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ABSTRACT

INTERCULTURAL COMPETENCE IN THE EYES OF STATE SCHOOL EFL
TEACHERS IN TURKEY AND A SUGGESTED IN-SERVICE TRAINING
MODULE

Gedik Bal, Nur
Ph.D., English Language Teaching

Supervisor: Assoc. Prof. Dr. Perihan Savag

October 2019, 330 pages

Intertwinement of cultures is at an utmost level thanks to globalization, migration,
trade advances in transportation, and the information communication technology.
One way to equip learners with both cultural and linguistic skills to have successful
communication with people in diverse settings is to enhance their intercultural
competence (IC). Teachers’ cognition and their practices have a critical role in the
development of learners’ IC in an EFL setting. Therefore, this interpretative
phenomenological study aimed to reveal EFL teachers’ perceptions of IC, explore
their teaching practices in relation to IC and develop a training program/module in
view of the teachers’ perceived needs in the development of their learners’ IC. In
view of these purposes, in-depth semi-structured interviews were conducted with
the EFL teachers. Besides, in order to reach interview participants and get deeper
insight into their background and working context a survey was carried out prior to
interviews. As data analysis instrument, MAXQDA was exploited and
interpretative phenomenological analysis was conducted. The results indicated
teachers’ definition of IC was compatible with the suggested literature and their
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experiences and suggestions regarding how to develop IC of learners had the
potential to provide insight for language educators. Teachers’ recommendations for
the possible training program were also meticulously analyzed and a training
module for in-service EFL teachers was designed based on these. This qualitative
study might contribute to the relevant literature in Turkish context in terms of
revealing praxis of EFL teachers and suggesting a tentative in-service training

module based on Turkish EFL teachers’ needs.

Keywords: Intercultural competence, in-service training, professional

development
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TURKIYE’DE DEVLET OKULLARINDA INGILiZCEYi YABANCI DiL
OLARAK OGRETEN OGRETMENLERIN GORUSLERINE GORE
KULTURLERARASI BECERI VE ONERILEN HiZMETICI EGITIM MODULU

Gedik Bal, Nur
Doktora, Ingiliz Dili Ogretimi

Danisman: Dog. Dr. Perihan Savas

Ekim 2019, 330 sayfa

Kiiresellesme, gog, ulastirmadaki ticari gelismeler ve bilgi iletisim teknolojisi
sayesinde kiiltiirlerin i¢c ice gecmesi en iist diizeydedir. Ogrencilerin farkli
ortamlarda insanlarla basarili iletisim kurabilmelerini saglamak ic¢in kultlrel ve
dilbilimsel becerilerle donatmanin bir yolu da kiiltiirlerarasi becerilerini
arttirmaktir. Ogretmenlerin bilis ve uygulamalarmin, yabanci dil 6gretilen ortamda
ogrencilerin kiiltiirler aras1 becerilerinin gelistirilmesinde kritik bir rolii vardir. Bu
nedenle, bu yorumlayici fenomenolojik ¢alisma, Ingilizceyi yabanci dil olarak
ogreten Ogretmenlerinin kiiltlirlerarast beceri algilarini, bununla ilgili 6gretim
uygulamalarini ortaya cikarmayr ve Ogretmenlerin Ogrencilerin kiiltiirlerarasi
becerilerinin gelistirilmesinde algilanan ihtiyaglar1 dikkate alinarak bir egitim
programi veya modiilii gelistirmeyi amaglamistir. Bu amaglar dogrultusunda,
Ingilizce  &gretmenleriyle derinlemesine yar1 yapilandirilmis  gdriigmeler
yapilmistir. Ayrica, goriisme katilimcilarina ulasmak ve onlarin gegmisleri ve

