with each

other and that this experience is really beneficial.

The analysis of the survey questions with pre-service teachers reveal that
problems related to mentor teachers (f=132) is seen to be the most frequently
mention problem. They report the following problems about mentor teachers:
(1) negative attitudes to students, (2) traditional teaching seen in the classroom,
(3) not attentive to pre-service teachers and learners, (4) not a good role model
in terms of classroom/time management, teaching and language proficiency, (5)
not providing enough opportunity for practice, (6) asking pre-service teachers

for unrelated duties, and (7) not being competent in their field.
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[96] Bizler okullardaki hocalarimizin bizimle deneyimlerini paylasmalarini
beklerken 6gretmenler ders ve mifredat yogunlugundan pek fazla vakit
ayiramiyor <While we ask the mentor teachers at schools to share their
experiences with us, they cannot spare much time due to intense course and
curriculum load> (P46)

[97] | have some problems because of the fact that my mentor teacher does
not care about me. Sometimes I have difficulty in being a part of my internship
school (P76)

[98] Stajda ders anlattiktan sonra 6gretmenimizden geri doniit alamiyoruz

<We cannot get feedback from our mentor teacher when we do practice

teaching> (P125)
As seen in the quotations above, pre-service teachers complain about their
mentor teachers from a variety of aspects. In a similar perspective, the pre-
service teachers express their dissatisfaction about the following aspects for
the lack of attention and knowledge of university-based teacher educators
related to practicum: (1) not interested in the practicum experience of pre-
service teachers, (2) too much coursework in the practicum sessions, (3) not being
empathetic, (4) not competent in lesson planning and evaluation and (5)

favouring some pre-service teachers.

[99] ikinci dénem iiniversitedeki hocamiz bizi bilgilendirmedi. Bu yiizden
okula giderken ne yapacagimizi bilmeden gittik. Bu dénemin nasil olacagini
staj okullarindaki 6gretmenlerden 6grendik <Our teacher educator at the
university did not inform us in the second term. That’s why we went to the school
without knowing what to do. We learned how this semester would be like from
our mentor teacher at the school> (P100)

[100] Our teacher educator didn’t talk to school and plan our time and lessons
so we needed to talk with school management and this was so hard for us
because they didn’t want interns (P107)

The third aspect to problems related to practicum as reported by pre-service
teacher educators are caused by the practicum design, similar to those reported
by teacher educators and mentor teachers. Pre-service teachers believe that
classrooms are crowded and there is usually more than one mentee in the
classroom which prevents them from having an effective observation and
teaching experience. Similarly, they mention about forced schools, classrooms,
mentors, and teacher educators. They also say that sometimes the practicum

courses they take at the university are boring and they have a lack of
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experience in practicing theory. Likewise, as they report, arranging schedules
with schools and mentors can sometimes be problematic since they have other
things to do. Moreover, they also report that lack of guidelines about practicum
and being evaluated by one mentor teacher only are other problematic issues

caused by the practicum design.

Lack of match between university education and real school practices (f=8) is
another problem that pre-service teachers report to be experiencing in
practicum. They state that the ideal lesson plans they learn to write at the
university do not really match with the real classroom settings. Also, the
theoretical approaches that they see in their courses are not really used in real
classrooms; the mentor teachers are mostly using Grammar-Translation
Method. While they focus on designing and using different materials for
teaching, they report that mentor teachers only use one coursebook all the
time. And lastly, they say that mentor teachers generally use Turkish, although
they learn about the importance of using the target language in their courses

at the universities.

In addition to the problems that pre-service teachers report to be caused by
mentor teachers, teacher educators and practicum design, the analyses of the
survey questions also point to some problems that pre-service teachers
themselves face in the course of their practicum experiences. These include
classroom management, timing, and overall stress of teaching in front of the
students. They state that these are some areas they personally have problems

when they are doing their practicum.

Last but not least, 29 pre-service teachers, similar to mentor teachers, report
that there are no problems related to practicum and that they have the chance
to see the practical applications of the theoretical knowledge they learn at the
universities by means of successful guidance from both their mentor teachers

at schools and teacher educators at universities.
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4.3.5. Professional Development Needs

According to the analyses of the interviews with university-based teacher
educators and school-based mentor teachers, it is seen that university-based
teacher educators need (1) additional training and opportunities for
development, (2) more time and reduced workload, and (3) more funding and
resources. School-based mentor teachers, on the other hand, only report that
they need additional training and opportunities for engaging in different

professional development practices. Table 27 provide the results in detail.

Table 27

Professional development needs of teacher educators

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Professional development needs N f N f
1. Additional training and opportunities for development - - - -
- more opportunities for development 6 8 1 1
- going abroad 3 4 4 5
- collaboration with schools/universities 3 3 2 2
- Institutional support for academic studies 3 3 1 1
- fewer students 2 2 - -
- projects 1 1 - -
- training in supervision/teacher education - - 10 13
- training in technology - - 1 1
- support for non-academic activities - - 1 2
TOTAL - 21 - 25
2. More time and reduced work/course load - - - -
- time 6 6 - -
- reduced teaching hours 5 5 - -
- taking time off 1 1 - -
TOTAL - 12 - -
3. More funding and resources - - - -
- funding 3 3 - -
- technological facilities 1 1 - -
TOTAL - 4 - -

As Table 27 displays, university-based teacher educators mostly report that
they need additional training and more opportunities for development (f=21).
Six of them believe that they need more opportunities, though they usually take
their own initiatives and engage in professional development practices. They
mention that institutionalized forms of help are always needed. They especially

state that there is a need for professional development communities and these
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communities need to inform teacher educators about all the processes and

stakeholders in the national education system.

Other professional development needs for additional opportunities for
development mentioned by university-based teacher educators include; going
abroad, more collaboration with colleagues and teachers, institutional support,

fewer students and more opportunities for conducting projects.

[101] Biz 6gretmeni sadece sinifa yonlendirmiyoruz. O sinifta tek tek bireylere
gonderiyoruz. O okuldaki yoneticilere gonderiyoruz. Okul yoneticileri Milli
Egitim’in en 6nemli ayagini olusturuyor. Okul yoneticilerinin 6gretmenlerle
olan diyaloglari, 6gretmenden beklentileri, A okulunda farkli beklentiler
sunuluyor, B okulunda farkh beklentiler sunuluyor. Ogrencilerin velileriyle
6gretmeni muhatap ediyoruz. Ogrencinin yetistigi sosyal cevre ile 6gretmeni
muhatap ediyoruz. O yiizden de tiim faktorler hakkinda, en azindan giiniimiiz
faktorleri hakkinda 6gretmen yetistiricilerinin kesinlikle bilgilendirilmesi
gerekiyor <We don’t send the teacher to the classroom only. We send them to the
individuals in the class, to the administrators at schools. The school
administrators are the most important stakeholders of the National Education.
The dialogues that they have with teachers, their expectations... School A has
different expectations than School B. We make the teachers communicate with
the parents of the students. We make them communicate with the social
environment they live in. That’s why teacher educators need to be informed
about all these factors, at least the current ones> (U29)

Time is also frequently mentioned as a need for professional development by
university-based teacher educators (f=12). Six of them refer to needing more
time and five of them ask for reduced teaching hours so that they focus more on
their development. In addition to that, one teacher educator mentions taking
some time off, doing nothing and just relaxing for a period of time away from
the university. Lastly, more funding opportunities is reported to be another
important professional development need for teacher educators, either for

going to different conferences, or conducting research projects.

As the data also reveal, 10 school-based mentor teachers, on the other hand,
mention additional training in supervision/teacher education as their primary
need for professional development. Mostly, what they need is a specific training
for supervising and guiding pre-service teachers. They state that most of the

time they are not aware of what to do with the mentees coming. They ask the
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university to inform them or give them a seminar about the whole process, so

that they feel more helpful for the pre-service teachers.

[102] Universite ile devamli irtibat halinde olmalyiz. Universiteden bize
seminerler de verilmesi gerekiyor bu konuyla ilgili. Stajyerleri egitirken nelere
dikkat etmeliyiz neler yapmaliy1z? Biz de sonucta her seyi bilemeyiz <We need
to be constantly in touch with the university. We need to be given seminars by
the university about these too. What should we do and be careful about when
guiding mentees? We cannot know everything> (S6)

Other needs for professional development, as mentioned by school-based
mentor teachers include going abroad, collaboration with universities, training
in technology, and support for non-academic activities. Two mentor teachers
state that they have previously been involved in projects that allow for
international collaboration and thus, visited abroad. Similarly, being in
constant collaboration with the universities, going to universities when
necessary is believed to be a must for mentor teachers since they are involved
in the training of mentees. Lastly, one mentor teacher states that they need
training in technology to allow them to use it in class and be a good model for

their pre-service teachers in terms of how to use it in class.

4.3.6. Suggestions for Professional Development

Alongside the needs for professional development, the participants also report
their suggestions about how to develop themselves professionally in a better
way as teacher educators. These suggestions are grouped under two main
categories: suggestions for personal professional development, the data for
which come from the interviews with university-based teacher educators and
school-based mentor teachers; and suggestions for practicum; for which the
analyses of the survey with pre-service teachers also provide data along with

the interviews with teacher educators.

4.3.6.1. Suggestions for Personal Professional Development

The data analyses reveal that university-based teacher educators have some
suggesstions for personal professional development. These are presented in

Table 28 below.
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Table 28

Suggestions for personal professional development

University- School-

based based
teacher mentor
educators  teachers
(N=41) (N=43)
Suggestions for professional development N f N f
1. A specific program/training for teacher educator education - - - -
- training for teacher education/supervision 11 15 18 25
- designing a program for teacher educators 12 13 - -
- awareness of school systems/changes 5 6 - -
- apprenticeship 2 2 - -
- seminar period to be used efficiently - - 6 7
- level specific training for being a teacher educator - - 1 1
TOTAL - 36 - 33
2. Opportunities for engaging in development - - - -
- conferences/seminars 5 7 - -
- Institutional support 5 6 - -
- going abroad 4 4 1 1
- following recent trends/technology 4 4 1 1
- research projects 3 3 - -
- less teaching hours 1 1 - -
TOTAL - 28 - 2
3. Opportunities for experiencing English language teaching 7 12 -
4. More collaboration with colleagues, teachers, and community - - - -
- collaboration among/observing colleagues 6 7 3 3
- collaboration with universities/schools 4 4 5 6
- inviting teachers from schools 1 1 - -
- joining courses at universities - - 1 1
TOTAL - 12 - 10

As seen in Table 28, these suggestions are: (1) a specific program and training
for teacher educator education, (2) more opportunities for engaging in
professional development, (3) experiencing English language teaching, and (4)
more collaboration. On the other hand, school-based mentor teachers mention
(1) a specific program for mentor teacher education, and (2) more

collaboration as suggestions for professional development.

It is suggested by 11 university-based teacher educators that there should be a
specific training for teacher educator education. Some of them state that this
could be via in-service training for those who are already working at the
universities as teacher educators. 12 others suggest that there should be a
separate program for educating teacher educators. They believe that there is

not a formal process for educating people who will be educating teacher

146



candidates; therefore, there should be a separation of roles at the university

level for those who will be teaching practicum courses.

[103] I think getting a specific education regarding this profession would be
much more beneficial also for students because I often see that many teacher
educators do not even know how to behave future teachers. They think they
are just students and that’s the way you have to approach them. However, it’s
completely different. So maybe we should have some workshops, training
camps for teacher educators. That might be a solution (U23)

Awareness of schools and changes in education system are suggested by five
university-based teacher educators to be an aspect in training teacher
educators. They report that even though their actual field of practice is MoNE
schools, they behave as if it is the university itself. Since they are educating
teachers for MoNE schools, they suggest that they should be made aware of the
students, school settings, the system, and any changes that almost frequently
occur in the education system. Some other teacher educators suggest that they
know whatever is going on inside the MoNE, in other words, they believe that
the lack of information flow from the MoNE to universities should be
eliminated and they should continuously be made aware of the recent
developments. This way they would be more successful and realistic in
preparing the pre-service teachers. Apprenticeship is seen as another form of
training teacher educators. Two of the teacher educators suggest that research
assistants, who are teacher educator candidates, need to be guided and
educated by the faculty members, rather than asking them to be involved in

other administrative departmental duties.

In addition to these aforementioned ways for training, university-based
teacher educators suggest various opportunities for engaging in professional
development for teacher educators. These include attending conferences and
seminars, receiving institutional support, going abroad, following recent
technological trends, conducting research projects, and having less hours of
teaching so that they have time to engage themselves in professional
development. Experiencing English language teaching is another frequently

mentioned suggestion for professional development by university-based
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teacher educators. Seven educators suggest that those who become teacher
educators without an actual teaching experience could teach in a school before
educating pre-service teachers. Just like the undergraduate students, they
suggest that teacher educators could go through a candidate teacher educator
period where they are practitioners for a year before teaching at the Faculty of

Education, as seen below in quotation [104]

[104] In my opinion, we should teach for a year in the MoNE before teaching
how to teach, like candidate teachers. Our undergraduate students become
teachers and for the first year, they are candidates, practitioners. We should
also be like that. We should also teach in the MoNE for a year. We have a school
experience course for example. Most of the teacher educators are talking about
activities, things and all but when you go into the actual classroom, most of
them don’t work (U3)

[105] Aslinda 68retmen yetistirecek kisiler bir sene iki sene ortaokul olur lise
olur, Ingilizcenin 6gretildigi yerde ders vermeliler ki, pratigi gorsiinler. O farkli
bir sey. Ben daha o6nce 6zel okullarda da calistim, direkt iiniversitede
calismaya baslamadim. Dort sene 6zel okullarda ¢alistim. Sonra buraya gectim.
2008’e kadar Yabanc Diller’de, sonra buraya geldim. Onlarin ¢ok faydasini
gordiim, hala da goriiyorum <In fact, teacher educators who will be training
teachers need to see the practice by teaching in place where English is taught, be
it one year, two years, secondary level or high school. That’s a different thing. I
previously worked at private schools, didn’t directly start at the tertiary level. |
worked at private schools for 4 years. And then I came here, to the School of
Foreign Languages until 2008, and this department later. I had a lot of benefits
of those, and I still have> (U20AB)
Teacher educators believe that it is really useful to have a previous experience
as a teacher in your job as a teacher educator; therefore, they suggest that there
should be one means of gaining experience. Lastly, university-based teacher
educators suggest that more collaboration (f=12) should be established
between colleagues and mentor teachers at schools. As they suggest,
interdisciplinary activities by means of team work and group work need to be
prioritized. In addition to these, action research is also mentioned to be another
form of collaboration that can be cooperatively conducted with mentor

teachers at school.

Similar to university-based teacher educators, 18 of the school-based mentor
teachers also suggest a specific training program for mentor teacher education.

Mentor teachers say that they attend seminars and in-service training sessions
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from time to time; however, they are usually about teaching, not teacher
education. They believe that there should a seminar designed for mentor
teachers that focus specifically on how to guide pre-service teachers. The usual
seminar period, as they suggest, is suitable for such professional development
seminars. Some mentor teachers suggest that there should even be level

specific training for mentor teachers.

[106] Aday 6gretmenlerle alakali degil de 6gretmenin kendini gelistirmesiyle
alakali seyler oluyor. Ama aday 6gretmenler ile ilgili hi¢ bir calisma yapmadik.
Boyle bir calismamiz olmadi. Ben hatirlamiyorum. Olabilir mi? Olabilir.
Hepimize aday 6gretmen gelebilir. Bu da bir seminer konusu olabilir <There is
some stuff related to teacher professional development, not related to teacher
candidates. We haven’t done anything related to teacher candidates. We didn’t
have such a course. I don’t remember. Could it be? Yes. We could all be given
teacher candidates. This could be a seminar topic> (S31ABC)

[107] Belki biz onlarin derslerini dinleyebiliriz. Bakayim nasil anlatiyor
oradaki iiniversitedeki 6gretmen dersi. Ogrencilerle iletisimi nasil? <Maybe we
could observe their [university-based teacher educators] courses. Let me see how
the university lecturer teaches a lesson. What's his/her communication with the
students like?> (S31)

Additionally, more collaboration with colleagues and universities is suggested
to be another aspect contributing to the professional development of mentor
teachers. Five of them believe that as stakeholders, they need to come together
and decide on the nature of the practicum course together, so that both sides
know what to expect and what to do better in guiding the pre-service teachers.
In addition to this, joining courses at universities is another suggestion made by

a mentor teacher which actually would be really useful if put into practice.

4.3.6.2. Suggestions for Practicum

The analyses of the interviews with the participants also reveal their
suggestions related to the aspects that they believe are problematic regarding
the practicum component of the teacher educator program. When the
participants are asked about their suggestions for professional development,
they link it to the practicum and mention various ways for the practicum

component to be improved.
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The data analyses of the interviews with teacher educators and mentor
teachers, as well as the survey with pre-service teachers reveal that the
following suggestions are in made for practicum: (1) redesigning the practicum
courses, (2) redesigning the practicum setting, (3) more collaboration among
practicum stakeholders, and (4) training mentor teachers as teacher educators.
In addition to these, pre-service teachers have some suggestions for mentor
teachers and teacher educators. Table 29 presents these suggestions made by

the participants in detail below.

Table 29

Suggestions for practicum

University- School-  Pre-

based based service
teacher mentor  teachers
educators (N=193)
teachers
(N=41)
(N=43)
Suggestions for practicum N f N f N F

1. Redesigning the practicum courses
- moving practicum to schools
- more chance for teaching practice
- earlier school experience
- level-specific teacher training
- Integrating research in practicum
- more reflection in practicum
- extended practicum opportunities -
- flexibility in scheduling -
- additional course in schools just for PST - -
- more guidelines about what is expected - - - - 2
TOTAL - 11 32
2. More collaboration - -
- collaboration among stakeholders 7
- MoNE-CHE collaboration 2
TOTAL -
3. Training mentor teachers as teacher educators 8 10 7 10
4
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4. Redesigning the practicum setting

- choosing mentors/schools/classes/levels

- teacher training schools
TOTAL

5. Suggestions for mentor teachers at school -

- mentors should change style of teaching - - - - 10

- mentors should be interested and willing - - - - 2

- notasking PST to do other things - - - - 1
TOTAL - - - - -

6. Suggestions for teacher educators at university - - - - -

- teacher educators should be interested and willing - - - - 3
TOTAL - - - - -
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4.3.6.2.1. Redesigning the practicum courses

Data analyses show that university-based teacher educators have the following
suggestions redesigning the practicum: moving practicum to schools (f=4),
having earlier school experience (f =2), having more chance teaching practice
(f=2), level-specific teacher training (f=1), integrating research in practicum

(f=1) and having more reflection in practicum (f=1).

Three of the teacher educators suggest moving practicum to schools totally
when asked about suggestions for professional development. They state that
the connection between the faculty and the school is not usually on a desired
level, and that pre-service teachers have the chance to see actual teaching
experience only in schools. For these reasons, the practicum component of the
teacher education program could be managed by the schools and mentor
teachers themselves. Another suggestion related to this is that university-
based teacher educators could give the practicum courses in schools, instead
of universities. Similar to teacher educators, one school-based mentor teacher
also suggests that the practicum component should only be carried out by the
school for pre-service teachers, just like they do with novice teachers. In this
way, the pre-service teachers could visit the schools every weekday and could
observe other teachers and other classrooms too, rather than being tied to only

one.

[108] Aday ogretmenlerde oldugu gibi sadece burasi olmali. Okulla beraber
yurutilmemeli. Bir yarim dénemse, 5 giin boyunca burada olmali stajyer. Bir
de tek bir 68retmene bagh kalmamali. Belki bende gérdiigii bir seyi, diger
ogretmende farkli gorecek. Tek bir Ogretmene bagh kalinca sadece o
0gretmenin prensiplerini goriiyor <It should be here only, just like with novice
teachers. It shouldn’t be simultaneously carried out with the university
education. If it’s half a semester, the pre-service teacher should be here five days.
They shouldn’t be fixed to one mentor teacher. Maybe they will observe different
things in the other one. When fixed with one, they only see the principles of that
teacher> (S15)

[109] Belki bu dersi tamamen okula kaydirabiliriz. Bunu fakiilteden
uzaklastirip tamamen okula kaydirip oradaki isbirligini arttirmamiz gerekir.
Bu anlamda, yeterlik anlaminda da eksiklikler buradan kaynaklaniyor bence.
Uygulamaya yonelik adimlar atilabilirse ve bu collaboration saglanabilirse
bence ¢ok daha farkli sonuglar olacagina inaniyorum <Maybe we can move this
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course to schools totally. We need to increase the collaboration by moving this
away from the Faculty and to the schools. I think the lacks in competences stem
from this. I believe that there will be different results if measures are taken
towards the practical side of the practicum> (U16)
Another suggestion by two school-based mentor teachers is that there should
be a specific elective English course at schools where pre-service teachers do
their practice teaching. There are, as reported by these two mentor teachers,
many benefits of having such an additional course for pre-service teachers to
teach. Firstly, the lack of continuity issue is eliminated when they have a
specific course to teach every week. They would know the students, go on
teaching from where they have left and thus, be more aware of what teaching
a whole course would be like. Secondly, some mentor teachers believe that they
may have to re-teach the course after the mentee has taught, due to various

reasons (mentee cannot teach well, the students are not used to their teaching

style etc.), and an additional course would also eliminate this problem.