calisma kosullar1 hakkinda derinlemesine bilgi edinmek i¢in goriismelerden once
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bir anket yapilmstir. Veri analizi araci olarak, MAXQDA kullanilarak yorumlayici
fenomenolojik analiz yapilmistir. Sonuglar, 6gretmenlerin kiiltiirleraras1 beceri
taniminin Onerilen literatiirle uyumlu oldugunu ve o&grencilerin kiiltiirlerarasi
beceriyi nasil gelistirilecegine iligkin deneyimlerinin ve onerilerinin dil egitimcileri
icin i¢ gorii saglama potansiyeline sahip oldugunu gostermistir. Ogretmenlerin
olas1 egitim programina iliskin &nerileri de titizlikle analiz edilmis ve Ingilizce
ogretmenleri i¢in hizmet ici bir egitim modiilii bunlara dayanarak tasarlanmistir.
Bu nitel ¢alisma, Ingilizce dgretmenlerinin deneyimlerini ortaya koyma ve Tiirk
Ingilizce &gretmenlerinin ihtiyaclarina dayanan bir hizmet i¢i egitim modiilii

onerme baglaminda, ilgili literatiire katkida bulunabilir.

Anahtar kelimeler: Kiiltiirlerarasi beceri, hizmet igi egitim, mesleki gelisim

vii



To the teachers who are doing their best for their learners irrespective of their

gender, race, ethnicity, religion, ideology and socioeconomic status

s she native speaker or non-native speaker?

Not important anymore!

Tome language teaching is living and loving.
Equipping learners with the knowledge and skills

Raising students’ awareness of being...

Culture is actually what we care
Unconditional love isn’t it?

Liberating minds of speakers,
Tolerating differences,

Uniting people and bringing peace...
Ready for a global world?

Alttitudes is the first step,

Language learning is the whole process!

NGB- September 2, 2019
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

When Chomsky (1965) distinguished competence from performance, and indicated
that competence was the knowledge about the language whereas performance was
the actual realization of the utterances in real life, Hymes’ (1972) criticism was
that competence does not only include the knowledge about language structures
but it also embodies how the language is used in social context. Chomsky (1965)
believed that an innate mechanism was adequate for the first language acquisition
even though Hymes (1972) was aware of the need for sociolinguistics norms,
which are primarily related to the use of the language appropriately in social
context in addition to the linguistic competence which encapsulated the knowledge

of sounds, morphemes, and sentence structures.

Grounded on Hymes’ (1972) ideas in relation to linguistics and sociolinguistics
competence, Canale and Swain (1980) suggested the model of communicative
competence which consisted of three different competences including grammatical
competence, sociolinguistic competence and strategic competence. Grammatical
competence referred to Hymes’ linguistic competence in this framework and it
involved the knowledge of grammatical rules, vocabulary, spelling, and
phonology. Sociolinguistic competence was more about the use of language
appropriately considering the politeness, style and register. Strategic competence
included the communication strategies to maintain the conversation and avoid
breakdowns in communication. Canale (1982) also added discourse competence in
addition to these three competences later. Discourse competence was about the



unity of the text and the language produced, so it required cohesion and coherence

in the text.

Van Ek (1986) also had a similar typology of the competences that are required for
the model of communicative competence. It included six competences (linguistic,
sociolinguistic, discourse, strategic, sociocultural and social competence) some of
which were in line with the competences stated by Canale and Swain (1980).
Social and sociocultural competences were the ones newly detected in this model.
Sociocultural competence suggested by Van Ek (1986) required the knowledge of
the cultural context where the language is spoken. Social competence included the
enthusiasm to interact with others, having empathy, and the ability to overcome

problems in social situations.