In addition to these mentioned above, teacher educators and mentor teachers
both suggest that there should be more opportunities to practice teaching for
pre-service teachers. One way of ensuring this is introducing earlier school
experience in the teacher education program. The participants suggest that the
students who are studying to become teachers should go to schools as early as
possible. Currently, language teacher education programs have two courses
related to practicum: one is focused on observation and the other is on teaching
practice. The participants, both mentor teachers and teacher educators, believe
that this is too late in the program. The students should start observing and

teaching as early as the first year in the program.

[110] Bence 1. siniftan baslamalilar staja. Haftanin bir iki saati gelip sinifa
girmeli. Ayda bir ders anlatabilir. O sinif atmosferine bir asinalik saglanmali
liniversite egitimi icerisinde. Universiteyi bitirdigi zaman artik sinif ortamina
girdiginde rahat hissetmeli kendisini <I think they should start teaching
practice in the first year. hey should come into the class one/two hours per week.
They can teach once in every month. There needs to be some exposure to
classrooms integrated into the university education. When they graduate from
the university and go into the class, they need to feel relaxed> (S6)
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[111] Okul deneyimi dersinin yine birinci sinifa alsin, 6grenci bir gorsiin,
ogretmenlik havasini bir koklasin. Sonra, 6gretmenlik uygulamasi da
dordiincii sinifta iki donem olmali <They can take the School Experience course
in the first year, they should see, feel the sense of being a teacher. And then, the
teaching practice should be for two terms in the final year> (U7)
Six mentor teachers also suggest extended practicum opportunities for pre-
service teachers. They believe that it should either be extended in duration or
in format. They report that currently pre-service teachers do teaching practice
for 13 weeks, and in limited hours which they believe is not enough. They
suggest that this duration is extended to enable pre-service teachers to be
exposed to more teaching. In a similar perspective, they also believe the
concept of practicum might be extended to preparing materials and helping the
teachers as well. Teachers state that they have challenges in preparing course
materials and pre-service teachers could step in and they could design

materials together to use in the classroom, which could be counted as one part

of the practicum experience too.

Level-specific focus in teacher training is mentioned by both mentor teachers
and teacher educators as a suggestion for practicum. One university-based
teacher educator believes that Faculties of Education give the same education
to all pre-service teachers, regardless of the levels they are going to teach at:
primary, secondary, high schools or tertiary levels. These levels, as suggested,
could be separated, so that the practicum component becomes more efficient.
Similarly, one mentor teacher also suggests that university education includes
level-specific courses since being a teacher in high school and primary school

are two different things.

Integrating research in practicum courses is another suggestion made by a
university-based teacher educator. It is stated that theory and practice should
go hand in hand and that they need to conduct more research in the schools;
this could even be a component in the practicum course. By doing this, more
detailed and unstructured reflection possibilities would arise that contribute

to the professional development of pre-service teachers.
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In addition to these, three mentor teachers suggest that they need to be given
flexibility in scheduling both for themselves and for pre-service teachers. They
state that in the current system, the pre-service teachers coming for teaching
practice also have other duties such as courses to take, final exams to study, a
general KPSS exam to think about, etc. These all decrease the motivation of pre-
service teachers and they suggest that the schedule of pre-service teachers
should be flexible to allow prioritizing the practicum above others. By the same
token, mentor teachers state that their course load is not decreased when they
have mentees coming. This limits the possibility of mentor teachers’ working
with mentees before they go into the classrooms. Mentor teachers suggest that
they need to be given free time as part of the practicum in which they could

specifically focus on pre-class work with the mentees.

[112] Mesela su yapilabilir, stajyer égrenciler icin. Ogretmenlere bos saat
verilip, hem orada 6grencilerle ¢alisma hem de planlama yapilabilir. Bence
dersin en 6nemli asamasi planlama. Gelecek olan stajyer ilk 6nce bunu
ogrenmeli. Derse girdi, ders 15 dakika erken bitti, ne yapacak? Hemen
aklindan bir seyler gelistirmeli. Baslamadan oOnce o yetiyi gelistirmeli.
Planlama siireci de olmali <For instance, this could be done for pre-service
teachers; teachers could be given free hours, and in those hours, they can work
together and do planning. I think that the most important step of a lesson is the
planning. The pre-service teachers need to learn about these first. They go into
the class, and the lesson plan ended 15 minutes earlier than expected, what to
do? They instantly need to come up with ideas. They need to develop that ability
before starting. The planning phase should also be included> (S4AB)

In addition to the teacher educators, pre-service teachers also have some
suggestions for redesigning the practicum courses. They suggest that the
courses they take at the universities should focus more on practical aspects of
teaching, with realistic goals set beforehand about how to be a teacher in real
classroom settings. A quotation from one of the pre-service teacher
participants illustrate this as follows, focusing on the fact that the real

classroom is more different than the theoretical knowledge.

[113] Knowing theoretical aspect can be helpful for some areas but in reality,
practicing is a different world. They could have taught more practical aspects
(P58)
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Apart from this, the pre-service teachers also suggest that there should be clear
guidelines about what schools and universities expect in practicum. They
complain that sometimes the practices of schools and the expectations of the
university do not match, they are left alone in the practicum, and this affects
their motivation in a negative way. For this reason, they suggest that mentor
teachers and teacher educators design the practicum courses together to have
consistency in expectations, which is also suggested by teacher educators and
mentor teachers themselves. Lastly, the pre-service teachers also suggest that
they need to be able to design activities in practicum courses that address the
needs of the students in schools and which would be useful for them when they

are practicing teaching.

4.3.6.2.2. Redesigning the practicum setting

Suggestions related to redesigning the practicum setting have been made by
teacher educators, mentor teachers, and pre-service teachers. Choosing schools,
mentors, and classrooms is one suggestion related to the practicum setting
made by all participants. University-based teacher educators believe that
working with mentors who are willing and interested in the practicum
experience of pre-service teachers makes a huge difference in terms of
professional development. Therefore, four of them suggest that they need to be
able to choose the mentors. Similarly, when the schools and levels for teaching
practice are forced but not chosen, they sometimes do not have the chance to
take pre-service teachers to private schools, or other levels in specific schools,
which limits the variety of teaching contexts to be observed and experienced.
In a similar way, including tertiary levels, such as English preparatory classes
of universities, is also suggested to be an option for redesigning the practicum
setting, since graduates of teacher education departments also start teaching
in such institutions. Same suggestions are also made by mentor teachers and
pre-service teachers who believe that the overall quality of the school,
willingness of the mentor teachers, and having the chance to see different
mentor teachers, levels, or school types affect the practicum experience for

better or for worse.
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[114] I wish we had more guidelines, for how to choose mentor teachers, how
to choose practice schools. Because in the past | worked with very successful
mentors. It makes a huge difference. I observe it when I go to the schools that
our students who work with those really good mentor teachers develop a lot,
learn a lot, in terms of classroom management. It is one of the weakest areas
for our students because they don’t have any experience. For instance, if we
can work with them again and again, those good mentor teachers, that would
be great. So, I wish we had some saying or we can give some feedback to the
administration and the process doesn’t change so much. We can work with
certain schools, certain mentor teachers, more than the others (U19)

[115] [ think it’s very important that they are put in quality schools. I think the
more they can see obviously different kinds of schools but I definitely think
that to get into a good quality school where they can see some really
interesting and effective teachers. I think the quality of the schools they are
placed should be established and controlled. If they get into a school which has
little or no discipline, if everything’s out of control and the students are not
behaving, they could be scared of. I think they should make the effort to put
them into quality schools if possible (S38)

[116] The internship schools and teachers should be chosen by considering

better (P5)
Having practicum in teacher training schools is another suggestion that comes
out in the analysis. Teacher educators and mentor teachers suggest that there
should be specific schools, much like in many European countries where pre-
service teachers go to teaching practice. They state that many universities have
their own foundation schools and these could be good for teaching practice.
They also state that the needs of students and teachers are not the same in
every city; therefore, localizing teacher training and teaching practicum would
be beneficial to address the local needs better, instead of having one curriculum
that fits all. University-based teacher educators also suggest that such
localization of teacher training schools would enable more projects to be

conducted collaboratively with schools and universities.

[117] Bir de bir sey daha var. Bir sehirde olan bir sey diger sehirde de
gecerli olacak diye bir sey yok. Acaba Diyarbakir'daki 6grencilerle Ankara,
Istanbul’dakilerin ihtiyaglar1 ayni midir? Milli Egitim’den gelen karar
biitiin sehirlerde uygulaniyor. O konuda da belki bolgesel bir seye
gidilebilir aslinda. Avrupa iilkelerinin ¢ogu yapiyor bunu. Bizim
Ogrencilerimiz burada okula basladiginda mesela daha Tiirkee
bilmeyenler var <And there is one more thing. There is no such thing as
what’s valid in one city will be valid in another. I wonder if the needs of the
students in Diyarbakir are the same with those in Ankara and Istanbul? The
decisions taken at the MoNE are applied in all cities. Maybe there could be
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regional stuff. Most European countries do this. For instance, when our
students start school here, there are some who don’t even speak Turkish>
(U22)

4.3.6.2.3. Collaboration among practicum stakeholders

University-based teacher educators, school-based mentor teachers, and pre-
service teachers all suggest that there should be more collaboration between
teacher educators and mentor teachers in managing the practicum experience

of pre-service teachers.

[118] Both supervisor and mentor teacher should be in contact or else we
prospective teachers have problems and stress (P64)

[119] There are really good mentors that we can work in collaboration. We
could continue to work with them. For instance, in teaching skills courses, we
can invite mentor teachers. For instance, for classroom management topic, I
would love to invite a mentor to share his/her experiences. I share my
experiences as a teacher who worked at elementary school. That's why I said
it is a must to have some experience with some level. But an experienced
mentor would share more in that area. They deal with problem makers
everyday so they develop their own ways of dealing with those students. (U19)
Focusing on the practical side of teaching, as seen in the quotations above,
university-based teacher educators especially propose the idea that they need
to invite mentor teachers from schools to teach them about classroom
management and share their real experiences. Some other teacher educators
suggest that they could also go to schools and work together with the mentor
teachers to see the practical applications of the theory they are studying at the
university. In addition to these, as seen in quotation [118] for instance, the pre-
service teacher is suggesting that both teacher educator and mentor teacher
come together since when they do not, it is the pre-service teacher himself who

experiences the stress caused by a lack of unity in what they are doing in

practicum.

4.3.6.2.4. Training mentor teachers

Training mentor teachers as teacher educators is another suggestion mentioned
by all groups of participants. All of the participants, including mentor teachers

themselves, state that they have neither enough knowledge nor authority
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about what goes on in the practicum period of pre-service teachers. While
teacher educators at the university blame mentor teachers claiming that they
are not aware of the recent theories and developments in the field, mentor
teachers blame teacher educators saying that they do not orient them about
what to do with pre-service teachers. Pre-service teachers on the other hand
complain that mentor teachers are careless and not attentive to their practicum

experiences.

[120] Aslinda iiniversitelerden bize 0Ogrenci geldigi zaman bizim ne
yapacagimiz, ya da lniversitenin gézlem konusunda kurumun ne bekledigi
bize daha net bildirilse daha iyi olur ¢linkii bazen onlarin bile farkinda
olmadigi seyler olabiliyor. Gegen giin mesela bir not uygulamasi vardj, internet
lizerinden bir seyler yapildi. Herkes bilmeyebiliyordu. Daha kendileri hakim
degildi. Bize de ne sdyleyeceklerini bilmiyorlardi. Biz ne yapacagimizi bilemez
gibi olduk. Bunlar bosluklar dogurdu tabi <It would in fact be better if we are
precisely told about what to do when pre-service teachers come from the
universities, or what the institution expects us to do because there are some
things even they are not aware of. A few days ago, there was this evaluation
application, done online. Not everyone knew how to do it. They weren't
competent themselves. We couldn’t also know what to do. These created some
gaps> (519)

[121] Oradaki hocalara bu egitim verilebilir. Ben veririm diyemiyorum.
Kendimi bu konuda yeterli géormiiyorum agik¢asi. Ama gerek sinif yonetimi
olsun, gerek sinifici iletisim, sinif i¢i dil olsun, yonergeler nasil verilir, bununla
ilgili egitimler verilmesi gerekiyor oradaki hocalara <Those teachers could be
given this training. I don’t say that I can do that. I don’t really think I am
competent in that but those teachers need to be given training about classroom
management, classroom communication, use of language, how to give
instruction etc.> (U31)

4.3.6.2.5. Suggestions for teacher educators

Last but not least, pre-service teacher survey results reveal some aspects
related to their suggestions for practicum, especially about their experiences
with mentor teachers and teacher educators. The most frequently mentioned
suggestion is about mentors changing their style of teaching (f=10). Pre-service
teachers report that they observe traditional teaching using Grammar
Translation Method when they go to schools. They also state that mentor
teachers make use of only the coursebook as the course materials. Therefore,
they suggest that these mentor teachers update themselves in line with the

recent trends in language education and provide a better role model in terms
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of teaching. Two others advise that mentor teachers should be more interested
in the practicum experience of pre-service teachers. They state that mentor
teachers sometimes do not observe their progress, do not give them feedback
and even demotivate them with their actions. In this sense, pre-service
teachers would like to observe mentor teachers who care about their

development and needs as future teachers.

[122] Our mentor teacher at school must have experience about practicing
process. We have problems what to do at school (P45)

[123] For the first time we do teaching in class, we are not good enough. And
our mentor teacher didn’t treat and say anything well. And it puts us on
pressure. She could be more positive (P111)

In addition to these, one pre-service teacher states that they are asked to do
other things such as being their substitutes, doing translations, grading student
papers, etc. Other than these, three of the pre-service teachers also suggest that
teacher educators at university should be more interested in their practicum
experience. They complain that sometimes teacher educators do not establish
contact with the schools, do not give them detailed feedback, and only observe
them once in their teaching practice experience. In other words, they suggest

that teacher educators should be with them more.

All in all, the detailed analyses of the results, presented above, show that
teacher educators are defined from a variety of perspectives: professional
characteristics, personality traits, roles and responsibilities. Moreover, it is also
seen that there is a specific knowledge base for being a teacher educator. The
participants also mention certain skills that a teacher educator needs to have.
Lastly, the results related to professional development show that teacher
educators have various practices for professional development as well as
problems and suggestions for both personal professional development and
practicum. The next chapter of this study discusses these results in detail with

relevant references to the literature.
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CHAPTER 5

DISCUSSION AND CONCLUSION

This chapter discusses the importance of the results of the study with relevant
references to the literature. Firstly, it provides the discussions of the results
obtained in this study which are presented in detail in the previous section. The
discussion is based on three constructs in accordance with the three research
questions: definitions, competences, and professional development. Secondly, it
presents the implications of the results, provides recommendations for future

studies, and addresses the limitations of the study.

5.1. Discussion on Defining Teacher Educators

The opening question in the interviews was “Whom do you call a teacher
educator?” This question was asked purposefully to see whether they identify
themselves as teacher educators or not, and how they identify themselves if
they do not consider themselves to be teacher educators. Their responses show
that whom they refer to as teacher educators is varying. Academics at the
universities as well as teachers at schools all have several definitions related to
whom they call a teacher educator. While some of their responses revolve
around the general definition “all those who guide and educate students who
are studying to become teachers”, some others define a teacher educator
depending on the work they do. For university-based teacher educators, for
instance, they are “all lecturers at the university”; or they are only those
lecturers “who give the practicum course”, but not the ones offering the
linguistics course, to give an example. Likewise, while some university-based
teacher educators also define mentor teachers at schools as teacher educators,
some do not. The case is also similar in the responses of school-based mentor

teachers. As far as the question “whom do you call a teacher educator?” is
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concerned, the general orientation in the responses is towards defining it as
“all those who share experiences with students coming from the university
about what it means to be a teacher” which coincide with the definitions
offered by Wentz (2001), and Cohen et al. (2004), among many others. While
this is a general definition, as it is the case with university-based teacher
educators, there are also those who identify themselves specifically as “mentor
teachers” and “teacher educators”. There are however, some who explicitly
state that they are not teacher educators, or at least they would not identify
what they are doing as teacher education, leaving that identity to those at the
university. There is also the distinction of in-service vs. pre-service teacher
educators, mentioned by some of the participants, but since the focal point in

this study is pre-service teacher education, that discussion is left aside.

This exploration into the categorical definition of a teacher educator is in line
with what others have been suggesting in the literature of teacher education:
‘defining the label “teacher educator” is not an easy endeavour due to the
various roles and titles embedded in it’ (Ben-Peretz, Kleeman, Reichenberg, &
Shimoni, 2011; Davey, 2013; Lunenberg et al., 2014). Similar results have been
reported by Korth, Erickson, and Hall (2009) who found out that the answer to
the question “are you a teacher educator?” depends on whether the
participants have worked with pre-service teachers before or define their work
as educating others. According to ETUCE (2008), the various profiles of teacher
educators include academic staff in Higher Education, teachers of didactics,
education researchers, supervisors of practice in schools, teachers in schools,
and tutors (mentor, guide, counsellor, coordinator). The term ‘teacher
educator’ is historically used for the pre-service side of teacher education,
though it also includes in-service teacher mentors (Davey, 2013). It might be
including mentor teachers at schools as well which is also seen in the responses

of the participants in this study.

Characteristics and personality traits of teacher educators have also been
defined in this study with respect to university-based teacher educators and

school-based mentor teachers. Being a role model is one of the most frequently
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mentioned characteristics for teacher educators. This means that pre-service
teachers not only learn about teaching and learning, they also learn how to
behave as a teacher. Therefore, personal qualities of teacher educators play a
significant role in defining the teacher educators, as well as professional
qualities (Helterbran, 2008) as teacher educators become role models for the
pre-service teachers (Lunenberg, Korthagen, & Swennen, 2007; Griffiths,

Thompson, & Htyniexicz, 2014; Tunca et al., 2015).

In this study, the teacher educators report both professional characteristics
and personality traits related to being a teacher educator. The most frequently
mentioned professional characteristics by university-based teacher educators
include being open to change and developing yourself, and being knowledgeable
in content and pedagogy. For personality traits, they mostly mentioned being
respectful and empathetic, and creating a supportive and encouraging learning
environment. These findings are similar to those reported by others (Griffiths
et al,, 2014; and Tunca et al., 2015). In a similar perspective, Hau-Fai Law,
Gordon, Kennedy, Tse, and Ming Yu (2007) find out in their study with teacher
educators that the characteristics of teacher educators include eclectic
teaching and learning strategies, sensitivity towards student needs, theory-
based instruction, feedback as a pedagogical instrument, and showing
professional commitment and passion. The findings of this study also overlap
with Hau-Fai Law et al. (2007) study. This might suggest that these are the

essential characteristics to be seen in teacher educators.

The professional characteristics and personality traits of school-based mentor
teachers also play a significant role in the professional development of pre-
service teachers. Both teacher educators and pre-service teachers highlight
that there are certain characteristics and personality traits that teacher
educators need to have. Similar to university-based teacher educators, they
also believe that being knowledgeable and open to development are the most
important characteristics. For personality traits, they believe that it is
important to be supportive, helpful, motivating, and empathetic. Such

characteristics and personality traits have been offered by other scholars in the
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literature previously (Brooks & Sikes, 1997; Johnson, 2007). According to
Johnson (2007), characters virtues of mentors are also important in defining
an overall competent mentor, as “the character virtues serve as the foundation
for one’s behaviour in relation to students” (p. 74). Thus, Johnson (2009)
mentions three character virtues: integrity, caring, and prudence. In this study,
being objective, democratic, honest, and ethical correspond to Johnson’s (2007)
integrity. Similarly, personality traits such as friendly, empathetic, caring, and
not judging identified by the participants correspond to caring. Being

intelligent, autonomous, and conscious seems to overlap with being prudent.

Still, even though teacher educators mention that they need to be supportive,
knowledgeable, and attentive, pre-service teachers complain about some
aspects related to professional characteristics and personality traits. They
complain that their university-based teacher educators are not interested in
their practicum experiences and not guiding them, even leaving them alone to
deal with the problems that occur in the schools. Similarly, the pre-service
teachers also state that their mentor teachers at school do not respect them, do
not see them as teachers, and they are not knowledgeable. Therefore, it might
be concluded that pre-service teachers are not happy with how teacher
educators and mentor teachers treat them in the course of their practicum

experience.