Celce-Murcia, Dornyei, and Thurrel (1995) had a similar model of communicative
competence in which they added actional competence (i.e. the ability to use
speech acts and language functions such as greeting, complimenting, giving orders,
suggesting, asking for information etc.) and revisited sociolinguistics competence
by changing it to sociocultural competence (i.e. cultural knowledge to
comprehend and use the language such as social status of the interlocutor,
politeness strategies, beliefs and values of the society, non-verbal communication
etc.). They also changed grammatical competence of Canale and Swain (1980) into
Hymes’ (1980) previous term linguistic competence. A decade later Celce-Murcia
(2007) revisited the model and added formulaic competence as a counterbalance to
linguistic competence inasmuch as the fluent speakers had he knowledge and use
of formulaic expressions in daily language as much as the systematic linguistic
knowledge. Another revision in the model was the addition of interactional
competence, which included both actional competence and conversational
competence. Conversational competence included turn taking skills, opening and
closing conversations and such dialogic abilities while actional one was about
speech acts. Communicative competence was defined and refined with similar

concepts and slight changes and additions in time as can be seen in Figure 1 below.
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The concept of communicative competence led to the development of
communicative language teaching methodology in which language learners are
expected to have skills to communicate in socially and culturally appropriate ways
(Aguilar, 2008). However, in this methodology the language used in the classroom
IS supposed to be as authentic as possible to exemplify the real language used by a
native speaker (NS), which has implied a dependency on NS (Alptekin, 2002). The
concern in relation to this dependency is that learners take NSs as role models, and
they feel disappointed in the end since it is not an achievable target for them
(Aguilar, 2008). As Cook (1999) claimed, the aim of learners should not be to
speak like a native speaker but they should be given a goal which is easy to reach

i.e. to be a second language user.

Byram (1997) also believed that native speaker should not be a model for language
learners as it is hard to reach such a level and he introduced the term ‘intercultural
speaker’. Byram (2008) even differentiated the terms bicultural and intercultural.
He indicated that bicultural individual might choose one identity over another
while living with others whereas intercultural speakers are the mediators between
the two languages and they understand the relation between their own language
and culture and culture of others (Byram, 2008). Consequently, in the previous
years, just as linguistic competence was not regarded adequate and communicative
competence was brought into light, years later the scholar went a step forward and

introduced intercultural communicative competence (ICC) (Aguilar, 2002).

Byram’s (1997) model of ICC included two interrelated parts, communicative
competence and intercultural competence. The former part of the model included
the revised versions of linguistic competence, discourse competence and
sociolinguistic competence considering the intercultural speaker rather than the
native speaker model whereas the latter part included intercultural competence,
which was more related to the social and sociocultural competence introduced by
van Ek (1986). Intercultural competence in Byram’s (1997) model was defined

with the components of attitudes, knowledge, skills of interpreting and relating,



skills of discovery and interaction and critical cultural competence was at the

center of all these.

Based on the development of many models of ICC in the following years, as stated
by Sercu (2006) and Furstenberg (2010), the primary goal of foreign language
education became not the acquisition of communicative competence anymore but
intercultural communicative competence. Thome-Williams (2016) illustrated the

difference between these terms in Table 1 below.

Table 1. Communicative competence vs. intercultural communicative competence

Thome-Williams (2006) Communicative competence  Intercultural communicative

competence
e Main goal Target language target culture  Relationship between language
and cultures
e Model to follow The native speaker The intercultural speaker
e Development of How to use language in the Beyond foreign language
linguistic and foreign language context context- attitudes, discoveries,
communicative critical awareness
abilities
e Perspective The other Self in relation to other

As it was illustrated in Table 1, the main goal of the learners was not just the
language and the culture but the relationship between these and many researchers
also acknowledged ‘intercultural speaker’ as the model targeted for language
teaching rather than the native speaker (Aguilar, 2008; Alptekin, 2002; Byram &
Zarate, 1994; Byram, 2008; Corbett, 2003; Kramsch, 1998; Risager, 2007; Selvi,
2014, Wilkinson, 2012).