5.2. Discussion on the Roles of Teacher Educators

The results obtained in this study show that teacher educators have various
roles and responsibilities which are both related and unrelated to teacher
education. It is found that both university-based teacher educators and school-
based mentor teachers have the primary roles of guiding and supervising pre-
service teachers, and facilitating their professional development. They not only
model good teaching practice to teacher candidates, they also reflect on how
they teach and communicate this to the pre-service teachers. This is in line with
the findings in the literature. The European Commission published a report on

The Profession of Teacher Educator in Europe in 2010 and a more detailed one

163



in 2013. These documents state that facilitating professional development of
student teachers is the first role associated with teacher educators. According
to Koster, Korthagen, Wubbels and Hoornweg (1996), there are several
functions that teacher educators fulfil, the first of which is facilitating the
learning process of student teachers. Similarly, teacher educators are regarded
as “model pedagogues” (Ben-Peretz et al., 2011, p. 128) that contribute to the
professional development of mentor teachers (Shagrir, 2015). In a similar
perspective, Loughran (2006) asserts that “the complexity of teacher
educators’ work hinges around recognizing, responding and managing the dual
roles of teaching and teaching about teaching concurrently” (p. 11). However,
it is also important to note that the different roles that teacher educators
assume are linked to the different requirements in different contexts. For
instance, while some countries require teacher educators to have a doctorate
degree to be able to teach at the universities, some countries do not. In the same
way, some contexts make a distinction between University of Applied Sciences
(e.g. Finland, the Netherlands) while, for instance Turkey does not. What this
implies is that in some contexts, there might be a separation of the roles
between a teacher educator and a researcher, while in Turkey, there is not such

a distinction.

One interesting finding is that the school-based mentor teachers do not
mention any further roles, while university-based mentor teachers think that
their roles also include doing research, teaching and lecturing, having
administrative duties, and enabling cooperation between schools and
universities. One reason for this could be that they do not identify themselves
as teacher educators. When asked to define a teacher educator, they most
frequently mention “those who guide and share experience with pre-service
teachers”. Some even explicitly state they do not consider themselves teacher
educators. Therefore, it is not surprising that they believe their only role is to
guide them into the field of being a teacher, as far as teacher education is

concerned.
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According to Feiman-Nemser (1998), mentor teachers do not see themselves
as teacher educators for the following reasons. For one thing, they believe that
whatever they do, learning to teach is learned through experience. They expect
that pre-service teachers will develop their own strategies themselves, in time,
as they teach. Also, they believe that it is the role of the university and the
faculty member to teach pre-service teachers how to teach. Their mission is
only to be there, to be observed, to step in when they have questions, and to
provide feedback on teaching. Feiman-Nemser (1998) also add that the
reasons they do not see themselves as school-based teacher educators go
deeper, having to do with epistemological reasons. In other words, the
dominant theoretical knowledge base for teaching given at the university and
the actual practice in schools create a gap between theory and practice.
Therefore, “the gap between the visions of teaching promoted at the university
and the gritty realities of uninspired classrooms compounds the problem” (p.
65). In this study, school-based mentor teachers do not seem to assume any
further roles, rather than being an example to pre-service teachers about what
a teacher does. This finding is linked to the arguments by Feiman-Nemser
(1998). It is seen that some school-based mentor teachers define a teacher
educator as those people at the university who teach the pre-service teachers
more. In addition to that, there are a few school-based mentor teachers who
complain about the university-based teacher educators’ not knowing about the
real practice in schools. Therefore, the abovementioned arguments by

Feirman-Nemser (1998) seem to be justified in this study.

On the other hand, university-based teacher educators identify various other
roles which are also present in the literature, such as researchers (Cochran-
Smith, 2005; Smith, 2011), curriculum developers (Lunenberg et al.,, 2014;
Bouckaert & Kools, 2018), teachers, supervisors, and having administrative

duties (Korth et al., 2009; Smith, 2011; Korkmaz, 2013).

Gideonse (1989) asked the faculty to keep logs of the activities they do for one
seven-day period. The result is fourteen identified categories of activities:

preparation for class, scheduled class interaction, evaluation of student
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performance, doctoral instruction, supervision of practicum, travelling,
research, serving on committees, public service for professional associations,
public service for schools, public service for governmental bodies, student
advising, administrative duties, and ceremonial responsibilities. The results of
this study report the same activities for university-based teacher educators.
The participants in this study report that there is not a balance among these
various roles and responsibilities. Quite a few teacher educators state that
assuming one role does not eliminate the other. For instance, in some
universities, especially those who have relatively smaller number of faculty,
teacher educators can teach up to 30 hours per week in addition to being, say,
the chair of the department. In a similar way, teaching the practicum course
and dealing with pre-service teachers one to one does not decrease the
teaching load in other courses. Moreover, these teacher educators need to
simultaneously engage in professional learning and development activities. In
short, the results of the study show that university-based teacher educators
feel overwhelmed with the multi-faceted roles and responsibilities they have

(Izadinia, 2014).

One last point to be made about the roles of teacher educators is the following;
there are situations which force both mentor teachers at schools and teacher
educators at the university to be involved in guiding pre-service teachers in
their teaching practice, even while becoming a teacher educator in the first
place. Transition from being a teacher to teacher educator is one recent aspect
of studying teacher educators professionally (Murray & Male, 2005;
Dinkelman, Margolis, Sikkenga, 2006; Berry, 2007; Williams & Hayler, 2016).
In some cases, becoming a teacher educator is an “accidental career” in
academe (Mayer, Mitchell, Santoro & White, 2011) since they have no choice
but teach the practicum course. Davey (2013) talks about two pathways of
becoming teacher educators: the academic pathway and the practitioner
pathway. The academic pathway is taken when the teacher decides directly to
further into the academic study through a doctorate degree, ultimately

becoming a teacher educator at a university level. The practitioner pathway is
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taken when a successful and experienced teacher takes up a position in a
teacher training institution. By the same token, Berry (2008) refers to two
pathways for teacher educators: one coming from research and the other from

classroom teaching.

Becoming a teacher educator through taking the academic route is common in
Turkey. Generally, when they graduate from teacher education departments,
teachers go on their careers as research assistants, doing graduate studies, and
ultimately becoming teacher educators. Yet, though less common, teachers
spend some time in the field doing actual teaching, later decide to go on with
graduate studies, and become teacher educators, which is also an academic
pathway. It is seen in this study that while some university-based teacher
educators choose the academic pathway directly after graduation in becoming
a teacher educator, some others spend some time teaching in the field, and then
decide to go for the academic pathway, which is the only way to become a
teacher educator at a university in Turkey. For school-based mentor teachers,
the journey of becoming a mentor teacher is complicated. Even though they
might take some seminars (and sometimes they are supposed to) related to
teacher education, these are generally for in-service teacher education. Usually,
they are teachers of English at schools who assume the role of supervising pre-
service teachers totally randomly while they continue teaching English,
notwithstanding a lack of specific training and guidance in pre-service teacher

education.

5.3. Discussion on Knowledge Base and Skills of Teacher Educators

[t is seen in the results that teacher educators need special knowledge base, as
distinct from that of teachers. The results of this study are parallel to the
literature on teacher educator knowledge base. Russels (1997) states that
“becoming a teacher educator (or teacher of teachers) has the potential (not
always realized) to generate a second level of thought about teaching, one that
focuses not on content but on how we teach” (Russell, 1997, p. 44). In this

study, the participants report that there are five domains of knowledge that
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constitute the knowledge base of teacher educators. These are presented in

Table 30 below.

Table 30

Knowledge base for teacher educators identified in the study

Domains of knowledge for teacher educators

Knowledge of content and pedagogy
Knowledge of learners and learning
Knowledge of curriculum and assessment
Knowledge of policy, system, and society
Knowledge of research

Vi Nk

This result is in line with what others have offered before (Tamir, 1991; John,
2002; Goodwin & Kosnik, 2003; Smith 2003, 2005; Goodwin et al., 2014; Kosnik
et al,, 2015). In this study, the domains of knowledge related to content and
pedagogy overlaps with literary and literacy teaching (Kosnik et al,, 2015);
professional knowledge and personal practical knowledge (Tamir, 1991);
practical professional knowledge (John, 2002); pedagogical knowledge
(Goodwin & Kosnik, 2003). Likewise, the domains of knowledge related to
learners and learning identified by the participants in this study coincides with
contextual knowledge of Goodwin & Kosnik, (2003). The pedagogical
knowledge identified by Goodwin & Kosnik (2003) include the knowledge of
curriculum; social knowledge and sociological knowledge (Goodwin & Kosnik,
2003) corresponds to knowledge of policy, system, and society in this study.
Kosnik et al. (2015) also identify research as a separate knowledge domain for

teacher educators, as it is identified in this study.

These domains of knowledge define the knowledge base of both university-
based teacher educators and school-based mentor teachers. However, school-
based mentor teachers do not mention knowledge of research and knowledge
of policy, system and society as part of a teacher educator’s knowledge base.
What is more interesting is that there are quite a few mentor teachers who
believe that the knowledge base for mentor teachers actually does not differ
from the knowledge base for teachers. This again might be due to the fact that

not all mentor teachers consider themselves to be teacher educators.
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The difference between the knowledge base of teachers and teacher educators
(both school-based and university-based) is documented. According to Smith
(2003a) even though there is much overlap between the knowledge and
expertise of teachers and teacher educators, there are also distinct differences
in the following areas: articulation of reflectivity and meta-cognition, quality of
knowledge, knowledge of how to create new knowledge, teaching children vs.
teaching adults, comprehensive understanding of the education system, and
professional maturity and autonomy. Similar results are obtained in this study.
The differences between teacher educators and (mentor) teachers stem from
the differences in profession and professional development purposes, and
curriculum and target audience. It is found out that teacher educators’

professional knowledge should be more comprehensive, rich and extensive.

In this study, it is also reported that there is no difference in the knowledge
base of mentor teachers and teachers who have not assumed mentoring roles.
Few of them identify distinct aspects of knowledge, such as the content of what
is taught and the knowledge related to mentoring problems. Yet, most of the
school-based mentor teachers report that they share the same knowledge base
both for their role as teachers, and mentor teachers. This is an interesting
finding considering that the literature is populated with studies that identify
distinct knowledge base for mentor teachers (Brooks & Sikes, 1997; Hagger et
a., 1995; Jonson, 2008; Cohen et al., 2004; Achinstein & Athanases, 2006).
Again, this might be due to the fact that mentor teachers believe they are not
teacher educators, rather, they see themselves as teachers of English who do
whatever they do whether they have pre-service teachers observing them or

not.

Another finding of this study is that the participants believe there are specific
skills that teacher educators need to have. Even though school-based mentor
teachers do not identify distinct knowledge base, they believe that someone
who is mentoring pre-service teachers need to have certain skills. Likewise,
university-based teacher educators and pre-service teachers mention certain

skills that teacher educators need to have. These are given in Table 31 below.
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Table 31
Categories of skills for teacher educators identified in the study

Categories of skills for teacher educators

Modelling teaching that makes theory explicit
Establishing communication

Conducting research

Reflecting on practices and developing professionally
Observing and reporting on learning

Investigating and solving problems

Modelling language use

N VA WN S

With the exception of being able to conduct research, all other skills have been
reported by both university-based teacher educators and school-based mentor
teachers. School-based mentor teachers do not mention research skills. Koster
et al. (2005) identify a competence profile for teacher educators, dividing it in
four groups: content competence, communicative and reflective competence,
organizational competence, and pedagogical competence. Similarly, Hagger et
al. (1995) mention skills and strategies that school-based mentor teachers
need to have: planning and coordinating learning, observation, assessment and
supervision, collaborative teaching, etc. The results of this study are in line with
those skills identified in the literature. For instance, Hagger et al. (1995)
propose the following skills for school-based mentor teachers: (1) planning
and coordinating student teachers’ learning in schools, (2) observation, (3)
assessment and supervision, (4) collaborative teaching, (5) giving student
teachers access to professional craft knowledge, (6) critically discussing
student teachers’ ideas, and (7) supporting student teachers’ self-evaluation.
In this study, both school-based mentor teachers and pre-service teachers
mention guiding skills, observation and feedback, communication, and
modelling skills that correspond to those skills and strategies offered by
Hagger et al. (1995). Yet, collaborative teaching of Hagger et al. (1995) has not
been identified as a skill in this study.

Teacher educators are generally not educated formally (Davey, 2013; van Veen,
2013). This being the case, there are some lacks that they believe they have as
far as knowledge base and skills are concerned. In this study, university-based

teacher educators report that they have a lack of experience in teaching English
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and school-based mentor teachers report that they do not receive any training
at all. Considering the pathways to become teacher educators, mentioned
above, university-based teacher educators usually take the path that involves
graduate studies. One can become a teacher educator at a faculty of education
with no experience in English language teaching to primary and secondary
levels in Turkey. This route is the route taken by many teacher educators in
Turkey. Therefore, they usually do not have experience as a teacher. Similarly,
mentor teachers do not receive any training related to their role as a mentor. [t
is assumed by those who assign the role to them (usually the school
administrator) that a teacher is by default capable of mentoring pre-service

teachers.

5.4. Discussion on Professional Development for Teacher Educators

Defining professional development is the first step in defining the professional
development profile of teacher educators. In this study, the participants have
responded to the question “what is professional development?” from two
different perspectives. The first one is updating oneself in general, and the
second one is improving the quality of teaching. For university-based teacher
educators, there is a third dimension which includes personal development for
promotion in the profession. Smith (2003b) identifies similar definitions for the
professional development of teacher educators. As Loughran (2014) points
out, “professionally developing as a teacher educator is shaped by the nature
of one’s evolving identity as it is buffeted by expectations of knowledge and
practice inherent in the enterprise of teacher education itself” (p. 273). In other
words, teacher educators conceptualize professional development as shaped
by their identity and expectations of the development (Smith, 2011; Dengerink
et al., 2015). This means that while professional development additionally
means “promotion” in terms of academic career for university-based teacher
educators, this is not a concern for school-based mentor teachers since they do
not have such career advancements in their profession as a school teacher,

unless they decide to further their education with graduate studies.
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Another dimension in investigating the professional development profile of
teacher educators is to look at what they are doing. The categories for

professional development practices are given in Table 32 below.

Table 32

Categories of professional development practices

Categories of professional development

1. Conducting and reading teacher education research
2. Collaborating

3. Engaging in professional learning

4. Reflecting on practices

The results present that while university-based teacher educators are involved
in research mostly (either by publishing and creating or just learning from it),
school-based mentor teachers are engaged in professional learning activities
(such as attending conferences, seminars, etc.). In the literature of teacher
educator professionalism, similar results have previously been obtained in
different contexts. That is, teacher educators mostly conduct and benefit from
research, as well as attend conferences, seminars, symposiums, workshops,
training sessions, etc. (Smith, 2003b; Karagiorgi & Nicoladiou, 2013;
Gokmenoglu et al., 2015; Czerniawski, 2017). A teacher educator’s practice,
according to Tack et al. (2018), is “always situated in multiple contexts, which
include but are not limited to institutions of higher education, cooperating
schools, and national and international policies regarding teacher educators’
work and professional development” (p. 88). This justifies that while there are
certain areas of development that teacher educators in both contexts prioritize,

they are all involved in various other practices.

One important finding regarding professional development practices of
teacher educators is collaboration. Both university-based teacher educators
and mentor teachers mention collaborating among colleagues, students, and
the community. Collaboration is emphasized as one of the most important
aspects to professional development of teacher educators. Standards available

for teacher educator professional development, knowledge base, and
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competences all focus on collaboration one way or the other (ATE, 2006; AITSL,

2011; VELON, n.d,; InFo-TED, 2015).

Another important finding related to professional development practices of
school-based mentor teachers is that they do nothing, as they report, even
though few. These mentor teachers are either not aware of what to do and how
to develop themselves even if they wanted to do something; or they do not have

enough time to deal with professional development.

The outcomes and rewards of professional development practices of teacher
educators also justify their purposes and definitions. The results point out to
being up to date, being aware of oneself, changing classroom practices, and
having research published. In other words, teacher educators’ practices and
outcomes of these practices are the starting point in how they conceptualize
professional development (Czerniawski et al., 2017; Lunenberg et al.,, 2017;
Vanassche et al. 2015; Tack etal., 2018), as it is seen in this study. Gokmenoglu
et al. (2015) report the following outcomes of teacher educator professional
development: contributing to teacher education knowledge, having awareness,
establishing networks, gaining skills, being up to date, gaining experience,
increase in motivation, increase in cultural knowledge, becoming self-confident,
ethical development, and fast learning. While this study reports most of the
outcomes reported in the mentioned study, this study also reports that teacher
educators change their classroom practices and learn about their pre-service
teachers’ needs as an outcome of professional development, which is not seen
in Gokmenoglu et al. (2015). In a similar perspective, Dengerink et al. (2015)
also report in their study that by participating in professional development
activities, teacher educators have improved their teaching. A similar result is
also reported in this study. Dengerink et al. (2015) also report that teacher
educators have significantly improved their research skills as a result of
engaging in professional development. Yet, this study does not report such an

outcome of professional development.
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Problems also play a significant role in defining the professional development
profiles of teacher educators. In this study, the participants mention the
following problems that they believe hinder their engagement in professional

development, which is presented in Table 33.

Table 33

Problems of teacher educators for professional development

Problems to professional development

Attitudinal and institutional problems
Lack of time and heavy course load

Lack of funding and access to resources
Challenges causes by learners and setting
Lack of training or support

ik W=

While university-based teacher educators complain more about problems
related to attitudes and institutions, school-based mentor teachers mostly
complain about lack of training and support for professional development. Lack
of time and heavy workload seems to be a common problem for all, which is also
reported in other studies as problems hindering professional development
(Smith, 2003b; Qureshi, 2016). Smith (2003b) identifies four major problems
related to teacher educator professional development: time, lack of support,
part-time employment, and fear of change. According to Smith’s (2003b) study,
some teacher educators are interested in neither innovation nor promotion as
they might fear change itself. Similarly, some teacher educators might not feel
attached to the institution since they have part-time employment contracts.
This study, while reporting the lack of time and support as problems for
professional development, does not report fear of change or part-time
employment as problems. In a similar way, Qureshi (2016) reports that
insufficient access to resources, lack of professional support from management,
and excessive workload are three major sources of problems hindering teacher
educator professional development. The problems mentioned in this study also
overlap with Qureshi’s (2016) study. Both university-based teacher educators

and school-based mentor teachers report the same problems.

Two types of needs emerge in the data for teacher educator professional

development: those required to progress in their academic careers and enable
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promotion, and those related to their daily roles and responsibilities (such as
teaching, advising etc.). University-based teacher educators state that they
need the following: additional training and opportunities for professional
development: more time and reduced course work, and more funding and
resources. School-based teacher educators report, however, that they only
need additional training and opportunities for professional development.
Other studies in the literature also report that similar needs for teacher
educator professional development (Qui, 2015; Czerniawski et al., 2017; Tack
et al.,, 2018). In that sense, the results found in this study coincides with those
in the literature. However, in Czerniawski et al., (2017) for instance, research
skill is found out to be the most frequent need while this study is void of such a

need.

As Kelchtermans et al. (2018) state, “teacher educators often enter the job from
very different pathways, and their needs for development will be different
depending on the career stage” (p. 129). This seems to be true in this study as
well. Since teacher educators at the university level are already involved in
academic work and continuously engaged in research, they do not need
research skills, but more opportunities in which they do research. By the same
token, the mentor teachers at schools are not usually trained in teacher
education, therefore; their most frequently stated need is “being trained for

supervising pre-service teachers”.

Another fundamental result of this study with regard to suggestions for
professional development is the need for a specific professional development
community for teacher educators and mentor teachers. Both university-based
teacher educators and school-based mentor teachers suggest that there needs
to be more opportunities for teacher educators and mentor teachers to come
together and discuss about their practices. Teacher educator professional
development is beginning to emerge as a field of study (Kelchtermans et al.,
2018). Within Europe especially, national organizations and associations that
take initiatives related to teacher educator professional development are

growing in number. The Netherlands is one example. A professional standard
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of teacher educators has been published by VELON, Dutch Association for
Teacher Educators. It involves ten domains of knowledge, namely: the
profession of teacher educators, pedagogy of teacher education, learning and
learners, teaching and coaching, institute specific teacher education, subject
specific teacher education, content of teacher education, organization of
teacher education, curriculum and assessment, and research (VELON, n.d).
Similarly, InFo-TED, an international forum working on professional
development of teacher educators in Europe, proposes a conceptual model of
professional development that includes personal, local, national and global
level practices (InFo-TED, 2015). In this study, it is also suggested by the
participants that such a conceptual framework is necessary for teacher

educator professional development.