As mentioned in Cift¢i and Savas (2017) though intercultural communication and
encounters are emphasized in the development of ICC, not many language students
have an opportunity to communicate with people from the target country or diverse

backgrounds. This reality leads to many concerns regarding language teaching



where English is taught as a foreign language. A new set of planning for policy
makers, curriculum planners, textbook and material writers, testers, teacher
educators and trainers is required. As Byram (1997) and Kramsch (1998)
acknowledged, it is crucial to integrate intercultural components in language
teaching curriculum to promote effective and successful intercultural
communication. As illustrated in Hatipoglu’s (2009, 2012) studies, even pre-
service English language teachers’ knowledge of British culture in Turkey was
very restricted though they had been learning this language for eight to ten years
by then. Consequently, Hatipoglu (2009, 2012) suggested having a review on the
materials and techniques used in the teaching of English to consider this gap
regarding culture dimension in ELT. Therefore, especially in Turkish context
where even the first component of IC, knowledge of other cultures, is very limited,

IC teaching as a component of language teaching is essential.

However, knowledge about the culture of the country is not the only component of
IC. Therefore, textbook writers need to integrate a variety of cultural frameworks,
various understandings of the same issues and concepts such as stereotyping,
tolerance and acceptance into the reading and listening texts in the course books to
support language learners in the development of their IC. Testers also need to have
assessment tools and ways to evaluate learners’ IC just as they assess linguistic

competence of the language learners.

The development of students’ intercultural skills does not only affect the
curriculum developers, material designers or testers but it also requires a revision
in the professionalism in the teaching of foreign languages as well. Teachers are
expected to have sociocultural knowledge and integrate intercultural competence
teaching in foreign language education (Sercu, 2005). That is, IC is not only an
asset for EFL learners but also for EFL teachers (Crozet & Liddicoat 1997;
Dogangay-Aktuna, 2005; Ghanem, 2017; Sercu, 2006; Deardorff, 2009; Marczak,
2013).



Maybe more than any other professionals in the field of education, EFL teachers
must keep abreast of emerging requirements of training intercultural learners
(Elena, 2014). Park (2006) stated that ‘teachers must acknowledge the strong need
for explicit instructions related to intercultural competence just as in teaching
linguistic competence.” Simply experiencing otherness in another country might
not be adequate to develop IC as it is suggested ‘being intercultural’ is distinct

from ‘intercultural experience’ (Alred, Byram,& Fleming, 2003).

Creating a classroom environment where intercultural relationships can be built is
a challenging task and teachers need to have an understanding of the theoretical
frameworks of intercultural competence and the tools that help them to teach IC
and nurture these relationships in the classroom (Moeller & Faltin Osborn, 2014).
As Mirzaei and Forouzandeh (2013) suggested teachers should be able to exploit
various tasks and instructions to enable their learners to deal with intercultural
differences. Therefore, teachers may need training about how to be interculturally
responsive teachers as they need instructional methods and techniques to be able to
foster IC in language classrooms. Consequently, in the development of teachers’
skills to promote IC of learners, teacher educators may also need to design certain
training programs where teachers develop their own IC and practice how to
promote IC in EFL classes.

Finally, as Sercu (2005) stated, ‘Foreign language education is, by definition,
intercultural as bringing foreign language to the classroom means connecting
learners to a world that is culturally different from their own’(p.1). Therefore, it
can be concluded that IC is included in foreign language learning and teaching
intrinsically as the language learners face new sets of beliefs while learning
English as an international language (EIL), but how it happens and how it is
mediated in EFL classroom also entails more inquiry (Ghanem, 2017). Besides, as
teachers’ thinking affects their classroom teaching, it is crucial to discover how

teachers perceive concepts of intercultural competence in EFL classroom.



Although there are a number of research studies on EFL learners’ IC development
and cultural awareness (e.g. Abrams, 2002; Belz, 2002; Bauer et al., 2006;
Schenker, 2012; Ware, 2005; Woodin, 2001; Thome-Williams, 2016) research on
teachers’ teaching of IC is relatively restricted (Atay et al. 2009; Risager, 2007;
Sercu, 2005; Sercu 2006; Demircioglu & Cakir, 2015; Cansever and Mede, 2016).
As a result, the teachers’ descriptions of the phenomenon of IC, how they
experience this in their teaching and how they interpret experiences, achievements
or failures in the teaching of IC are critical to explore in order to learn the needs of
the teachers and develop training programs or create opportunities to meet their

needs.