Another important result related to suggestions for professional development
include more collaboration among the stakeholders of the teacher education
process: university-based teacher educators, school-based mentor teachers,
pre-service teachers, school administrators, and the wider community of MoNE
and CHE. As Dougles (2017) suggests, the roles of university-based teacher
educators must extend to collaborating with school-based mentor teachers.
This is also suggested by the university-based teacher educators in this study.
In addition to that, school-based mentor teachers also suggest giving courses
at the universities related to the practical aspects of the theoretical courses
taught there. They believe that a dichotomy exists between the theory and
practice given at the university courses. Framing a course design that includes
the exchange of university-based teacher educators and mentor teachers
would provide useful in decreasing this dichotomous perspective in theory and
practice. For instance, in Estonia, such placement exchanges between schools
and teacher education institutions occur. In this way, mentor teachers with
much practical experience have the opportunity to share their experiences
with university-based teacher educators and pre-service teachers. At the same
time, university-based teacher educators who have long been away from the

practical side of teaching gain experience (European Commission, 2013).
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5.5. Discussion on Teacher Education Practices

In addition to the definitions, competences, and professional development
profiles of teacher educators, the participants also provide problems and
suggestions with regard to teaching practicum experience when asked about
aspects of professional development. All in all, the results of the study show
that there is a lack of trust between university-based teacher educators and
school-based mentor teachers. Both groups of participants state that the other
group is: (1) not competent or trained in the practicum process, and (2) not
interested or willing to organize the process. University-based teacher
educators complain about mentor teachers, saying that they are not taking the
job seriously, they do not know what to do, they are not updating themselves,
and they are not collaborating. Similarly, mentor teachers at schools complain
that teacher educators at the university are not taking the job seriously, and
they do not have enough experience related to practice at schools. There are
even some mentor teachers who state that they have not met the university-
based teacher educators. A similar finding is reported in Bastiirk (2008) who
investigates the teaching practice component from the point of mentor

teachers.

In addition to this, the results of the study also point to a lack of trust among
pre-service teachers and teacher educators at schools and universities. They
are not content about the practices of teacher educators at the university and
mentor teachers at the school. They complain that school-based mentor
teachers have negative attitudes towards the students in the classes, employ
traditional teaching methods, do not attend to pre-service teachers’ needs, do
not provide feedback, and are not good at classroom management. Likewise,
they also complain that university-based teacher educators are not interested
in their practicum experience, do not guide them well, require too much
coursework, and are not empathetic about their problems. These findings also
coincide with the studies in the literature. For instance, Aslan & Saglam (2018)
also find that pre-service teachers think teacher educators are not competent

enough, and they do not inform them about what to do. The issue of lack of trust
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is also seen in other studies in the literatures. For instance, Bastiirk (2016)
mentions that pre-service teachers complain about the competence of school-
based mentor teachers, just as mentor teachers think pre-service teachers are

not competent in teaching.

Apart from the issue of lack of trust, the participants also report that there is
not enough practice involved in the practicum period. That is, pre-service
teachers state that they do not get the chance to teach enough to gain the
necessary skills to become efficient teachers. School-based mentor teachers,
too, believe that teaching is a profession that develops as you do it; therefore,
more opportunities for practice are needed. Aslan and Saglam (2018) also
report similar results. In their study with pre-service teachers, it is found that
the practicum component of the teacher education program does not provide
enough practice for teacher candidates. The participants also made
suggestions for a better practicum period, the details of which are discussed

further in the implications for teacher education section.

5.6. A Professional Standards Framework for Language Teacher

Educators in Turkey

As presented in the previous chapter and discussed in the previous section, the
results of this study provide a professional standards framework for teacher
educators in Turkey (See Appendix G). This framework defines teacher
educators as “those individuals working in higher education institutions and
schools enabling students to develop into competent teachers”. The framework
identifies three profiles: a definition profile (professional characteristics and
personality traits of teacher educators) a competence profile (knowledge base
and skills of teacher educators), and a professional development profile for

teacher educators.

The framework which is presented in Figure 8 is the product of this study. The
sub-headings under Professional Definitions (A1, A2, A3) come from the first
research question in this study, which focuses on the defining characteristics

of teacher educators. The sub-headings under Professional Competences (B1,
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B2) are the results of the second research question in this study, which
emphasizes the essential competences of teacher educators. Likewise, the last
section in the framework, Professional Engagement (C1) represents the results
of the third research question, characterising dimensions of professional

development for teacher educators.

[t is important to note that no such framework exists in Turkey. As mentioned
in the previous sections, there are two sources which define the duties, roles
and responsibilities of the teaching staff members at the universities, and the
mentor teachers at schools. One of these, the article 22 of the Law on Higher
Education of the Council of Higher Education in Turkey (CHE, 2000) specifies
the following five duties to be performed by these teaching staff members at
the universities: carrying out education and practical studies, undertaking
scientific research, advising and guiding students, carrying out duties assigned
by authorized organs, and performing other duties assigned by the law. These
are general duties with no specification of neither scope nor field. In a similar
perspective, the faculty-school partnership guidebook (YOK, 1998) presents
more specific roles and responsibilities of the university supervisors and
mentor teachers who take care of the practicum component of the teacher
education programs. However, these roles and responsibilities are also not

field specific.

Besides, they only present roles related to the practicum component, not
emphasizing the needs or ways for professional development of the mentioned
teacher educators. In this sense, this framework is unique in Turkey for its
detailed scope in covering the three major components; definitions,
competences, and professional development. Besides, it focuses on aspects
such as professional characteristics, personality traits, knowledge base, skills,
and professional development which have not been investigated for language

teacher educators in the Turkish context in detail before.
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PROFESSIONAL STANDARDS FRAMEWORK FOR

LANGUAGE TEACHER EDUCATORS IN TURKEY

PROFESSIONAL DEFINITIONS

A1, A2

Professional
Characteristics

Personality Traits

A11 A21
Trained, Respect pre-
experienced and service teachers
competent in and show
teaching and empathy
teacher education
A1.2 A22
Model teaching Create a
that facilitates supporting and
professional encouraging
development learning
environment
A13 A23
Pursue amature, Be motivated,
intellectual and passionate and
ethical stance self-confident in
towards profession
profession
A14 A24
Reflect on own Be friendly,
practices and approachable,
engage in patient and
professional tolerant towards
development pre-service
teachers
A25
Be open-minded
and open to
criticism
A26
Be honest and
democratic

A3.
Roles and
Responsibilities

A31

Guide and
supervise pre-
service teachers
and facilitate their
professional
development

A3.2

Teach
undergraduate
and graduate
courses, give
lectures, and
supervise
graduate studies

A33

Conduct and
disseminate
academic
research in
teaching and
teacher education

A34

Assume
administrative
roles and duties in
and out of the
institution

A35

Enable
cooperation
between schools,
universities,
community, and
educational
authorities

PROFESSIONAL COMPETENCES

B1.
Knowledge Base

B1.1

Knowledge of content
and pedagogy — know
the content related to
discipline and how to
teach it

B1.2

Knowledge of learners
and learning — know
about the nature of
learning, language
acquisition,
classrooms and how
learning takes place in
other learning
environments

B1.3

Knowledge of system,
policy, and society —
have acomprehensive
understanding of the
education system and
its practices,
outcomes, and
possible changes,
language planning as
well needs of society
and culture

B1.4

Knowledge of
curriculum and
assessment — have a
comprehensive
knowledge about
teacher education and
school curriculum; as
well as testing,
assessment, materials
design and evaluation
B1.5

Knowledge of
research —know how
to read, design and
conduct studies, and
localize research
findings in teacher
education at atheory
and practice level in
forms of classroom
research

B2.1

Model teaching that
makes theory explicit in
an enjoyable way
employing efficient time
and classroom
management strategies,
using a variety of
methods and materials
B2.2

Use technology and
integrate it into teaching

B2.3

Establish
communication and
collaboration with pre-
service teachers,
colleagues,
administrators, and
society

B24

Read, localize, conduct
and share academic
research in teaching
and teacher education

B2.5

Observe, guide, provide

feedback, evaluate and
report on pre-service
teacher learning and
teacher education
practices

B2.6

Model proficiency in
language use and
promote its
development

B2.7

Analyse unexpected
situations, act promptly,
and have the pre-
service teachers gain
problem solving
strategies

PROFESSIONAL
ENGAGEMENT

C1.
Professional
Development Practices

c1.1

Research — follow
publications, attend and
present in conferences,
and conduct research

C1.2

Collaboration — observe
and cooperate with pre-
service teachers,
colleagues, schools,
universities, and other
educational
administrators

Cc1.3

Professional learning —
follow new trends and
developments, go
abroad, do field work,
learn about target
language culture and
literature, and improve
language proficiency
skills

c14

Reflection —reflect on
actions and be open to
develop with the
changes, constantly
updating teaching styles
and course materials, as
well as teaching new
courses to new levels

Figure 8. Professional standards framework for language teacher educators in Turkey (please

see Appendix G for a detailed version).
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Such frameworks are available in different parts of the world though. In the US,
for instance, there is a list of standards for teacher educators prepared by the
Association of Teacher Educators (ATE). Just like the one proposed in this
study, the US framework is intended for all personnel who are responsible for
teacher education of both pre-service teachers to novice in-service teachers. A
similar framework is offered by the Dutch Association of Teacher Educators
(VELON) and the Australian Institute for Teaching and School Leadership
(AITSL). While this framework is similar in scope to these mentioned
frameworks available in different contexts, it is unique in that it also includes
the professional characteristics and personality traits of teacher educators,

which are not explicitly emphasized in others.

5.7. Implications of the Study

This study has implications for teacher educator professional development,
teacher education practices, curriculum development, and recommendations

for future research. These will be discussed in this section in detail.

First of all, this study concludes that there is a need for a professional
development community for university-based teacher educators and school-
based mentor teachers. It is shown in this study that engaging in professional
development activities such as going to conferences, writing articles, and
sharing research is one thing. Yet, the participants also emphasized the need to
have a professional development community where teacher educators come
together periodically, work collaboratively and develop understandings of
teacher education practices, reflect on their own practices, share their ideas,
and learn from each other in a sociocultural environment. In this way, they

would be contributing their professional development.

One way of creating such a professional development community for teacher
educators is providing teacher educators with the necessary incentives to form
an association of teacher educators in Turkey. Such non-governmental
organizations are common in international contexts, especially in Europe. For

instance, the International Forum for Teacher Educators (InFo-TED) is one
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successful example. Having partners from many different countries (Belgium,
Norway, the Netherlands, England, Ireland, Scotland, Australia, Israel, and the
USA, the forum aims to develop and implement knowledge bases of teacher
educators, translate these knowledge bases in to an international program, and
develop and implement supportive guidelines for induction of teacher
educators. Such a professional development community is also needed in
Turkey involving both university-based teacher educators and school-based

mentor teachers.

In addition to international collaboration, such a professional development
community might also be formed in the national context with the help of
teacher unions, associations, universities, schools, and other non-
governmental organizations. Teacher educators from different cities might
come together periodically, conduct and share research, discuss about their
teacher education practices, etc. One successful example in the Turkish context
is English Language Teacher Education Research Group (ELTER). While mainly
aiming to contribute to the improvement of the overall quality of English
language teacher education in Turkey, ELTER also focuses on teacher
educators and researchers by providing a forum for them to share their
practices, experiences, and research. There is a need for such research groups
to multiply and work actively towards contributing the professional

development of teacher educators.

In addition to professional development communities, forms of apprenticeship
might provide useful implications for teacher educator professional
development, as identified by Lave and Wegner (1991). [t is seen in this study
that apprenticeship plays a significant role in how teacher educators become
teacher educators in the first place. What this implies is that experienced
teacher educators might help novice teacher educator in constructing their
identities and improving their practices as teacher educators. According to
Lave and Wenger (1991), participation as a way of learning, of both absorbing
and being absorbed in, the culture of practice, and the participating

organization is a crucial step in a community of practice. Therefore, novice
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teacher educators might benefit from the experiences of experienced teacher

educators through a process of social relation of apprenticeship.

In a similar perspective, university-based teacher educators and school-based
mentor teachers can learn from each other by being actively involved in
common projects, courses, meetings, discussions etc. Both university-based
teacher educators and school-based mentor teachers suggest that there needs
to be a specific way for them to come together, engage in professional learning
opportunities and share ideas. University-based teacher educators in this
study identify their knowledge base and skills to be mostly related to academic
and theoretical. In other words, they know about theory, they engage in
professional development to the extent that facilities allow, but they lack
practical knowledge and experience in teaching. Likewise, school-based
mentor teachers are pedagogical experts since they have long years of
experience in English language teaching, they can do guidance to pre-service
teachers (or any beginning or candidate teachers for that matter). However,
they lack training in teacher education. Therefore, teacher educators and
mentor teachers might benefit from the experience of each other. Such
practices might also provide basis for policy implication with regard to the
selection of teacher educators (both university-based teacher educators and
school-based mentor teachers). There needs to be some guidelines and criteria
related to who becomes teacher educators giving the practicum course at the
university, or becoming mentors at the schools. Rather than the “whomever

assigned” approach, a more systematic approach is needed.

Teacher educators are autonomous intellectuals who have multifaceted roles
of contributing to their own professional development, teacher professional
development, and teacher education research. From the beginning of 1990s,
teacher educators started to examine their own experience and practice as
teacher educators. Thus, a new strand of research emerged, called self-study in
teacher education research (Pinnegar & Hamilton, 2017; Lassonde, Galman, &
Kosnik, 2009; Berry, 2007). One implication of this study is that teacher

educators can also focus on self-study research along with participating in
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communities of practice. As Pinnegar and Hamilton (2017) suggest, the
practices and experiences of teacher educators are multidimensional. As they
engage in what they call “intimate scholarship”, teacher educators work on
their experiences and practice, inquire into these, and ultimately learn and
develop. Therefore, teacher educators also need to be provided with
opportunities to engage in self-research, such as allocation of more budget to

professional development needs, and other research purposes.

Another suggestion that comes out of this study is training mentor teachers as
teacher educators. In the Turkish context, there are some guidelines regarding
the roles and responsibilities of school-based mentor teachers as identified by
the Higher Education Council (YOK, 1998). In addition to that, the Ministry of
National Education provides, from time to time, training sessions for teachers
who assume the role of mentoring pre-service teachers. They also publish
guidelines related to the process to be followed when a teacher becomes
responsible for the professional development of pre-service teachers in the
practicum period. However, these do not seem to suffice as it is seen in the
responses of the participants in this study. Most of the time, mentor teachers
complain that they are not informed well about the process of teacher
education. In some other cases, these training sessions and guidelines, as they
suggest, fail the reflect the particularity of their own contexts since they come
top-down from central authorities to care for all the needs of the country. Some
mentor teachers, thus, complain that they do not know how to observe, how to
give feedback to the pre-service teachers. That being the case, the practicum
experience of the pre-service teacher might ultimately not be as beneficial as it
is desired to be. For these reasons, it is strongly recommended that mentor
teachers are trained and informed about the practicum process and the teacher
education process in a systematic way. Such information sharing and training
sessions might be provided collaboratively by teacher educators at the
university and experienced mentor teachers who have been involved in

mentoring for years.
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Last but not least, it is concluded in this study that the practicum component of
the teacher education program is introduced too late into the curriculum. Year
4, which is the final year, is not enough for pre-service teachers to gain
necessary skills and insights about becoming a teacher. Therefore, there needs
to be changes in the language teacher education curriculum to include more
opportunities for pre-service teachers to have earlier exposure to real school
settings. It is believed, as stated by many teacher educators in this study, that
pre-service teachers need to be exposed to the school environment right in the
first year of the teacher education program. This early exposure to school
experience would allow for bridging the theory and practice in a more
beneficial way, enabling the pre-service teacher to prepare for the school
setting better. In the course of conducting this study, the teacher education
program has been changed in May 2018, including an update to the practicum
component. Previously, there were two practicum courses: School Experience
in the first semester of Year 4, and Practice Teaching in the second semester of
Year 4. With the update, it is seen that the School Experience course has been
opted out and instead, the Practice Teaching course is divided into two:
Practice Teaching I and Practice Teaching II. The two courses are still at Year
4, first and second semesters respectively. However, more opportunities for

pre-service teachers to practice teaching before too late are needed.

5.8. Limitations, Delimitations, and Suggestions for Future Research

This study is an attempt to investigate the definitions, competences, and
professional development profiles of English language teacher educators in
Turkey. As such, it aims to investigate how university-based teacher educators,
pre-service teachers, and school-based mentor teachers define a teacher
educator, its professional characteristics, and personality traits, as well as roles
and responsibilities. In addition to that, knowledge bases and skills of a teacher
educator are also identified, limited to the study sample. Lastly, the professional
development profiles are investigated: definitions, practices, outcomes,
problems, needs, and suggestions. However, as every other research study, this

study might have potential limitations.
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First of all, this study is conducted with 41 university-based teacher educators,
43 school-based mentor teachers, and 193 pre-service teachers in 11 cities
across Turkey. Even though there were initially more cities to be included in
the sample, it was seen in the course of the data collection process that data
saturation was being reached. That is, it was decided by the researcher and the
jury members in one of the thesis advisory committee meetings that the data
collection process reached a point in which new data started to repeat what
was expressed in previous data (Fusch & Ness, 2015). For this reason,

additional cities were excluded in the data collection process.

One limitation is that this study does not include opinions from school
administrators or other people in decision maker positions (such as authorities
from MoNE and CHE). Even though this study is an attempt to investigate
teacher educator profiles and suggests what the implications of these profiles
to the authorities are, future studies might include those authorities as

participants.

Lastly, although this study does not specifically focus on the practicum
component of the teacher education process, it is found out that there are many
problems related to the practicum experience overall, as presented in Chapter
4. What is more interesting is that these problems are reported by all three
groups of participants. Therefore, it is strongly recommended that future
studies investigate the practicum component in detail and design a framework
that would enable the efficient cooperation between mentor teachers, teacher

educators, pre-service teachers, and administrators.
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APPENDICES

APPENDIX A - INTERVIEW QUESTIONS FOR TEACHER EDUCATORS
(ENGLISH)

1. What is the definition of a teacher educator? Whom do you call a
“teacher educator”?

2. How do you define the general characteristics of a teacher educator?

3. What professional roles of a teacher educator can you identify?

4. What does it mean to be a (good) teacher educator? What
competencies and skills does a teacher educator need to have?

5. How would you define the “professional knowledge” of a teacher
educator? What knowledge does a teacher educator bring to the
teacher education profession?

6. How does the professional knowledge of teacher educators differ from
the professional knowledge of (school-based) teachers?

7. How would you define “professional development”?

a. What practices are you involved in ensuring “professional
development”? How do you contribute to your own
professional development?

b. What are the outcomes of these professional development
activities?

c. To what extent does a teacher educator need to participate in
professional development activities?

d. What are some problems that you have in ensuring professional
development?

e. To what extent do you receive support from your institution that
helps you contribute to your own professional development?

8. What are the challenges and rewards that you experience/have
experienced in your role as a teacher educator?

9. What are your needs as a teacher educator for professional
development?

10. What are your suggestions for better professional development
opportunities?
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APPENDIX B - INTERVIEW QUESTIONS FOR TEACHER EDUCATORS
(TURKISH)

1. Sizce “6gretmen egitimcisi” kimdir? Ogretmen egitimcisini nasil
tanimlarsiniz?

2. Ogretmen egitimcisinin genel ézellikleri nelerdir?

3. Ogretmen egitimcisi hangi farkli mesleki rollere sahiptir?

4. Bir 6gretmen egitimcisinin sahip olmasi gereken yeterlik ve beceriler
nelerdir?

5. Ogretmen egitimcisinin “mesleki bilgisini” nasil tanimlarsiniz?

6. Ogretmen egitimcisinin mesleki bilgisi, 6gretmenlerinkinden farkl
midir?

7. Mesleki gelisimi nasil tanimlarsiniz?

8. Mesleki gelisiminize katki saglamak icin neler yapiyorsunuz? Bunlarin
mesleginize katkilar1 nelerdir?

9. Sizce bir 6gretmen egitimcisi kendini ne dl¢tide gelistirmelidir?

10. Mesleki gelisiminiz i¢in ¢alisirken karsilastiginiz sorunlar var mi?

11. Bir 6gretmen egitimcisi olarak mesleki gelisim ihtiyag¢lariniz nelerdir?

12. Mesleki gelisim i¢in yapilmasi gerekenler konusunda onerileriniz
nelerdir?
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APPENDIX C - PRE-SERVICE TEACHER SURVEY

Bilgilendirme Formu

Bu calisma ODTU Egitim Fakiiltesi Yabana Diller Egitimi béliimii doktora
ogrencilerinden Ufuk ATAS tarafindan, boliim 6gretim tiyelerinden Prof. Dr.
Aysegill DALOGLU’nun danismanhginda yiiriitilmektedir. Bu form sizi
arastirma kosullar1 hakkinda bilgilendirmek i¢in hazirlanmistir.

Bu calismanin temel amaci Tiirkiye’deki tiniversitelerin Ingilizce Ogretmenligi
boliimlerinde ¢alisan hizmet oncesi 6gretmen egitimcileri ile Milli Egitim
Bakanlig'na bagh okullarda c¢alisan hizmetici Iingilizce 6gretmeni
egitimcilerinin mesleki gelisim yontemlerini, ihtiyaclarin1 ve gorislerini
inceleyerek ortaya bir “6gretmen egitimcileri profili” ¢ikarmaktir. Tlrkiye’'nin
cesitli sehirlerindeki tiniversitelerdeki Ingilizce Ogretmenligi boliimleri ve bu
boliimlerin 6gretmenlik deneyimi ve uygulamasi dersleri icin anlasma
yaptiklar1 Milli Egitim Bakanlhgr'na bagh okullarda gorev yapan Ingilizce
ogretmeni egitimcilerinden secilecek olan Ingilizce 6gretmeni egitimcilerine
ulasilmasi hedeflenmektedir.

Bu calismaya katilmak tamamen goniilliiliik esasina dayalidir. Herhangi bir
yaptirima maruz kalmadan ¢alismaya katilmay1 reddedebilir veya ¢alismay1
birakabilirsiniz.

Arastirmaya katilanlardan toplanan veriler tamamen gizli tutulacaktir. Ayrica
toplanan verilere sadece arastirmacilar ulasabilecektir. Bu arastirmanin
sonuglari bilimsel ve profesyonel yayinlarda veya egitim amach kullanilabilir.
Kisisel bilgilerinizi yazmaniz gerekmemektedir.

Detayl bilgi i¢in asagidaki iletisim yollarindan ulasabilirsiniz.
Katiliminiz i¢in tesekkiir ederim.

Ars. Gor. Ufuk ATAS
ODTU Egitim Fakiiltesi
Yabanci Diller Egitimi Bolimii

atas@metu.edu.tr
0312 210 6488
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Open-ended questions for pre-service teachers

University/Department

Year of Study

How do you define your ideal teacher educator at university/school?

What competences and skills should a teacher educator have?

What should a teacher educator do to develop himself/herself in his/her profession?

Considering your School Experience course and/or Teaching Practice course, what
positive experiences did you have with your teacher educators (your mentor teacher at
school and teaching practice supervisor at university)?

Considering your School Experience course and/or Teaching Practice course, what
negative experiences did you have with your teacher educators (your mentor teacher
at school and teaching practice supervisor at university)? What suggestions do you have
for these negative experiences?
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APPENDIX D - METU ETHICS COMMITTEE APPROVAL I
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insan Arastirmalar Etik Kurulu tarafindan uygun gorilerek gerekli onay 2016-EGT-124 protokol
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APPENDIX G - A PROFESSIONAL STANDARDS FRAMEWORK FOR
TEACHER EDUCATORS IN TURKEY

A Professional Standards Framework for Teacher Educators in Turkey

This framework defines teacher educators as “those individuals working in
higher education institutions and schools enabling students to develop into

competent teachers”. The professional standards framework identifies three

profiles:
1. adefinition profile -professional characteristics,
personality traits, and roles
2. acompetence profile -knowledge base and skills
3. aprofessional development profile -professional engagement

Definition Profile

The definition profile of teacher educators in Turkey include professional
characteristics, personality traits, and roles and responsibilities as presented

below.

Professional Characteristics of Teacher Educators

Teacher educators:

1. are knowledgeable and qualified in terms of theories and practices of

teacher education

2. aretrained, experienced and competent in teaching and providing a good
role model
are life-long learners interested in change and curious for development
are professionally mature, ethical and objective to each student
address different learner needs, styles, and interests providing enjoyable
teaching
are able to teach at all levels from young learners to adults
are critical and reflective, and promote critical thinking and awareness
use a variety of materials and teaching techniques
9. enable students to do practice
10. are conscious and aware of his/her own strengths and weaknesses
11.are aware of education system and its practices

g1 w
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Personality Traits of Teacher Educators

Teacher educators:

1. show understanding and empathy towards pre-service teachers, are not
judging.

2. are attentive, caring, helpful and supportive to facilitate professional
development of pre-service teachers

3. are encouraging, motivating, and inspiring pre-service teachers to
become competent teachers

4. are patient and tolerant when pre-service teachers make mistakes

5. are respectful to pre-service teachers; treat and introduce them as
future teachers

6. are motivated individuals who are passionate, energetic and devoted to
profession

7. are friendly towards pre-service teachers; approachable in and out of
class, and flexible in planning

8. are open minded and open to criticism coming from pre-service
teachers

9. have high self-esteem and confidence in teaching and teacher

education

10.are intelligent, problem solvers, and analytical thinkers
11.have a good sense of humour
12.are honest and democratic individuals

Roles and Responsibilities of Teacher Educators

Teacher educators:

v W

guide and supervise pre-service teachers and facilitate their
professional development into becoming a competent teacher
teach courses, lecture, and supervise graduate studies

conduct and disseminate teacher education research

assume administrative roles and duties in and out of the institution
enable cooperation between schools and universities

209



Competence Profile

The competence profile of teacher educators in Turkey include the knowledge

base and skills, as presented below.

Knowledge Base of Teacher Educators

Teacher educators have the following domains of knowledge base:

1. Knowledge of content Teacher educators know the content related to
and pedagogy their own discipline such as content being
taught, theories of education, approaches and
methods, English language, as well as other
related disciplines such as literature,
psychology and sociology. Besides, teacher
educators know about how to teach the
content.

2. Knowledge of learners ~ Teacher educators know about the nature of
and learning learning, theories of learning, language
acquisition process as well as what their

learners’ needs, interests, and learning styles

are. They also need to know about classrooms

and how learning takes place in other learning

environment
3. Knowledge of policy, Teacher educators have a comprehensive
system, and society understanding of the education system and its

practices, outcomes, and possible changes as
well as language planning. They also know
about the needs of the society and the culture
they teach in.

4. Knowledge of Teacher educators have a comprehensive
curriculum and knowledge about the teacher education and
assessment school curriculum as well as testing,

assessment, materials design and evaluation.

5. Knowledge of research  Teacher educators know how to read research,
design and conduct studies, and localize
research findings in teacher education at a
theory level as well as practice level in forms of
classroom research coming from real settings.
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Skills of Teacher Educators

The skills of teacher educators are grouped under seven categories: modelling
teaching, establishing communication, conducting research, observing and
reporting on learning, reflecting on practices and developing professionally,

modelling language use, and investigating and solving problems.

Teacher educators have the following skills:

1. Modelling Teaching Teacher educators are able to:

e provide a good model conducting effective
teaching that makes theory explicit

e supervise and guide well creating ways for
teaching practice

e transfer knowledge to address all learners
in the classroom

e teach in accordance with the interests,
needs, and styles of different students in an
enjoyable way to Kkeep the learners
interested in the lesson

e employ effective classroom management
and time management strategies

e design own materials and make effective
use of existing materials

e employ a variety of teaching methods and
techniques

e integrate language skills and components
in their teaching

e use the boards in the classroom effectively

e use technology and integrate it in teaching

2. Establishing Teacher educators are able to:
communication e communicate and collaborate well with
students, pre-service teachers, and their
colleagues
3. Conducting research Teacher educators are able to:

e carry out research related to their field

e research current teaching methods and
teacher education practices; and make use
of them in their profession

e share research findings with students, pre-
service teachers, colleagues, and the
community
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4. Observing and
reporting on learning

5. Reflecting on practices
and developing
professionally

6. Modelling language use

7. Investigating and
solving problems

Teacher educators are able to:

observe and give feedback related to pre-
service teaching and (student) learning
make critical suggestions to facilitate
professional development of pre-service
teachers

assess practices and evaluate in an
objective and timely manner

Teacher educators are able to:

follow recent developments in the field and
update in their teaching and guiding
practices

reflect on, self-assess and evaluate own
practices

adapt oneself to different teaching levels
and contexts

engage in collaborative practices with pre-
service teachers, students, and colleagues
engage in various professional learning
activities

Teacher educators are able to:

use four skills fluently and accurately
themselves

helps pre-service teachers use four skills
fluently and accurately providing a role
model for pre-service teachers and
students

Teacher educators are able to:

analyse unexpected situations in the
classroom and act promptly and wisely
think critically and enable pre-services
teachers and learners to gain critical
thinking skills
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Professional Development Profile

Professional development profile of teacher educators in Turkey include the
list of practices that they engage in for developing themselves in their

profession, as presented below.

Professional Development for Teacher Educators

1. Research For professional development, teacher educators need to:

e systematically follow articles, journals, books related
to teaching and teacher education, and do research in
teacher education and classroom research

e regularly attend and present in conferences,
workshops etc.

e conduct or be part of research projects in teaching
and teacher education

2. Collaboration For professional development, teacher educators need to:
e collaborate and cooperate with pre-service teachers,
colleagues, schools, universities
e observe their pre-service teachers, learners,
colleagues regularly in an attempt to learn from them

3. Professional  For professional development, teacher educators need to:
Learning e systematically follow recent trends, blogs, social

media, technological developments, program updates
related to teaching and teacher education

e go abroad and engage with other professionals as
much as they can

e improve their language proficiency by constantly
reading and listening in the target language

e do field experience in schools and universities to
update their practices

e learn about target language culture and literature

4. Reflection For professional development, teacher educators need to:
e continuously reflect on their own actions and
practices

e be open to changes and developments

e update their teaching styles and course materials
regularly

e teach new courses and to new levels given the change
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APPENDIX H - CURRICULUM VITAE

PERSONAL INFORMATION
Surname, given name : Atas, Ufuk
Gender : Male
Date of writing the CV : September, 2018
Date and place of birth : 25 July 1987, Istanbul - Turkey
Citizenship : Turkish
Current residence : Ankara - Turkey
E-mail : atasufuk@gmail.com

EDUCATION BACKGROUND

Degree Institution Year

Ph.D. Middle East Technical University, Ankara, 2018
Turkey, Major: English Language Teaching

M.A. Middle East Technical University, Ankara, 2012
Turkey Major: English Language Teaching

B.A. Mersin University, Mersin, Turkey 2009
Major: English Language Teaching

University College Sjeelland, Holbzek, 2007-2008
Denmark (Erasmus Exchange) Major:
English Language Teacher Education
High School  Yasar Dedeman Foreign Language Intensive 2005
High School, Istanbul, Turkey

RESEARCH INTERESTS

language teacher education, teacher professionalism, teacher educator
professionalism, language skills, code-switching, and receptive
multilingualism
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WORK EXPERIENCE

Duration

Mar 2010 -
Sep 2018

Oct 2015 -
Apr 2016

Nov 2009 -
Mar 2010

Institution

Middle East Technical University,
Faculty of Education, Department of
Foreign Language Education, Ankara,
Turkey

University of Helsinki, Faculty of
Behavioral Sciences, Department of
Teacher Education, Helsinki, Finland

Artvin Coruh University, Faculty of

Education, Department of Foreign
Language Education, Artvin, Turkey

FOREIGN LANGUAGES

Job Title

Research Assistant

Visiting Researcher

Research Assistant

Advanced English (C2), Intermediate French (B1)

PUBLICATIONS and OTHER ACADEMIC WORK

ournal Articles

Atas, U, Daloglu, A., & Hilden, R. (under review). Teacher educators in Finland
and Turkey: Their roles, knowledge base, and professional development
profiles. Teachers and Teaching: Theory and Practice.

Atas, U. (2018). The role of receptive vocabulary knowledge in advanced EFL
listening comprehension. TESL-EJ, 21(4).

Atas, U. (2012). Investigating Turkish EFL Learners’ beliefs about learning
second foreign languages. International Journal on New Trends in
Education and Their Implications, vol. 3(1), pp.108-117

Conference Proceedings

Atas, U., & Akkus, M. (2013). Input and interaction: Corrective reactions used by
teachers in EFL classrooms. Proceedings of the 13th International
Language, Literature and Stylistics Symposium: Simple Style, Kafkas
University, Kars, Turkey, September 26-28, 2013, pp. 1099-1109.
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Conference Presentations

Atas, U, & Taner, G. (2018). Diversity and variety in English Language Teaching
practicum. Paper presented at the 13t METU International ELT
Convention, Middle East Technical University, Ankara, Turkey, May 3-4,
2018.

Atas, U., Daloglu, A. & Hilden, R. (2016). Comparing Professional Development
Practices of Finnish and Turkish Teacher Educators. Paper presented at
the 4th International Symposium on New Issues in Teacher Education
(ISNITE), University of Eastern Finland, Savonlinna, Finland, August 30-
September 1, 2016.

Atas, U., Akkus, M., & Sagin-Simsek, C. (2013). Signals of Perception in Receptive
Multilingual Communication. Poster presented at the Experimental
Approaches to Perception and Production of Language Variation
Conference (ExAPP), University of Copenhagen, Denmark, March 20-22,
2013.

Atas, U., & Sagin-Simsek, C. (2013). Functions of Code- switching in forms of
Discourse Markers: Evidence from EFL Classrooms in Turkey. Paper
presented at the International Conference on Urban Multilingualism
and Education, University of Ghent, Belgium, March 6-8, 2013.

Atas, U., & Akkus, M. (2012). Creativity in a Multilingual Daily Talk: A Case of
Turkish-Iraqi  Turkmen. Workshop  paper presented  at the 16th
International Conference on Turkish Linguistics, Ankara, Turkey,
September 18-21, 2012.

Sagin-Simsek, C; Cedden, G; Akkus, M; Atas, U; Kaffash Khosh, A; & Temur, N.
(2012). Language Use and Attitudes of Turkic Language Speakers in
Turkey. Paper presented at the 16th International Conference on
Turkish Linguistics, Ankara, Turkey, September 18-21, 2012.

Atas, U, & Akkus, M. (2011). Receptive Multilingualism among Turkic
Languages: A Project Presentation. Presented at the 8th International

Postgraduate Conference on Linguistics and Language Teaching,
November 24-25, 2011.

Akkus, M., Sagin-Simsek, C., & Atas, U. (2011). Testing validity and reliability in
tests of receptive multilingualism. Paper presented at the 7th
International Conference on Third Language Acquisition and
Multilingualism, University of Warsaw, Poland, September 15-17, 2011.
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Atas, U. (2011). Turkish EFL Learners’ Beliefs about Learning Second Foreign
Languages. Paper presented at the 1st International Conference on
Foreign Language Teaching and Applied Linguistics, International
Burch University in Sarajevo, Bosnia and Herzegovina, May 5-7, 2011.

Atas, U. (2011). The Effects of Using Games and Visual Aids on Learning
Vocabulary. Paper presented at Sharing Issues in ELT Conference,
Anadolu University, Eskisehir, Turkey, April 16-17, 2011.

Research Projects

“Investigating Professional Development Practices of Teacher Educators
Working at Secondary and Tertiary Levels in Turkey”, funded by BAP
ODTU (Scientific Research Projects Unit, METU). Jan 2016 - Jan 2018.
Budget: TRY 11.000 (Researcher)

“Receptive Multilingual Communication among Turkic Languages” funded by
TUBITAK (The Scientific and Technological Research Council of
Turkey). TUBITAK 110K432, May 2011 - May 2013. Budget: TRY 77.800
(Project Assistant)

Editorial Work

Zeyrek, D., Sagin-Simsek, C., Atas, U., & Rehbein, J. (2015) (Eds). Ankara Papers
in Turkish and Turkic Linguistics. Wiesbaden: Harrassowitz Verlag.

Akkus, M., Atas, U,, Balikei, G., Taner, G., & Olgii, Z. (2013) (Eds). 7th and 8th
International METU Postgraduate Conference on Linguistics and
Language Teaching: Selected Papers. Ankara: Gazi Kitabevi.

Research Grants
2214-A International Research Fellowship Programme for PhD Students,

2015/1 by TUBITAK (The Scientific and Technological Research Council
of Turkey). Budget: EUR 8.400, visited University of Helsinki, Finland.

Conference Organization

Organizing committee member: the 16th International Conference on Turkish
Linguistics, September 18-21, 2012 - Ankara, Turkey

Organizing committee member: the 8th International METU Postgraduate
Conference on Linguistics and Language Teaching, November 24-25,
2011 - Ankara, Turkey.

Assistant to organizing committee: the 6th International Symposium on
Politeness: Corpus Approaches, July 11-13, 2011 - Ankara, Turkey.
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Assistant to organizing committee: 24. Ulusal Dilbilim Kurultay1 (the 24th
National Linguistics Symposium), May 17-18, 2010 - Ankara, Turkey

Other Academic Work

Member of the board of reviewers: The Electronic Journal for English as a Second
Language (TESL-E]).
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APPENDIX I- TURKISH SUMMARY/TURKCE OZET

TURKIYE’DEKI INGIiLiZCE OGRETMENI EGITIMCILERININ MESLEKi
GELISIM VE YETERLIK PROFILLERI

GIRIS

Egitim sistemine bitiinciil bir yaklasim ile bakildiginda 6gretmenlerin 6nemli
ve kritik bir role sahip olduklari agik¢a gorulmektedir. Bununla birlikte,
ogretmenlerin dgretmenleri olarak adlandirilan grubun da ayni egitim
sisteminin temel tas1 oldugundan bahsetmek miimkiindiir. Bir diger deyisle,
o0gretmen egitimcilerinin yetkinliginin, 6gretmen yetistirme programlarinin
basarisini ve kalitesini belirleyeceginden bahsetmek miimkiindiir (Ben-Peretz,
Kleeman, Reichenberg, ve Shimoni, 2013). ()gretme ve Ogrenmenin
gerceklestigi O0gretmen yetistirme programlarinda ne Ogretilecegi ve ne
ogrenilecegi hususunda dogal bir uyum gereklidir. Bu agidan bakildiginda,
o0gretmen egitimcileri nasil 6gretilecegini 6greten kisiler olmanin yani sira,
nasil ogretilecegini de 68renen kisiler olarak, salt bilgiyi aktarmaktan ziyade,

hayat boyu 6grenmenin en biiyiik 6rnekleri olarak tanimlanabilmektedirler.

Ogretmen egitimi literatiirii incelendiginde, 6gretme ve 6gretmen dogasini
farkli agilardan acgiklamaya calisan arastirmalara epey yogun bir ilgi oldugu
gozlemlenmektedir (Taner ve Karaman, 2013). Bununla birlikte, 6gretmeyi
ogretme ve O0gretmen egitimcileri ile ilgili calismalara daha az 6nem verildigi
de goze carpmaktadir (Cochran-Smith, 2003; Celik, 2011; Goodwin ve Kosnik,
2013; Karagiorgi ve Nicolaidou, 2013; Margolin, 2011; Murray, 2008; Murray
ve Male, 2005; Ping, Schellings ve Beijaard, 2018; Smith, 2005; van Velzen, van
der Klink, Swennen, ve Yaffee, 2010). (")rnegin, 1920’lerden 2005’e kadar
O0gretmen egitimi alaninda yapilan calismalara tarihsel agidan baktiklari
calismalarinda, Cochran-Smith ve Fries (2008) su sonuca varmistir: 6gretmen

egitimi alaninda yapilan ve bu alani olusturan ¢alismalar genellikle icinde
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bulunulan degisik politik, mesleki ve sistemsel durumlar tarafindan
sekillenmistir. Bu ylizden, 68retmen egitiminde miifredat sorunu, 6gretmen
yetistirmenin genel sorunlari, 6grenmeyle ilgili sorunlar, ya da sistem ile ilgili
sorunlar gibi alanlar1 kapsayan g¢alismalar siklikla goriilmektedir. Benzer bir
sekilde, Avalos’un (2011) “Teaching and Teacher Education” dergisinde 2000-
2010 wyillar arasinda yayinlanan makaleleri inceledigi c¢alismasinda
goriulmektedir ki, 68retmen egitimi alaninda yapilan ¢alismalarin biiyiik bir
kismi mesleki oOgrenme, yansitma suregleri, meslege yeni baslayan
O0gretmenlerin 6grenme siiregleri, 6gretmenlerin bilissel stiregleri, fikirleri ve
uygulamalari, 6grencilerin nasil 6grendigi ve oOgretmenlerden ne kadar

memnun olduklar1 vb. konulara yogunlagmaktadir.

Korthagen (2000) 6gretmen yetistirme programlarinda calisanlarin genellikle
O0gretmen egitimcisi roli i¢in ya formal egitimleri olmadigindan ya da sadece
¢ok azinin boyle bir egitime sahip oldugundan bahsetmektedir. Her ne kadar
bazi iilkelerde 6gretmen egitimcileri, okul 6gretmenliginden yliksekogretime
gecis yapan bireyler olarak kavramsallastirilsa da (Murray ve Male, 2005), bu
durum, ¢ogu iilkede her zaman gegerli degildir. Ogretmenlerin mesleki, bilissel
ve tutumsal 6zellikleriyle ilgili ¢ok sayida calismanin yani sira hem Tiirkiye'de
hem de diinyada genel veya alana 0zglii o6gretmen yeterliklerinin
standartlastirilmis listeleri vardir. Bununla birlikte, bu yeterlilik ¢erceveleri
O0gretmen egitimcileri icin ya hazirlanmamaktadir ya da daha az

hazirlanmaktadir.

Lanier ve Little (1986), arastirmacilarin 68retmen egitimcilerini sistematik
olarak gormezden geldiklerine inanmaktadir ve bunun ig¢in iki neden
sunmaktadirlar: birincisi, 6gretmen adaylarini ve hizmet-i¢i 6gretmenleri
egiten 68retmen egitimcilerinin tanimlar: ve hangi uygulamalari yaptiklar: tam
olarak bilinmemekte, c¢iinkii Ogretmen egitimcilerinin rolleri, yapmalari
gereken seyler ve uygulamalar cesitli llkelerde ve egitim sistemlerinde
farklihk géstermektedir. ikincisi de var olan tanimlar siirekli degismektedir.