1.2 The Purpose of the Study and Research Questions

In view of the statement of the problem in the previous section, one of the aims of
this research study is to reveal teachers’ understanding of intercultural competence,
interculturally competent EFL learner and teacher. The research study primarily
aims to explore EFL teachers’ teaching practices in relation to IC and develop a
training program/module in view of the teachers’ perceived needs in the
development of their learners’ IC in EFL classes. The research questions of this

study were formulated as below.

1. How do EFL teachers in Turkey describe:
a) intercultural competence (I1C),
b) an interculturally competent EFL learner,
¢) an interculturally competent EFL teacher?
2. What are the EFL teachers’ teaching experiences and perceptions about the
development of EFL learners’ IC?
3. What kind of an in-service training course/ module do EFL teachers in Turkey
suggest to support language teachers in terms of developing their intercultural
competence and knowledge and skills to teach intercultural competence in EFL

classes?



1.3 Significance of the Study

Previous research (e.g. Atay, 2005; Atay et al., 2009; Crozet & Liddicoat, 1997;
Bektas-Cetinkaya & Celik, 2013; Ghanem, 2017; Kelly, 2012; Liddicoat et al.
2003; Ryan, 2012; Saricoban & Oz, 2014; Sercu, 2005; Sercu 2006; Zhang, 2017)
acknowledged the need for systematic training of teachers in terms of intercultural
learning and teaching in EFL setting; however, very few studies (i.e. Gen¢ & Bada,
2005; Bektas-Cetinkaya, 2014) have developed training programs to enhance pre-
service teachers’ IC and guide them to integrate intercultural learning in EFL
classes. Furthermore, there are not any training modules to support practicing EFL
teachers in their effort to develop their learners’ IC in Turkish context to the best of
researcher’s knowledge. When the contribution of this particular study to the
literature or the field of foreign language education is considered, developing a
sample Intercultural Competence Training Program (ICTP) for state school in
service English language teachers is the most significant contribution although the
study is also significant in terms of revealing participant EFL teachers’ cognition,

which is what they know, how they know it, and their practices in relation to IC.

Regarding the primary contribution of the study to the field of language learning
and teaching, it can be of significance since a sample intercultural training for in-
service EFL teachers was suggested based on the perceived needs of the practicing
state school EFL teachers in Turkey. It had a bottom-up approach rather than a pre-
determined one. State school English language teachers’ opinions and suggestions
regarding the characteristics of an ICTP were the base of the suggested model and
the program in the study. The sample training suggested here can be a preliminary
step for other similar trainings for IC. It can also be applied and tested in order to
identify the effectiveness of the program itself. It can be developed further and
adapted based on the other teaching contexts.

Secondly, comprehensive studies such as Deardorff’s (2006) Delphi study were
conducted to define intercultural competence in the literature; however, it is also
significant to ask foreign language teachers’ own definition of IC as they are the
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practitioners of the language teaching. With this phenomenological inquiry,
teachers’ understanding of intercultural competence and their perceptions of
interculturally competent EFL learner and teacher were explored through in-depth
semi-structured interviews where more detailed accounts were acquired through

further questioning.

Thirdly, many studies on the in-service teachers’ perceptions and practices in
relation to IC (Atay et al., 2009; Kilig, 2013; Kahraman, 2016) were quantitative
oriented or mixed methods (Gonen & Saglam, 2012; Cansever & Mede, 2016) and
they used mainly questionnaires, and scales and sometimes interviews with some
of the survey participants without providing detailed and sufficient account of how
teachers see their teaching practices in terms of developing learners’ IC. Very few
studies (Demircioglu & Cakir, 2015) used qualitative tools such as open-ended
surveys or interviews to reveal teachers’ practices. Therefore, this particular study
might be of significance as it revealed teachers’ own experiences and practices in
relation to IC without being presented any questionnaire items which generally

consist of a list of cultural activities suggested in the literature.