Dolayisiyla, 6gretmen egitimcisini tanimlamak ve arastirmak her zaman kolay
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olmamaktadir. Yine ayni bakis acisiile, Swennen, Volman ve van Essen (2008),
O0gretmen egitimcilerinin mesleki gelisimi ve mesleki kimligi ile ilgili
arastirmalarin gorece daha az olmasinin cesitli nedenlerinden bahsetmektedir;
bunlardan bazilari, 06gretmenler ile karsilastirildiginda 6gretmen
egitimcilerinin sayica daha az olmalar1 veya o6gretmen egitimcisi egitimi
alaninin, 6gretmen egitimi alanina gore nispeten daha yeni bir alan olmasidir.
Hangi acidan bakilirsa bakilsin, 6gretmen egitimi alaninda, 6gretmen
egitimcilerinin mesleki profilleri, gelisimi ve kimligi hakkinda sinirli sayida

arastirma oldugu goriilmektedir.

Baz1 durumlarda, 6gretmenler ve 6gretmen egitimcileri arasindaki ayrim, bu
iki rolin birbiriyle degistirilebilir oldugu konusundaki yanlis diisiinceye yol
acabilecek sekilde acikca tanimlanamayabilir (Swennen ve ark., 2008; Murray
ve Male, 2005). Bununla birlikte, 6gretmen yetistiren kisilerin, 6gretmenlerin
ve O0gretmen adaylarinin mesleki yetkinliklerinin gelistirilmesi icin gerekli
egitimden sorumlu rehber ve yonlendirici olarak farkli rolleri vardir (Korkmaz,
2013). Ducharme ve Ducharme’in (1995) 6gretmen egitimcilerinin gelisimini
inceledikleri calisma, 6gretmenler ve 6gretmen egitimcileri arasindaki farki
vurgulayarak, 6gretmen egitimcilerinin mesleki gelisim profillerinin neden
calisiimasi gerektigini ortaya koymaktadir. Bu noktalar dikkate alindiginda,
o0gretmen egitimi literatiiriinde 6zellikle 68retmen egitimcilerine odaklanan
daha fazla arastirmaya ihtiyac oldugu gozlemlenmektedir. Taner ve
Karaman'in (2013) belirttigi gibi, 68retmen yetistiren kisiler 6gretmenlerin
kimlik olusumunda 6nemli bir rol oynamaktadir. Dolayisiyla, 68retmen
yetistirenlerin kendileri icin, 6gretmenlerinkinden farkli olarak mesleki
ozelliklerini, rollerini, bilgi tabanlarini, yeterliklerini ve mesleki gelisimlerini

tanimlayacak bir ¢alismaya ihtiya¢ oldugu goriilmektedir.

Calismanin Amaci

Bu calisma, Tiirkiye'deki Ingilizce 6gretmeni egitimcilerinin yeterlik ve mesleki
gelisim profillerini arastirmayr amaglamaktadir. Daha ayrintili olarak, bu

calisma, liniversitelerde Ingilizce 6gretmenligi béliimlerinde ¢alisan 6gretmen
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egitimcileri ile Milli Egitim Bakanligi'na bagh okullarda gorev yapan danisman
o0gretmenlerin  mesleki gelisim ile ilgili tamimlarina, uygulamalarina,
ihtiyaclarina, sorunlarina ve ¢6zim oOnerilere odaklanmaktadir. Ayrica,
calismanin diger bir amaci da o6gretmen adaylarinin ideal 6gretmen
egitimcisini nasil tanimladiklarini belirlemektir. Tim bu gorusleri, tanimlari,
uygulamalari ve dnerileri ortaya ¢ikararak, bu calisma sonucunda Tiirkiye’deki
ingilizce ogretmeni egitimcileri icin mesleki gelisim ve yeterlik profili

gelistirilmesi hedeflenmektedir.

Arastirma Sorular
Bu calisma asagidaki ii¢ ana soruya cevap bulmay1 amag¢lamaktadir:

1. Tiirkiye'deki ingilizce 6gretmeni egitimcilerinin mesleginin tanimlayic
ozellikleri nelerdir?

2. Tirkiye’'deki Ingilizce 6gretmeni egitimcilerinin gerekli oldugunu
diisiindiikleri yeterlik ve beceriler nelerdir?

3. Tiirkiye’'deki Ingilizce 6gretmeni egitimcilerinin mesleki gelisim

profillerini olusturan temel boyutlar nelerdir?

Calismanin Alana Sagladig1 Katki

Ogretmen egitimcileri, dégretmen adaylarina ve 6gretmenlere rol model
olduklarindan dolayi, “6gretmen egitiminin kalitesini arttirmaya yonelik
cabalarin en 6nemli oyuncularidir” (Avrupa Komisyonu, 2010, s. 3). Ogretmen
egitimcileri ayn1 zamanda, hizmet Oncesi ya da hizmet-ici 6gretmenlere
rehberlik ederek bir biitiin olarak egitim sisteminin kalitesinin korunmasina
ve gelistirilmesine katki saglarlar. Bu nedenle, 6gretmen egitimcilerinin egitimi
sadece mesleki gelisimlerine dogrudan katkida bulunmakla kalmayip, ayni
zamanda genel olarak 6gretmenlerin ve 6gretmen yetistirme programlarinin
kalitesinin artmasina da katkida bulunur. Bu ¢alismanin alana sagladigi

katkilar asagida belirtilmistir.

i1k olarak, bu ¢calisma 6gretmen egitimcilerinin mesleginin tanimlarini, mesleki

ozelliklerini, kisilik 6zelliklerini, rollerini ve sorumluluklarini ve ilk etapta nasil
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ogretmen egitimcisi olduklarini arastirmaktadir. Tiirkiye’de genel olarak
O0gretim elemanlarinin gorevlerini ve staj dersi baglaminda okullardaki
danisman o6gretmenlerin rollerini belirten bir kilavuz ve yasa maddesi
olmasina ragmen (bknz. Yiiksek Ogretim Kanunu, 5/22) iiniversitedeki
o0gretmen egitimcileri ve okullardaki danisman 6gretmenler i¢in detayh bir
tanim, yeterlik ve mesleki gelisim profili bulunmamaktadir. Bu c¢alisma,
o0gretmen egitimcilerinin mesleklerini nasil tanimladiklarini, sahip olmalari
gereken genel mesleki oOzellikleri nasil tanmimladiklarini, o6gretmen
egitimcilerinin sahip olmalar1 gerektigine inandiklar kisilik 6zelliklerini,
rollerini ve sorumluluklarini nasil tanimlandiklarini belirleyerek, Tiirkiye'de
ogretmen egitimine iliskin literatiire katkida bulunmaktadir. Buna ek olarak,
bu c¢alisma ayni zamanda iniversitedeki Ogretmen egitimcilerinin ve
okullardaki danisman 0Ogretmenlerin “Ogretmen egitimcisi” olmak igin
gectikleri stregleri incelemektedir. Bu nedenlerden dolayi, bu ¢alismanin,
Uiniversitelerdeki 6gretmen egitimcilerinin ve okullardaki danisman
ogretmenlerin mesleki profilleri ile ilgili Tiirkiye baglaminda var olan eksigi

gidermesi agisindan 6nemli oldugu diistiniilmektedir.

Bu ¢alismanin bir diger 6nemi de iiniversitelerdeki 6gretmen egitimcilerinin ve
okullardaki danisman 6gretmenlerin yeterlik profillerini arastirmasidir. Bu
nedenle, bu calisma, 6gretmenlerinkinden farkli olarak, bir dil 6gretmeni
egitimcisi olmak i¢in gerekli olan alan 6zelindeki bilgileri tanimlayarak, dil
o0gretmeni egitimcileri i¢in bir bilgi tabani gelistirmeyi amac¢lamaktadir. Ayrica,
bu c¢alisma, katihmcilarin bir 6gretmen egitimcisinin sahip olmasi gereken
becerilere iliskin goriislerini ortaya ¢ikarmay1 hedeflemektedir. Ogretmenler
icin belirlenmis genel ve alana 6zgii bilgi tabani ve beceriler olmasina ragmen,
Tiirkiye'de 6gretmen yetistiren egitimciler icin bu tiirden bir bilgi tabani
mevcut degildir. Bu nedenle, bu ¢alisma, dil 6gretmeni egitimcileri i¢in alan
bilgisine 6zgii bir bilgi taban1 olusturmasi1 bakimindan, Turkiye’deki eksikligi

gidermektedir.
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Bu c¢alisma ayn1 zamanda Ogretmen egitimcilerinin mesleki gelisim
yontemlerini, sorunlarini, ihtiyaglarin1 ve 6nerilerini tanimlayarak 6gretmen
egitimcisi mesleki gelisimine bir temel saglama a¢isindan da énemlidir. Farkh
kurumsal ortamlardaki (liniversiteler ve okullar) 6gretmen egitimcilerinin
mesleki gelisim yontem ve uygulamalarinin daha iyi anlasilmasiyla, 6gretmen
yetistiren kisilerin mesleki gelisim ihtiyaclarina hitap eden mesleki gelisim

firsatlar1 yaratilabilmesine olanak saglanmaktadir.

Ayrica, daha sonraki béliimlerde ele alindig1 gibi, bu calisma Tirkiye'de
O0gretmen yetistiren Ogretmenler icin bir mesleki standartlar cercevesi
gelistirmeyi amaclamaktadir. ABD, Hollanda, Avustralya gibi farkl tilkelerde
bu cercgevelerin farkl érnekleri mevcut olsa da bu tiir kapsamli bir standartlar
cercevesi su anda Turkiye'de bulunmamaktadir. Bu ¢alismanin sonunda
sunulan c¢ercgeve, Tirkiye baglaminda gelistirilen ilk c¢erceve olmasi

bakimindan 6nem tasimaktadir.

Son olarak, bu calisma Ingilizce 6gretmeni yetistiren egitim programinin
Ogretim pratigi boliumiinde karsilasilan sorunlarin ve zorluklarin yani sira
sunulan o6nerilerin ortaya konmasi agisindan onemlidir. Bu sorunlar ve
Oneriler, tniversitelerdeki o6gretmen egitimcileri, okullardaki danisman
ogretmenler ve oOgretmen adaylari, yani Okul Deneyimi/Ogretmenlik
Uygulamasi derisinin paydaslar1 tarafindan anlatilmaktadir. Bu nedenle, bu
paydaslarin yasadiklar1 sorunlarin ve bu sorunlarla ilgili 6nerilerinin
belirlenmesinin, hizmet 6ncesi 6gretmen yetistirme ile ilgili mevcut siirecten
en iyi sekilde faydalanmak adina siirecin yeniden tasarlanmasi veya

gelistirilmesi anlaminda 6nemli katkilar saglayacagi diistiniilmektedir.

YONTEM

Searle’in (1995) gercekligin sosyal yapisalciligl kavramindan yola ¢ikarak, bu
calismada sosyal yapisalcilik yaklasimi ile nitel arastirma yontemlerinden
birisi olan durum c¢alismasi arastirma deseni kullanilmistir. Yapisalcilik,

oznelligin ve nesnelligin karsilikli etkilesim icinde olan bir paradigmadir.
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Yapisalaligin en o6nemli olgusu, “tim bilgi ve dolayisiyla tim anlamh
gercekligin, insan uygulamalarina bagh olmasi, insan ve diinya arasindaki
etkilesimin i¢cinde ve disinda insa edilmesi ve temelde sosyal bir baglam icinde
gelistirilmesi ve aktarilmasi” oldugu diisiincesidir (Crotty, 1998, sayfa 42).
Sosyal yapisalcilik ise bireylerin, karsi karsiya olduklar1 seylerin veya
nesnelerin 6znel anlamlarini anlamlandirmalarini ister. Creswell'e (2013)
gore, bu anlamlar ¢ok yonlii ve ¢esitlidir, bu nedenle, sosyal yapisalci anlayisi
benimseyen bir arastirmacinin amaci, goruslerin karmasikligini ve ¢ok
yonluliigiinii arastirmaktir. Bu gortisleri birkag diisiinceye indirgemeye
calismak degildir. Bu bakimdan, sosyal yapisalcilik paradigmasi ile yola ¢ikan
bir arastirma, katilimcilarin belirli durumlar1 nasil anlamlandirdigina ve

anlami nasil olusturduklarina dayanmaktadir.

Creswell'e (2013) gore nitel arastirma, “birey ya da gruplarin sosyal ya da
insani bir soruna atfedilmesine isaret eden arastirma problemleri hakkinda
bilgi veren varsayimlar ve yorum / teori ¢ercevelerinin kullanilmasiyla baslar”
(s. 44). Benzer sekilde, Merriam (1998)'in de belirttigi gibi, nitel arastirma,
arastirmacilarin, sosyal diinyalar ile etkilesim icinde olan bireyler tarafindan
insa edilen gercekligin ve dogal ortamin miimkiin oldugunca az kesintiye
ugramasiyla, ilgi olgusunu anlamalarina yol goésterir. Bu calismada Yin (2009)
tarafindan onerilen farkli durum c¢alismasi arastirma desenlerinden segilen
coklu analiz birimlerine sahip durum ¢alismasi deseni kullanilmistir. Durum
(analiz birimi), TUniversitelerdeki 0gretmen egitimcileri ve okullardaki
danisman 6gretmenlerin mesleki gelisimi olarak tanimlanmaktadir. Mevcut
calismada yer alan durum (analiz birimi), hem arastirmaya katilan kisi sayisi
hem de veri toplama siiresinin bir sinir1 oldugu i¢in zaman ve mekan tarafindan

siirlandirilmistir.

Bu calisma, Tirkiye'deki farkli illerdeki tiniversite ve okul ortamlarinda
gerceklestirilmistir. Asagidaki boltimde de ayrintili olarak bahsedildigi gibi, bu
calismaya katilan danisman 6gretmenler hem devlet okullarindan hem de 6zel

okullardan olmak tzere, Tirk egitim sisteminde yer alan ilkégretim,
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ortadgretim ve lise seviyelerindeki Ingilizce 6gretmenlerinden olusmaktadr.
Bununla birlikte, calismaya katilan {niversitedeki 6gretmen egitimcileri
liniversitelerin Egitim Fakiiltesi Ingilizce Ogretmenligi béliimlerinde
calismaktadir. Bu ¢alisma icin gerekli veri, arastirmacinin, ilgili sehirleri ziyaret
ettigi zamanlarda, belirli bir zaman diliminde toplanmistir. Veri toplama

slirecinin detaylar1 asagida anlatilmaktadir.

Bu c¢alismada, katilimcilar1 ve arastirma alanlarini belirlemek igin iki
ornekleme yontemi kullanilmistir: maksimum ¢esitlilik 6rneklemesi ve kolay
ulasilabilir durum érneklemesi. Maksimum c¢esitlilik 6rneklemesi, incelenen
olguya iliskin genis bir yelpazedeki pozisyonlar1 ve perspektifleri kapsayacak
sekilde kullanilmaktadir (Given, 2008). Patton (2015), maksimum gesitlilik
ornekleminin “merkezi temalar1 buyiik bir ¢esitlilikte kestirmeyi ve
tanimlamayr amagladigin1”  belirtmektedir  (s.283). Bu c¢alismada
Universitedeki 6gretmen egitimcilerini belirlemek icin maksimum c¢esitlilik
ornekleme yontemi kullanilmistir. Bu sayede hem teklik hem de cesitliligi
temsil eden her bir 68retmen egitimcisinin tanimlari ve deneyimleri ile birlikte
ortaya cikan ortak kaliplar1 derinlemesine incelemek miimkiin olmustur
(Patton, 2015). Okullardaki danisman 6gretmenlere ve 6gretmen adaylarina
calisma icin ayrilan mevcut siirede kolayca ulasmak icin kolay ulasilabilir
durum érneklemesi kullanilmistir. Samuere ve Given (2008), kolay ulasilabilir
durum orneklemesini “arastirma katilimcilarinin uygunluk diizeylerine gore

secildigi bir 6rnekleme” olarak tanimlamaktadir (s. 125).

Farkli degiskenlerin belgelenmesini saglamak i¢in maksimum ¢esitlilik
orneklemesi kullanilarak, calismaya konu olacak iiniversite ve boéliimleri
belirlemek iizere Olgme, Se¢me ve Yerlestirme Merkezi (OSYM)'nin
Yiiksekogretim Programlart Kilavuzu’na basvurulmustur. Bunun igin,
Turkiye’'de Egitim Fakiiltelerinin kuruldugu yil olan 1982 yilindan bu yana on
yil boyunca siirekli olarak Ingilizce Ogretmenligi programi olup bu
programlarda egitim veren universiteler belirlenmistir. Bunun igin,

arastirmac1 bilgi edinme basvurusu aracihgiyla OSYM ile temasa gecerek,
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Yiiksekogretim Programlart Kilavuzu'nu hazirlayan kurum personeline
yonlendirilmis ve c¢evrimici olmayan eski Yiiksekogretim Programlari
Kilavuzlarini inceleyebilmek icin OSYM arsivlerini ziyaret etmek iizere bir
goriisme planlanmistir. Yiiksekogretim Programlari Kilavuzlarinin sayfa sayfa
incelenmesi sonucu, 1982'den bu yana Ingilizce Ogretmenligi egitimi veren
liniversitelerin listesi belirlenmistir. Dolayisiyla, arastirmacinin ziyaret
edecegi sehirler ve tniversiteler de bu sayede belirlenmistir. Bu belge
analizinden sonra, 13 ilde asagidaki 17 universite tespit edilmistir; Adana
(Cukurova), Ankara (Gazi, Hacettepe, ODTU), Bursa (Uludag), Canakkale
(Canakkale Onsekiz Mart), Diyarbakir (Dicle), Edirne (Trakya), Erzurum
(Atatiirk), Eskisehir (Anadolu), Hatay (Mustafa Kemal), Istanbul (Bogazici,
Istanbul, Marmara), Izmir (Dokuz Eyliil), Konya (daha 6énce Selcuk olarak
bilinen Necmettin Erbakan) ve Samsun (Ondokuz Mayis). Bunlara ek olarak su
4 sehir ve iiniversite alternatif yerler olarak belirlemistir: Bolu (Abant Izzet
Baysal), Kayseri (Erciyes), Mersin (Mersin) ve Mugla (Mugla Sitki Kogman).
Erisim kolaylig), izin, zaman ve kaynak sinir1 gibi ¢esitli nedenlerden dolay1
bazi sehirler calisma dis1 tutulmustur. Sehirlerin ve iiniversitelerin son listesi
asagida Tablo 1’'de verilmistir. Ayn1 zamanda, Sekil 1, sehirlerin tilke ¢apinda

cografi dagilimini gostermektedir.

Tablo 1

Calismaya konu olan sehirlerin ve tiniversitelerin listesi

Sehirler Universiteler
Ankara Gazi Universitesi

Hacettepe Universitesi
Canakkale Canakkale Onsekiz Mart Universitesi
Diyarbakir Dicle Universitesi
Edirne Trakya Universitesi
Erzurum Atatiirk Universitesi
Hatay Mustafa Kemal Universitesi
istanbul Bogazici Universitesi
{zmir Dokuz Eyliil Universitesi
Konya Necmettin Erbakan Universitesi
Mersin Mersin Universitesi
Samsun Ondokuz Mayis Universitesi
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Sekil 1. Sehirlerin tilke capinda cografi dagilimi.

Katilimcilar

Bu calismanin verileri ti¢ grup katiimcidan toplanmistir. Bu katilimcilar,
Universitelerdeki 6gretmen egitimcileri, okullardaki danisman 6gretmenler ve
ingilizce 6gretmenligi programlarinin son smifinda okuyan hizmet éncesi
O0gretmenler, yani Ogretmen adaylaridir. Katiimcilar, Tirkiye'nin 11
sehrindeki 12 tniversiteden ve 22 okuldan yukarida bahsedilen 6rnekleme
yontemleri ile secilmistir. Calismaya katilan tiim katiimcilarin listesi, Tablo

2’de verilmistir.