The final contribution of the study was that this particular study did not just reveal
teachers’ own experiences and practices in regard to IC, but it also revealed
teachers’ beliefs and suggestions for further practices that might be implemented in
language classrooms in order to foster intercultural skills in and outside the EFL
classrooms. Therefore, their recommendations might pave the way for some

innovative intercultural learning projects.

To conclude, this study is believed to contribute to the stakeholders in EFL
learning and teaching. It might give some ideas for both pre-service and in-service
teacher trainers in the design of intercultural communicative courses. It might also
provide insight for the practitioners who are willing to engage with intercultural
issues in language classrooms more. Lastly, it is noteworthy for the researchers in
the field of intercultural competence to see the current understanding of IC among
the state school EFL teachers in Turkey.
10



1.4 List of Definitions

There are certain expressions that are frequently used throughout the thesis. The

definitions of these terms can be found below.

Intercultural competence: Intercultural competence is cognitive, affective, and
behavioural skills that are needed for an effective and appropriate communication

with people from other cultures.
Target culture: English culture (British or American)
Home/ native culture: Turkish culture

Other cultures: All cultures except for Turkish and English such as German,

French, Korean, Chinese etc.

11



CHAPTER 2

LITERATURE REVIEW

2.1 Cross-cultural and Intercultural Communication

Cross-cultural communication and intercultural communication are occasionally
used interchangeably. However, cross-cultural communication is generally defined
as the comparison of communication behaviors of two different cultures whereas
intercultural competence refers to interaction between people from different
cultural backgrounds. In cross-cultural communication research there is a
comparison of two or more distinctive cultures in terms of a certain aspect. To
exemplify, a sample cross-cultural research might focus on the comparison and
contrast between the refusal strategies used in Japanese and refusal strategies in
Turkish. On the other hand, the inquiry of intercultural communication might be
different. To exemplify, a person who has been raised in a culture where
indirectness is the norm might consider a more direct person’s behavior as rude or
patronizing while a more direct person can consider indirect person’s behavior as a
kind of shyness, or ineffectiveness. Intercultural communication focuses on such
interaction and develops adaptive methods (Gallois, 2015, p.157). Furthermore, it
is also acknowledged that intercultural communication researchers not only study
the interaction between individuals or groups but also the verbal and non-verbal
behaviors, attitudes, and perceptions of people from various cultures (Jackson,
2014, p.3).

Intercultural communication has a multidisciplinary nature; therefore, many sub-

disciplines such as linguistic anthropology, applied linguistics, sociolinguistics,

12



and intercultural pragmatics are involved in the study of intercultural
communication. As Kramsch (2014) summarized, the perspectives regarding
language and culture, linguists focus on how the values, beliefs and perceptions of
people are encoded in linguistic signs, pragmatics researchers are concerned with
how cultural meaning is constructed pragmatically by the interlocutors, i.e. how
they evaluate the situation and act properly, sociolinguists and linguistic

anthropologists are in search of how people know how to play the social game.

Anthropologist Boas’s students Edward Sapir and Dell Hymes worked on
linguistic anthropology, which is concerned with language and society, primarily
the effect of language on social life. Sapir and his student Benjamin Whorf claimed
that language determines the thought and how people view the world, which was
named as The Sapir-Whorf hypothesis later and this was preliminary in the study
of language and culture. However, the strong version of the hypothesis, linguistic
determinism, which argues that the language determines the thought and if there is
not a word for an object in a language, people cannot perceive it, has been severely
criticized. Linguistic relativity, the weaker form of the hypothesis, on the other
hand, is still accepted as it suggests that language affects the thought but does not
determine it. That is, if there is not a word for an item in one particular language,
the speakers of this language can perceive it but may have difficulty in

understanding it completely or reshaping it (Jackson, 2014).