Tablo 2

Calismaya katilan tiim katilimcilarin listesi

Sehirler Ogretmen Danigsman Ogretmen Toplam katilimci

egitimcileri Ogretmenler adaylar

(Universite) (Okul)
Ankara 6 1 96 103
Canakkale 3 3 1 7
Diyarbakir 3 3 8 14
Edirne 4 4 - 8
Erzurum 5 3 28 36
Hatay 2 3 2 7
Istanbul 2 8 38 48
[zmir 3 5 10 18
Konya 4 4 8 16
Mersin 5 3 - 8
Samsun 4 6 2 12
TOPLAM 41 43 193 277
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Bu calismaya tniversitelerde calisan 41 oOgretmen egitimcisi katilmistir.
Universitelerdeki 6gretmen egitimcileri, ingilizce Ogretmenligi béliimlerinde
calisan akademisyenlerdir. Bu katilimcilarin hepsi 6gretmen adaylarinin
mesleki gelisiminin saglandigl 6gretmenlik staji derslerini vererek (Okul
Deneyimi ve Ogretmenlik Uygulamasi) hizmet éncesi 6gretmen egitimine katki
saglamaktadirlar. Bu 6gretmen egitimcileri genellikle, 6gretmen adaylar ile
o0gretmen adaylarinin 6gretmenlik uygulamasi yaptiklari uygulama okullarinin
arasindaki bagi saglayan kisilerdir; bu nedenle, ¢ogu zaman, okuldaki
danisman 6gretmenler ve okul yonetimi ile yakin iletisim halindedirler. Bu
calismaya katilan tniversitedeki 6gretmen egitimcileri, ¢calismanin verisinin
toplandigi donemde aktif olarak Ogretmenlik uygulamasi derslerin veren
kisilerdir. Ya da en azindan daha o6nce bu dersi veren kisiler calismaya
katilmistir. Bu 68retmen egitimcilerinin 5’i profesor, 7’si dogent, 15’i doktor
Ogretim tyesi, 8'i doktora unvanina sahip 6gretim gorevlisi, 1'i doktora
unvanina sahip arastirma gorevlisi ve 5’i ya yiiksek lisans mezunu ya da
doktora programi 6grencisi olan 6gretim gorevlisidir. Calismaya katilan 41
liniversite 6gretmen egitimcisinden; 9'unun 6gretmen olarak 1 ila 4 yillik
deneyimi, 15'inin 5 ila 10 yillik deneyimi, 10'unun 11 ila 15 yillik deneyimi,
2'sinin 16 ila 20 yillik deneyimi ve 2'sinin 21 yildan fazla deneyimi vardir. Buna
ek olarak, bu 6gretmen egitimcilerinin 3'lniin dil 6gretmeni olarak hi¢
deneyimi yoktur. Bu deneyimler, ilkokul, ortaokul, ylksek 0gretim
kurumlarinda veya ozel dil kurslarinda, Ingilizceyi yeni 6grenen gruplara
ogretilen dil egitimi deneyiminden olusur. Benzer sekilde, 6gretmen
egitimcilerinin 6gretmen egitimi deneyimleri 1 yildan 37 yila kadar
degismektedir. Bunlardan 7'si 68retmen egitimcisi olarak 1 ila 4 y1l, 12'si 5 ila
10 y1l, 7'si 11 ila 15 y1l, 7'si 16 ila 20 y1l arasinda degisen siirelerde ¢calismistir.
Yalniz bir tanesi, 68retmen egitimcisi olarak 21 yildan fazla deneyime sahiptir.
Bu deneyimler, Ingilizce 6gretmenligi boliimiinde, 6gretmen egitiminde yer

aldiklari yillar1 temsil etmektedir.

Universitedeki 6gretmen egitimcilerinin yani sira, bu calismaya ayrica Tiirkiye

genelinde 22 okuldan 43 danisman o6gretmen katilmistir. Bu danisman
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ogretmenler, ingilizce Ogretmenligi programlarinin staj derslerinde 6gretmen
adaylar1 ogretmenlik gozlem ve uygulamasi i¢in uygulama okullarina
gittiklerinde onlara rehberlik etme gorevini iistlenen ve bu siirecleri takip eden
ingilizce o6gretmenleridir. Ingilizce Ogretmenligi egitim programinin
miifredatinin bir pargasi olarak, dérdiincii sinif 6grencilerinin bir okuldaki
Ingilizce 6gretmenini gézlemleyerek o yilin ilk dénemini gegirmeleri beklenir
ve ikinci yariyil, okullardaki danisman Ogretmeninin gozetimi altinda
belirlenen saatlerde ve derslerde, ders anlatmalar: gereklidir. Genellikle, bu
danisman o6gretmenler okul yonetimi tarafindan belirlenir, ancak bazi
durumlarda deneyimli 6gretmenler de bu rol icin segilebilir. Bu danisman
o6gretmenlerin hangi okullarda ¢alistiklarina baktigimizda, ilkokul, ortaokul ve
lise seviyesinden o6zel ve devlet okullarindan 6gretmenler oldugunu
gormekteyiz. Bu 43 danisman 6gretmenden 1'inin 6gretmen olarak 1 ila 4 yillik
deneyimi, 7'sinin 5 ila 10 yillik deneyimi, 12'sin 11 ila 15 yillik deneyimi,
14'iniin 16 ila 20 yillik deneyimi ve 9 tanesinin ise 21 yildan fazla deneyimi
vardir. Bu deneyimler, Ingilizceyi yeni 6grenen gruplara ilkokul, ortaokul ve
lise diizeylerinde ve 6zel dil kurslarinda gegirilen yillar1 temsil etmektedir.
Benzer sekilde, okullardaki danisman 6gretmenlerin 28'i danisman 6gretmen
olarak 1 ila 4 yillik bir deneyime sahipken, 10 tanesi 5 ila 10 yillik deneyime, 2
tanesi 11 ila 15 yillik deneyime, biri 16 ila 20 yilik deneyime ve yine biri 21
yildan fazla deneyime sahiptir. Son olarak, bu ¢alismaya Turkiye’deki 10 farklh
tiniversitede ve 9 farkh sehirde Ingilizce Ogretmenligi béliimlerinde son sinifta
O0grenim goren 193 hizmet dncesi 68retmen katilmistir. Bu 6gretmen adaylari,
Ingilizce 6gretmenligi béliimlerindeki staj uygulamasi kapsaminda bir taraftan
tniversitedeki 6gretmen egitimcileri, diger taraftan ise okullardaki danisman
O0gretmenler tarafindan Ogretmenlik mesleginin incelikleri konusunda

rehberlik edilen ve yol gosterilen kisilerdir.

Veri Toplama Araglari ve Yontemi

Bu calismada iki temel veri toplama araci kullanilmistir. Universitedeki

ogretmen egitimcileri ve okullardaki danisman 6gretmenler ile so6zlii gériisme
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yoluyla, 6g8retmen adaylari ile acik uc¢lu sorulardan olusan bir anket yardimiyla

veri toplanmistir.

Belirli bir amaci ve yonelimi olan konusmalar olarak tanimlanan soézli
goriismeler (Barlow, 2010), durum ¢alismalarinda yaygin olarak kullanilan bir
veri toplama yontemidir (McGinn, 2000). DeMarrais'in (2004) belirttigi gibi,
“sozll goriisme, bir arastirmacinin ve katilimcinin, bir arastirma ¢alismasiyla
ilgili sorulara odaklanan bir konusmaya dahil oldugu bir siirectir. Bu sorular
genellikle katilmcilardan diistincelerini, goriislerini, bakis acilarini veya belirli
deneyimlerin ag¢iklamalarini istemektedir” (deMarrais, 2004, s. 54). Bu
calismada kullanilan sézli gériisme yontemi katilimcilarin gorislerini ve

deneyimlerini ortaya ¢ikarmayi amacglamaktadir.

Ogretmen egitimcileri icin gériisme sorularini olusturma asamasinda birkag
husus dikkate alinmistir. Birincisi, 6gretmen egitimcilerinin mesleki gelisimi
lizerine halihazirda var olan literatiirdiir. Goriisme sorular1 yazilmadan once,
arastirmaci, ulusal ve uluslararasi diizeyde 6gretmen egitimcilerinin mesleki
gelisimine odaklanan ¢alismalar1 kapsaml bir sekilde okumustur. Daha sonra,
bu calismanin genel amaglari ve yol gosterici arastirma sorulari ile birlikte, bazi
on temalar belirlenmistir. Tez danismani ve diger meslektaslarla yapilan bir
dizi tartismadan sonra goriisme sorularinin yazilmasi, diizenlenmesi ve
glincellenmesi ile goériisme sorularinin son hali olusturulmustur. Olusturulan
bu gorlisme sorular1 aracilifiyla veri toplama silirecine gecilmeden once,
arastirmaci, bu sorulari, ¢calismanin arastirma sorularini tiim yonleri ile ele
aldigindan emin olmak igin pilot uygulama gergeklestirmistir. Bu amacla,
arastirmacinin  kendi iniversitesindeki 8 0Ogretmen egitimcisi ile
gorusulmiistiir. Goriisme sirasinda katilimcilar bu goriismenin genel
calismanin pilot asamasi oldugu konusunda bilgilendirilmistir, boylece yapici
geri bildirimler vermeleri istenmistir. Pilot goriisme stireci sonrasi ilgili geri
bildirimlerden sonra sorulara gerekli degisiklikler yapilmis ve son taslak
hazirlanmistir. Bunun disinda sorular Milll Egitim Bakanligi, Yenilik ve Egitim

Teknolojileri Genel Midiirliigii'nden bir uzmana gosterilmis, sorularin
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okullardaki danisman 6gretmenler tarafindan nasil karsilanacagina dair bazi

oneriler alinmistir.

Sozll goriisme sorular1 Ek A ve Ek B'de sunulmaktadir. Ayni goriisme sorulari
hem tniversitelerdeki 6gretmen egitimcilerine hem de okullardaki danisman
O0gretmenlere sorulmustur. Gorliisme sorulary, katilimcilarin 68retmen
egitimcisi olmayr nasil tanimladiklarini, 6gretmen egitimcilerinin genel
ozelliklerini ve Kisilik 0Ozelliklerini nasil tanimladiklarini ve 6gretmen
egitimcisi olarak {istlendikleri mesleki rolleri igcermektedir. Gortisme
sorularinda ayrica 6gretmen egitimcilerinin yeterlilikleri ile ilgili sorular da
mevcuttur: 6gretmen yetistirme bilgi tabaninin unsurlarinin neler oldugu, bu
bilgi tabaninin nasil gelistigi ve bu bilgi tabaninin okullardaki 6gretmenler ve
Universitedeki ogretmen egitimcileri icin farkli olup olmadigl. Ayrica,
O0gretmen egitimcileri icin mesleki gelisime odaklanan sorular da
bulunmaktadir: mesleki gelisimi nasil tanmimladiklar, mesleki gelisimi
saglamada ne gibi yontemlere basvurduklari, bu uygulamalarin sonuc¢larinin

neler oldugu, hangi sorunlarin oldugu ve ihtiyaglarinin neler oldugu gibi.

Ogretmen egitimcileri ile yapilan sézlii goriismelerin yani sira, 6gretmen
adaylarina acik uglu sorulardan olusan kisa bir anket verilmistir. Ogretmen
adaylarina yonelik bu acik uglu anketin 5 sorusu bulunmaktadir: ideal
O0gretmen egitimcilerini nasil tanimladiklari, 6gretmen egitimcilerinin sahip
olmalar1 gereken yeterlik ve becerilerin ne oldugu, 6gretmen egitimcilerinin
kendilerini nasil gelistirmeleri gerektigine iliskin gortsleri, son olarak da
tiniversite ve okuldaki 6gretmen egitimcileri ile ilgili yasadiklar1 olumlu ve
olumsuz deneyimleri. S6zli goriisme sorularinda oldugu gibi, asil veri toplama
isleminden once, arastirmacinin kendi tiniversitesindeki birka¢ 6gretmen
adaymin sorular1 yanitlamalar1 ve varsa agikliga kavusturulmasi gereken
noktalar: belirlemeleri istenmistir. Ogretmen adaylarina, bunun pilot bir anket
oldugu sdylenmis ve yapici geri bildirimlere ihtiya¢ duyuldugu belirtilmistir.
Onlardan alinan geri bildirimle birlikte, 6gretmen adaylar: icin acik uglu

anketin son hali olusturulmustur. Anket sorular1 Ek C'de sunulmustur.
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Veri toplama stireci Mayis 2017 ile Nisan 2018 arasinda gergeklestirilmistir.
Siireleri 13 ila 65 dakika arasinda degisen toplam 80 adet s6zlli goriisme ve
193 adet anket bulunmaktadir. Universitedeki 6gretmen egitimcileri ile 21
saat, okullardaki danisman o6gretmenlerle 15 saat olmak iizere, sozli
goriismelerin toplam siiresi 36 saat 52 dakikadir. Veri analizinin nasil yapildigi,

bir sonraki béliimde anlatilmistir.

Veri Analizi

Veri analizinin ilk adimi olarak veriler hazirlanmis ve organize edilmistir
(Creswell, 2013). Tum gorusmeler, katiimcilarin sdylediklerinin gercekligine
miidahale etmemek icin dilbilgisi hatalarin1 oldugu gibi tutarak bir kelime-
islemci yazilimi kullanilarak ¢6zimlenmistir. Arastirmaci, tim gorismeleri
kendisi ¢6zlimlemis, bu sayede tekrar tekrar dinlemis olarak veriyi yakindan
takip etmistir. Boylelikle, arastirmacinin veriyi heniiz ¢6ziimleme asamasinda
icsellestirmesi saglanmistir. Bu da genel analiz siirecinde ilk adim olarak
disiiniilebilir (Bailey, 2008). Transkripsiyon siireci bittikten sonra sozli
gorliismeler yoluyla toplanan veriler MAXQDA standart 2018 (18.0.8 siiriimii)
nitel veri analizi yazilimi ile analiz edilmistir. Verilerin incelenmesinde, icerik
analizi (Patton, 2015) yéntemi kullanilmistir. i¢erik analizi, ¢esitli tekniklerle
elde edilen metnin analizini ifade eder. Icerik analizinde amag, niteliksel
verileri azaltmak ve yinelenen temalar1 ve anlamlari tanimlamak i¢in bir
anlamlandirma ¢abas1 uygulamaktir (Patton, 2015). Bu nitel durum ¢alismasi,
metin formatinda epeyce fazla goriisme verisi icerdiginden, verileri anlaml bir
sekilde inceleyip yorumlamak icin igerik analizinin uygulanmasini
gerektirmektedir. Genel veri analizi prosediirii asagidaki gibidir: 1)
goriismelerin oldugu gibi ¢6zlimlenmesi (transkripsiyon), 2) ilk kodlar
olusturmak icin ilk okumanin gergeklestirilmesi, 3) sistematik bir sekilde
kodlama yapmak icin tiim verinin tekrar okunmasi, 4) temalar1 belirlemek i¢in
tekrar eden kavramlarin belirlenmesi, 5) verinin azaltilip ¢alismanin arastirma
sorularina odaklanilmasi, 6) temalarin olusturulmasi, 7) sonuglarin sunulup
tartisilmasi. Bu prosediir dogrusal degil, dongiisel bir siirecte ilerlemistir. Bir

diger degisle, belirtilen asamalar arasinda gidip gelinmis, uzman goruslerine
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sik sik basvurulmus ve ortaya ¢ikan kodlar ve temalar tekrar tekrar gozden

gecirilmigtir.

Bu calismada kodlama siirecinde Saldana (2009)'nin kodlama metodu
kullanilmistir. Saldana (2009)’ya gore kod “bir dil ya da gorsel verilere ait bir
boliim icin 6zetleyici, géze ¢arpan, 6zii yakalayan ve / veya c¢agristiran bir
ozelligi sembolik olarak atayan bir kelime ya da kisa bir ifade” olarak
tanimlanir (s. 3). Ayrica, “kodlamanin kesin bir bilim olmadigini; bunun daha
ziyade siirecin benzersizligini vurgulamak icin o6ncelikle bir yorumlama
eylemi” (s. 4) oldugunu belirtir. Saldana (2009), iki asamali bir kodlama
metodu sunmaktadir: Birinci asama kodlama yontemi, verilerin ilk
kodlamasinda ortaya ¢ikan stirecglerdir ve ikinci asamadaki kodlama yéntemi,
kodlanmis verileri, nihai kodlar1 ve temalari sunmadan o6nce analitik

becerilerle yeniden yapilandiran siireglerdir.

Saldana (2000)'nin kodlama metoduna gore kodlama yapildiktan sonra,
analizin ve kodlarin giivenirligini arttirmak i¢in verinin %10’unu olusturan ve
rastgele secilen 8 adet sozlii goriisme, ikinci bir kodlayic1 tarafindan daha
kodlanmistir. Bu ikinci kodlayici, o6gretmen egitimi alaninda doktora
derecesine sahip ve daha 6nce MAXQDA nitel veri analizi programi ile kodlama
yapmis deneyimli bir alan uzmanidir. Ikinci kodlayici ile arastirmacinin kendi
kodladig1 veriler karsilastirildiginda, %89 ila %100 arasinda degisen oranlarda
kodlama benzerligi gorilmiistiir. Bu da yapilan kodlamanin giivenilirligini

artiran bir faktor olarak goriilmektedir.

Calismanin Giivenilirligi

Nitel arastirmacilar, bazen kismen nitel arastirmalarin kendilerine 6zgu
dogasindan dolay1 ya da kendilerini pozitivist paradigmalarin anlayisindan
uzaklastirabilmek adina dogrulama ve giivenilirlik konularini ele almak icin
farkli terminolojiler kullanirlar (Shenton, 2004). Onemli yapisalcilardan,
Lincoln ve Guba (1985), natiiralist paradigmalar tarafindan beslenen bir

calismanin “giivenirligini” garantilemek icin 6zgiin terimler kullanirlar. i¢
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gecerlilik (internal validity) yerine inanilirlik (credibility), dis gecerlilik
(external validity) yerine aktarilabilirlik (transferability) gilivenirlik
(reliability) yerine giivenilebilirlik (dependability) ve nesnellik (objectivity)

yerine onaylanabilirlik (confirmability) terimlerini alternatif olarak sunarlar.

Bu calismada genel olarak giivenirligi saglamak amaciyla su unsurlardan
bahsedilebilir. Oncelikle, bu ¢alismanin arastirmacisi, uzun yillar boyunca bir
liniversite baglaminda c¢alisan bir arastirma gorevlisi olarak yabanci dil
O0gretmen egitiminin i¢cinde yer almistir. Bu sayede arastirmaya konu olan
ortamlarin kiiltiiriinii iyi bilmektedir (Shenton, 2004). Ayrica, liniversiteler ve
okullar maksimum ¢esitlilik ornekleme yontemi kullanilarak secilmesine
ragmen, 0gretmen egitimcileri ve danisman 6gretmenler ¢alismaya gontlli
olarak katilmistir. Yine baska bir husus sudur: arastirmaci, tez danismani ile,
tez izleme komitesi toplantilarinda jiiri tiyeleri ile, diger doktora adaylar1 ve
akademisyenler ile cesitli goriismeler yaparak strekli fikir aligverisinde
bulunmustur. Ayrica, kodlama siireci (kodlar ve kodlanmis boliimler), tez
danismani ve kodlama konusunda deneyimli bir aragstirmaci tarafindan siirekli

olarak tartisilmistir.

BULGULAR ve TARTISMA

Genel olarak bakildiginda, bu g¢alismadan ¢ikan sonuglar su sekilde
ozetlenebilir. Oncelikle, 6gretmen egitimcilerinin mesleklerini cesitli
perspektiflerden tanimladiklar1 soOylenebilir: mesleki o6zellikler, Kisilik
ozellikleri, roller ve sorumluluklar. Dahasi, 6gretmen egitimcisi olmak igin
belirli bir bilgi tabanm1 oldugu da gorilmektedir. Katihmcilar ayrica bir
O0gretmen egitimcisinin sahip olmas1 gereken belirli becerilerden de
bahsetmektedir. Son olarak, mesleki gelisim ile ilgili sonuclar, 6gretmen
egitimcilerinin mesleki gelisim i¢in ¢esitli uygulamalara ve hem kisisel mesleki
gelisim konusunda hem de 6gretmenlik deneyimi dersi baglaminda cesitli
sorun ve Onerilere sahip olduklarini géstermektedir. Bu sonuclardan daha

ayrintili bir sekilde asagida bahsedilmektedir.
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Sozli gorismelerde 6gretmen egitimcilerine “bir 6gretmen egitimcisini nasil
tanimlarsiniz?” diye soruldugunda verilen cevaplarin c¢esitli oldugu
gorilmektedir. Katihmcilardan bazilar1 6gretmen egitimcisini “6gretmen
olmak icin egitim goren 6g8rencilere rehberlik eden ve onlar1 egiten herkes”
seklinde genel bir ifade ile tanimlarken, bazilar1 ise 6gretmen egitimcisi
meslegini yaptiklari ise bagh olarak tanimlamaktadir. Ornegin, {iniversitedeki
O0gretmen egitimcileri icin, bir 6gretmen egitimcisi, “lniversitedeki tiim
Ogretim elemanlar1” ya da sadece “staj dersini veren” 6gretim elemanlaridir.
Ayni sekilde, baz1 6gretmen egitimcileri okullardaki danisman 6gretmenleri de
O0gretmen egitimcisi olarak tanimlarken, bazilar1 onlar1 bu tanima dabhil
edemeyecegimizi soylemektedir. Bu durum, okuldaki danisman 6gretmenlerin
cevaplarinda da benzerlik gostermektedir. Katilimcilarin ¢ogu, 6gretmen
egitimcisini “lniversiteden gelen 68rencilere 6gretmenligin ne oldugu ile ilgili
deneyimlerini paylasan herkes” olarak tanimlamaktir. Bu tanimlar, Wentz
(2001) ve Cohen ve ark. (2004) tarafindan sunulan tanmimlarla benzerlik
gostermektedir. Bununla birlikte, katilimcilar arasinda 6gretmen egitimcisi

olmadiklarini agikc¢a belirtenler de vardir.

Calismanin bir diger sonucuna gore, 68retmen egitimcileri mesleki ve kisilik
ozelliklerini tanimlamak icin cesitli ifadeler kullanmaktadirlar. Rol model
olmak, 6gretmen egitimcileri tarafindan en ¢ok bahsedilen oOzelliklerden
birisidir. Bu, 68retmen adaylarinin 6gretmen egitimcilerinden sadece nasil
ogreteceklerini 6grenmekle kalmayip, meslege basladiklarinda bir 6gretmen
olarak nasil davranacaklarini da gérmeleri anlamina gelmektedir. Bu nedenle,
O0gretmen egitimcilerinin  kisilik  6zellikleri, 6gretmen egitimcilerini
tanimlamanin yani sira 6gretmen adaylarina rol model olmalari i¢in gerekli
mesleki niteliklerin (Helterbran, 2008) tanimlanmasinda da 6énemli bir rol
oynamaktadir (Lunenberg, Korthagen, Swennen, 2007; Griffiths, Thompson,
Htyniexicz, 2014; Tunca ve ark., 2015). Universitedeki O0gretmen egitimcileri
tarafindan en ¢ok bahsedilen diger mesleki 6zellikler, degisime ve kendini
gelistirmeye ag¢tk olmak, alan bilgisi ve pedagojiyi iyi bilmek olarak

tanimlanmaktadir. Kisilik 6zellikleri icin, ¢ogunlukla saygili olmak, anlayish
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olmak, destekleyici ve tesvik edici bir 6grenme ortami yaratabiliyor olmaktan s6z
etmislerdir. Okullardaki danisman Ogretmenler de benzer mesleki
ozelliklerden bahsetmektedirler. Alan bilgisine sahip olmak ve kendini
gelistirmeye acik olmak bahsedilen en énemli 6zelliklerden ikisidir. Danisman
ogretmenlerin kisilik 6zelliklerine baktigimizda ise, destekleyici, yardimci,
motive edici ve anlayisli olmanin o6nemli oldugundan bahsettikleri

goriilmektedir.

Bu calismada elde edilen sonuclar, 6gretmen egitimcilerinin 6gretmen egitimi
ile ilgisi olan ya da olmayan gesitli rolleri ve sorumluluklar1 oldugunu da
gostermektedir. Katilimcilar hem tiniversitedeki 6gretmen egitimcilerinin hem
de okullardaki danisman Ogretmenlerin en oOnemli roliiniin 6gretmen
adaylarina rehberlik etmek ve onlarin iyi birer 6gretmen olabilmeleri igin

mesleki gelisimlerine katki saglamak oldugunu dusiinmektedir.

Calismada wulasilan ilging bir sonu¢ da sudur; okullardaki danisman
ogretmenler, Ustlenmeler gereken baska herhangi bir rolden
bahsetmemektedirler. Bununla birlikte, Ttniversitedeki o0gretmen
egitimcilerinin, arastirma yapmak, ders vermek, idari gorevlerde bulunmak,
okul ile tiniversite arasindaki is birligini saglamak gibi diger gorevlerinin de

oldugu katilimcilar tarafindan belirtilmektedir.

Calismanin 6nemli sonuglarindan bir tanesi de 6gretmen egitimcilerinin,
ogretmenlerinkinden farkli bir bilgi tabanina sahip olduklarinin
belirtilmesidir. Katilimcilar, 68retmen egitimcilerinin bilgi tabanini olusturan

bes bilgi alaninin oldugunu bildirmektedir. Bunlar:

1. Konu/alan ve pedagoji bilgisi

2. Ogrenciyi tanima ve 6grenmenin nasil gerceklestiginin bilgisi
3. Miifredat ve degerlendirme bilgisi

4. Toplum, egitim politikasi ve egitim sistemi bilgisi

5. Arastirma bilgisi
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Bu calismanin bir baska sonucu da sudur: katilimcilara goére 6gretmen
egitimcilerinin sahip olmasi gereken belirli beceriler vardir. Bu beceriler yedi

ana grupta toplanmaktadir:

1. Teori ve pratik iliskisini gostererek 6gretme konusunda model
olabilmek

2. Iletisim kurabilmek

3. Bilimsel arastirma yapabilmek

4. Uygulamalar lizerine diisiinerek kendini gelistirebilmek

5. Ogrenmeyi gozlemleyebilmek ve degerlendirebilmek

6. Problemleri arastirabilmek ve ¢6zebilmek

7. Dil kullanim1 konusunda rol model olabilmek

Bununla birlikte, bu c¢alisma 6gretmen egitimcilerinin mesleki gelisim
tanimlari, yontemleri, bu yontemlerin sonuclari, mesleki gelisim sorunlari,
ihtiyaclar1 ve onerilerini de belirlemeyi amag¢lamistir. Buna gore, 6gretmen
egitimcilerinin mesleki gelisimi iki yo6nli tanimladiklar1 gorilmektedir.
Birincisi, 6gretmen egitimcilerine gore mesleki gelisim, en genis ifade ile
kendini gelistirmek olarak tanimlanmaktadir. Bunun yani sira, mesleki
gelisimin katilmcilar tarafindan dgretim kalitesinin gelistirilmesi olarak da
tanimlandig1 gorilmektedir. Universitedeki 6gretmen egitimcileri mesleki
gelisimi alanda yltikselmek i¢in kisisel gelisim seklinde de tanimlamaktadir. Bu
tanimlarin yan sira, katilimcilar mesleki gelisim yontemleri ile ilgili su dort

kategoriden bahsetmektedirler:

1. Ogretmen egitimi ile ilgili arastirma yapmak ve alan1 takip etmek
(makale yazmak, okumak, proje liretmek, konferanslara katilmak ve
sunum yapmak vb.)

2. Cesitli Kkisilerle is birligi yapmak (meslektaslarla, 6grencilerle,
o0gretmenlerle birlikte ¢alismak vb.)

3. Cesitli kisisel mesleki 6grenme yollarina bagvurmak (seminerlere,
kurslara katilmak, yurtdisina gitmek, teknolojik gelismeleri takip

etmek, lisansiistii egitim vb.)

238



4. Kendi uygulamalarinin iizerine diisinmek (ders materyallerin
giincellemek, yeni bir ders agmak, gelismeye ve yeniliklere acik olmak

vb.)

Okullardaki danisman 6gretmenlerinin mesleki gelisim yontemleri ile ilgili
onemli bir bulgu, mesleki gelisim konusunda hi¢bir sey yapmadiklarindan

bahsetmeleridir.

Ogretmen egitimcilerinin mesleki gelisim yoéntemlerinin sonuglarina
bakildiginda sunlar goriilmektedir. Bu mesleki gelisim ydntemleri sonrasi
ogretmen egitimcileri bilgilerini giincel tutma, kendini fark etme, smif
uygulamalarini  degistirme ve yaptiklar1 arastirmalarin yayinlaniyor

olmasindan bahsetmektedirler.

Ogretmen egitimcilerinin mesleki gelisim konusunda yasadiklarindan
bahsettikleri sorunlar sunlardir: 1) kurumsal ve tutumsal sorunlar (kurumun
desteklememesi, meslektaslarinin olumsuz tutumlari vb), 2) zaman eksikligi ve
asir1 ders yuki, 3) blitce azlig1 ve kaynaklara erisim yetersizligi, 4) 6grencilerin
bilgisinin ve 6grenme ortamlarinin yetersizligi, 5) egitim ve genel destek

eksikligi.

Mesleki  gelisim  konusundaki ihtiyaclara bakildiginda, 06gretmen
egitimcilerinin mesleki gelisim icin ek egitim ve firsatlara, daha fazla zamana
ve daha az ders yiikiine, daha fazla blitgeye ve kaynaga erisime ihtiyaci oldugu
gorilmektedir. Ogretmen egitimcilerinin mesleki gelisim konusundaki
onerileri incelendiginde hem tniversitelerdeki 6gretmen egitimcilerinin hem
de okullardaki danisman o6gretmenlerin, daha sik bir araya gelip
uygulamalarin1 tartismalar1 i¢in daha fazla ortam olmas1 gerektiginden
bahsettikleri goriilmektedir. Mesleki gelisim onerileri ile ilgili bir diger 6nemli
sonu¢ da 6gretmen egitimi siirecinin tiim paydaslar arasinda daha fazla is

birliginin olmasi gerektigidir.
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ONERILER

Bu calismanin en 6nemli sonu¢larindan bir tanesi, ¢alisma sonunda onerilen
“Tiirkiye’deki Ingilizce 6gretmen egitimcileri icin bir standartlar cercevesi”dir.
Cerceve, tu¢ profil temelinde gelistirilmistir: tanim profili (6gretmen
egitimcilerinin mesleki o6zellikleri ve Kkisilik o6zellikleri), yeterlilik profili
(6gretmen egitimcilerinin bilgi tabani ve becerileri) ve 6gretmen egitimcileri
icin bir mesleki gelisim profili. Bu standartlar ¢ercevesinin detaylarina Ek G’'den
ulasilabilir. Bu noktada, Tiirkiye'de boyle bir cercevenin su ana kadar
bulunmadigini belirtmek gereklidir. Onceki béliimlerde de belirtildigi gibi,
Universitelerde  6gretim  elemanlarinin  gorevlerini,  rollerini  ve
sorumluluklarini ve okullardaki danisman 6gretmenleri tanimlayan iki kaynak
vardir. Bunlardan birincisi, Yiiksekogretim Kanunu'nun 22.nci maddesinde
gecen “O8retim lyelerinin gorevleri” ile ilgili husustur. Bu maddede belirtilen
gorevler, alan ayrimi olmaksizin, iiniversitedeki tim ogretim {yelerini
kapsayan genel gorevlerdir. Benzer bir bakis acgisiyla, Yiksekogretim Kurulu
tarafindan yayimlanan Fakiilte-Okul Is birligi kilavuzunda (YOK, 1998),
O0gretmen yetistirme programlarindaki paydaslar olan universite 0gretim
elemanlar1 ve damigsman Ogretmenlerin rolleri ve sorumluluklar
tanimlanmistir. Fakat, bu rol ve sorumluluklar da alana 6zgii degildir. Ayrica,
s6z konusu kilavuzda 68retmen egitimcilerinin mesleki gelisimi ya da mesleki
ozellikleri ile ilgili bir sey sdylememektedir. Bu baglamda, bu cerceve,
O6gretmen egitimcisinin mesleki tanimlari, 6zellikleri, yeterlik, bilgi tabani ve
mesleki gelisim profillerini kapsamasi bakimindan yeni bir ¢cergevedir. Ayrica,
yabanci dil 68retmen egitimcileri icin Turkiye baglaminda daha 6nce ayrintih
olarak incelenmemis olan mesleki 6zellikler, kisilik 6zellikleri, bilgi taban,

beceri ve mesleki gelisim gibi konulara da odaklanmaktadir.

Bu calisma sonunda, 6gretmen egitimcilerinin mesleki gelisimi, 6gretmen
egitimi uygulamalari, miifredat gelistirme ve gelecekteki arastirmalara yol

gosterme noktasinda cesitli 6neriler sunulmaktadir.
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Oncelikle bu calisma, iiniversitelerdeki 6gretmen egitimcileri ve okullardaki
danisman 6gretmenler icin bir mesleki gelisim topluluguna ihtiya¢ duyuldugu
sonucuna varmistir. Mesleki gelisim icin konferansa katilmanin, makale
yazmanin ve yapilan arastirmalari paylasmanin yani sira, katilimcilar,
ogretmen egitimcilerinin belirli araliklarla bir araya geldikleri, is birligi icinde
calistiklar1 ve 0Ogretmen egitimi uygulamalarini tartistiklary, kendi
uygulamalarini degerlendirdikleri, fikirlerini paylastiklar1 bir mesleki gelisim
topluluguna sahip olma ihtiyacinin altin1 cizmektedirler. Ogretmen egitimcileri
icin boyle bir mesleki gelisim toplulugu olusturmanin yollarindan bir tanesi,
ogretmen egitimcilerine bir “6gretmen egitimcileri dernegi” kurma yoniinde
gerekli tesvik ve 6zendirmeleri saglamaktir. Bu tiir sivil toplum kuruluslari,
ozellikle Avrupa'da, uluslararasi baglamlarda yaygindir. Ornegin, Uluslararasi
Ogretmen Egitimi Forumu (InFo-TED) buna basarih bir oérnek olarak
gosterilebilir. Bircok farkl tulkeden (Belgika, Norveg, Hollanda, ingiltere,
Irlanda, Iskogya, Avustralya, Israil ve ABD) katihmciy1 bulusturan bu forum,
o0gretmen egitimciliginin bilgi tabanlarini gelistirmeyi ve bu bilgi tabanlarini
uluslararasi bir programa doénilistiirmeyi amacglamaktadir. Ayrica, 68retmen
egitimcilerinin egitilmesi icin destekleyici kilavuzlar gelistirmek ve uygulamak
da bu forumun amaglarindandir. Tiirkiye'de de hem tiniversitelerdeki
ogretmen egitimcilerinin hem de okullardaki danisman 6gretmenlerin ortak

bir platformda bulustugu bir mesleki gelisim topluluguna ihtiyag¢ vardir.

Mesleki gelisim topluluklarina ek olarak, Lave ve Wegner (1991) tarafindan
tanimlandig1 gibi “ustadan égrenme” yontemi, 6gretmen egitimcisinin mesleki
gelisimi icin yararh sonuclar saglayabilir. Diger bir deyisle, tecriibeli 6gretmen
egitimcilerinin yeni baslayan 6gretmen egitimcilerinin “6gretmen egitimcisi
kimligini” insa etmelerine ve 0gretmen egitmenleri olarak uygulamalarini
gelistirmelerine yardimci olabileceklerdir. Bu nedenle, yeni baslayan 68retmen
egitimcileri, deneyimli  Ogretmen  egitimcilerinin  deneyimlerinden

faydalanabilir.
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Benzer bir bakis acisiyla, Universitelerdeki oOgretmen egitimcileri ve
okullardaki danisman o6gretmenler, ortak projeler, kurslar, toplantilar,
tartismalar vb. olusumlarda aktif olarak yer alarak birbirlerinden 6grenip
kendilerini mesleki anlamda gelistirebilirler. Bu ¢alismada gortlmektedir ki
baz1 6gretmen egitimcileri, bilgi tabanlarini ve becerileri cogunlukla akademik
ve teorik konularla iliskilendirmektedir. Baska bir deyisle, teoriyi bildiklerini,
fakat Ingilizcenin &égretimi  konusunda deneyimlerinin az oldugunu
soylemektedirler. Benzer sekilde, okullardaki danisman 6gretmenler, uzun
yillardir akademiden uzak kaldiklarindan dolays, her ne kadar Ingilizce
ogretimi konusunda pedagojik uzmanlar olsalar da teorik bilgi noktasinda
eksikleri oldugundan bahsetmektedirler. Bu nedenle, bu iki grup daha sik bir

araya gelip birbirlerinin deneyimlerinden yararlanabilirler.

Bir baska ac¢idan bakildiginda ise, 6gretmen egitimcileri, kendi mesleki
gelisimlerine, Ogretmenlerin mesleki gelisimine ve Ogretmen egitimi
arastirmalarina katkida bulunmak gibi ¢ok yonli rolleri olan ézerk
entelektiieller olarak tanimlanabilir. Bu c¢alismanin bir ¢ikarimi da sudur:
O0gretmen egitimcileri mesleki gelisimleri icin cesitli topluluklarin bir parcasi
olmanin yanm sira, kendi kendilerine de arastirmalarina odaklanabilen
bireylerdir. Bu nedenle, 68retmen egitimcilerinin mesleki gelisim ihtiyaglarini
karsilayabilmeleri icin daha fazla biitge, zaman ve kendi kendine arastirma

yapma firsatlarina sahip olmalar1 da gerekmektedir.

Bu calismadan c¢ikan diger bir 6neri de okullardaki danisman 6gretmenlerin
dgretmen egitimcisi olarak egitilmeleridir. Tiirkiye baglaminda, YOK ve MEB
tarafindan bu danisman Ogretmenlerin rolleri ve yapmalari gerekenler
konusunda belirlenen baz1 kriterler bulunmaktadir (YOK, 1998). Buna ek
olarak, Milli Egitim Bakanligl, zaman zaman 6gretmen adaylarina rehberlik
etme gorevini listlenen 6gretmenler icin seminerler diizenlemektedir. Ayrica,
O0gretmenler icin staj doneminde 6gretmen adaylarinin mesleki gelisimleri igin
izlenecek strecle ilgili yonergeler de yine MEB tarafindan yayinlanmaktadir.

Ancak, bu ¢alismadaki katilimcilarin cevaplarinda goriildigi gibi bunlar yeterli
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olmamaktadir. Cogu zaman, danisman 6gretmenler, 68retmen egitimi siireci
hakkinda iyi bilgilendirilmediklerden bahsetmektedirler. Bu durumlarda,
o0gretmen adayinin (son siif 6grencisinin) 6gretmenlik uygulamasi deneyimi,
istenildigi kadar faydali olamamaktadir. Bu nedenlerle, danisman
ogretmenlerin 6gretmen egitimi ve staj siireci hakkinda sistematik bir sekilde
egitilmesi ve bilgilendirilmesi siddetle tavsiye edilmektedir. Bu egitim ya da
bilgi paylasimi, tniversitelerdeki 6gretmen egitimcileri ve uzun yillar
danismanlik yapan deneyimli danisman 6gretmenler tarafindan ortaklasa bir

bicimde verilebilir.

Son olarak, bu calismada, 6gretmen egitimi programinin bir parcasi olan son
smiftaki ogretmenlik uygulamasi stajinin programda c¢ok ge¢ verildigi
sonucuna varimistir. Programin son yili olan 4. sinif, 6gretmen adaylarinin
ogretmen olma konusunda gerekli beceri ve anlayislar1 kazanmalari icin yeterli
degildir. Bu nedenle, 6gretmen adaylarinin gercek okul ortamlariyla daha
erken tamsmalari icin daha fazla firsat sunulmasi noktasinda ingilizce
ogretmenligi egitim programinda degisiklikler yapilmasi1 gerekmektedir. Bu
calismaya katilan bircok 6gretmen egitimcisinin ve 6gretmen adayinin da
belirttigi gibi, okul deneyimi ve 0Ogretmenlik uygulamasi derslerinin
programda birinci siniftan itibaren ve daha fazla sayida yer almasi gerektigi
diistiniilmektedir. Okul deneyimi ile erken tanismak, teori ve pratigin daha
faydalh bir sekilde birlestirilmesini saglayarak, 6gretmen adayinin okul
ortamina daha iyi hazirlanmasina imkan tamyacaktir. Bu c¢alismanin
ylriitiildiigii esnasinda, 6gretmen egitim programlarinin  Ogretmenlik
Uygulamasi dersleri YOK tarafindan May1s 2018'de giincellenmistir. Fakat yeni
programda da goriilmektedir ki, degisen sadece Okul Deneyimi dersinin yerine
Ogretmenlik Uygulamas1 1 dersinin geldigidir. Bu ders, Ogretmenlik
Uygulamasi II dersi ile birlikte yine programin son yili olan 4. sinifta
verilmektedir. Ancak, 6gretmen adaylarinin 6gretmenlik deneyimi icin daha
fazla firsata ihtiyaci vardir. Bu baglamda, programin tekrar giincellenmesi ve

ogretmenlik uygulamasi derslerinin sayisinin ¢ogaltilmasi ile, bu derslerin
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programa birinci smiftan itibaren entegre edilmesinin gerekli oldugu

distiniilmektedir.

Bu calisma, Tiirkiye'deki Ingilizce 6gretmeni egitimcilerinin tanimlarin,
yeterliliklerini ve mesleki gelisim profillerini arastirmaya yonelik bir
girisimdir. Bununla birlikte, diger her arastirmada oldugu gibi, bu ¢alismanin

da potansiyel sinirlamalari olabilir.

Her seyden 6nce, bu calisma Tiirkiye genelinde 11 ilde, liniversitelerdeki 41
O0gretmen egitimcisi, okullardaki 43 danisman 6gretmen ve 193 68retmen
adayi ile yuritilmistir. Baslangicta 6rneklemde yer alacak daha fazla sehir
olmasina ragmen, veri toplama siirecinde veri doygunluguna ulasildigl

diistiniildiigiinden veri toplama siirecinde ek sehirler dahil edilmemistir.

Bir diger kisitlama da bu c¢alismanin okul yoneticilerinin veya karar
merciindeki diger kigilerin (MEB ve YOK yetkilileri gibi) goriislerini
icermemesidir. Bu ¢alisma, 6gretmen egitimcilerinin profillerini arastirmaya
yonelik bir girisim olsa da konu ilgili gelecekte yiirtitiilecek olan ¢alismalara bu

yetkilileri de kapsayan bir 6rneklem olusturmalar1 6nerilmektedir.
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