Pragmatics, the study of language use in context, also contributed to the
understanding of intercultural communication. For instance, speech act realization
in cross-cultural settings was studied by Blum-Kulka, House and Kasper (1989).
With the realization of requests and apologies in different national languages; they
demonstrated how cultural meaning was expressed pragmatically via verbal action
(Kramsch, 2014, p.37). Furthermore, intercultural pragmatics, the sub-branch of
pragmatics, helped to understand how language is used in interactions between

people whose native language is different (Jackson, 2014, p.36).
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Lakoff’s (1973) rules of politeness (i.e. do not impose, give options, be friendly),
Grice’s (1975) conversational maxims (i.e. quantity, quality, relevance and
manner) Goffman’s (1967) facework, Brown and Levinson (1987) politeness
theory, Spencer-Oatey’s (2008) rapport management and Tannen’s (1987)
conversation styles have also a significant place in understanding and managing
intercultural communication. Brown and Levinson (1987) primarily stressed the
‘face’ of Goffman (1967) while explaining the politeness theory. Face was
defined as ‘public self-image that every member wants to claim for himself.’
Whereas positive face is the desire to be approved of and appreciated by others,
negative face is mostly an individual’s need for freedom of action and freedom
from imposition (Brown and Levinson, 1987, p.311-312). Considering the mere
instinct to maintain self, both positive and negative face threatening acts were
identified in politeness theory and Brown and Levinson (1987) also introduced
both positive and negative politeness strategies and these also included some on-
record and off-record strategies. Spencer-Oatey (2008) mainly based her politeness
theory on rapport management. She acknowledged the need of management of
face, socially rights and obligations and interactional goals to explain rapport
management. She also emphasized different domains in rapport management
strategies which included illocutionary, discourse, participation, stylistic, and

nonverbal domains.

Cross-cultural psychologist Hofstede’s (2000) four dimensions that distinguish
national cultures (individualism vs. collectivism, masculinity vs. femininity, power
distance and uncertainty avoidance) still have a place in intercultural
communication research even though it is criticized because of its lack of emphasis
on the diversity within the cultures and a possible inclination towards stereotyping

people.

To put it in a nutshell, although cross cultural communication and intercultural
communication terms are employed interchangeably, the difference lies in their

focus: comparison and interaction respectively. Furthermore, intercultural
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communication is a multidisciplinary field and there are valuable contributions
from many diverse disciplines to explain the intriguing nature of intercultural

communication

2.2 Definition of Intercultural Competence

Considering all the various perspectives in different sub-disciplines towards the
intercultural communication, intercultural competence has been identified with a
great many of concepts such as intercultural sensitivity, cross-cultural adaptation,
cross-cultural effectiveness, cross-cultural relations, global competence, cultural
proficiency, cultural intelligence and so forth. Despite the lack of consensus on the
concept, it is widely accepted among researchers and practitioners that intercultural
competence is the primary dexterity to be able to live and work with people from
different cultures (Hammer, 2015). Considering this prominence, intercultural
competence needs to be defined with its own terms.

Rathje (2007) defines IC as culture generic skill necessary in interactions between
people from different societies encountering foreignness in order to produce
culture by gaining familiarity and cohesion among the individuals (p.264).
Spitzberg and Changnon (2009) also emphasize the interaction aspect and describe
IC as the ability to manage the interaction between people who are divergent in
terms of © affective, cognitive, and behavioral orientations to the world’ (p.7).
Fantini (2009) also defines IC as the complex competences that are needed in the
effective and appropriate interaction among linguistically and culturally different
people (p.459). Bennett & Bennett’s (2004) definition of IC is similar as it focuses
on ‘the ability to communicate effectively in cross-cultural situations and to relate
appropriately in a variety of cultural contexts’ (p.149). In line with the definition of
intercultural sensitivity, which is the capability of discriminating cultural
differences and experiencing these in cross cultural communication, Bennett
(2013) also redefines intercultural competence as the ability of enactment and
embodiment of intercultural sensitivity (p.12). Viewing the IC as a developmental
process just as Bennett (2004) and Fantini (2009), Hammer (2015) defines IC as
15



the ability to change one’s cultural perspective and adapt actions properly to
cultural commonalities and differences (p.483). Chen and Starosta (2000) also
differentiated the terms cultural awareness, intercultural sensitivity, and
intercultural adroitness which constituted the umbrella term, intercultural
communicative competence. They indicated that cultural awareness is the
cognitive dimension, which is primarily about the awareness of the effect of
culture on how we think and behave whereas intercultural sensitivity is the
affective aspect, which is the incentive to accept differences among cultures.
Intercultural adroitness was the behavioral aspect which referred to the ability to

realize communicative goals in an intercultural interaction.

According to Mughan (1999), one of the traits of IC is that with IC learners get
ready for the ‘exposure to all cultures, not just the one whose language is learned’
(p.64). Both Kramsch (1993) and Byram (1997, 2008, and 2012) also emphasize
that IC is not the knowledge of a particular culture but the knowledge and skills
enabling a learner communicate with the people from other cultures, and contexts.
Risager (2007) also differentiates the cultural competence from intercultural
competence. Whereas cultural competence refers to knowledge, skills and attitudes
of a specific culture based on target language country, IC is defined as the
knowledge, skills and attitudes at interface between several cultures including

one’s own culture and target culture.

In the light of the turn from cultural to intercultural, Byram (2012) asserts that
interculturalism is more about becoming an intercultural speaker. Intercultural
speaker needs both IC and linguistic/communicative competence while mediating
between languages and cultures. Therefore, the competence, which intercultural
speaker has, is profoundly different from what a native speaker has (p.89). The
improvement in the status of an intercultural speaker is not a development towards
perfection in foreign language as opposed to an ideal native speaker (Wilkinson,
2012, p.297). Byram (2008) acknowledges that intercultural speaker can be

rephrased as intercultural mediator; however, he wants to maintain speaker because
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of the importance attached to language (p.68). That is, intercultural mediator can
be intercultural speaker, reader and writer. He is expected to negotiate cultural

boundaries both in written and spoken interaction (Wilkinson, 2012, p.298).

To summarize, definition of IC can be viewed from three aspects. In the first one,
the emphasis is on the management of interaction between people who have
diverse backgrounds. In the second, scholars necessitate adaptation to be
interculturally competent whereas the last one underscores the difference between

cultural and intercultural competence.

2.3 Models of Intercultural Competence

As the definition of intercultural competence varies a lot, the models introduced to
describe it are also various. Some models focused on one or two components of IC
whereas others explained relationship between the components. In the following
section, a simple overview of the models was presented with the taxonomy of
Spitzberg and Changnon’ s (2009) study.

2.3.1 Typology of Models

Spitzberg and Changnon (2009) classified contemporary models of intercultural
competence as compositional, co-orientational, developmental, adaptational and
causal process models. The models provided for each category can be seen in
Table 2 below.

Compositional models consist of a list of components of IC such as attitudes,
knowledge or skills and the typology of traits that constitute competent interaction
is concerned in these models. For instance, Deardorff’s (2006) Pyramid Model of
IC includes such components as desired external outcomes, desired internal
outcomes, knowledge and comprehension, skills, and requisite attitudes and this
model implies an order of elements that lead to the external outcome, which is
behaving and communicating effectively in intercultural situations (Spitzberg and
Changnon, 2009, pp.13-14).
17



Table 2. Classification of intercultural competence models

Spitzberg and Changnon’s (2009) Classification of IC Models

Compositional
Models

Co-orientational
models

Developmental
Models

Adaptational
Models

Causal Process
Models

Hamilton et al.’s (2008) IC Components Model

Ting-Toomey and Kurogi’s (1998) Facework-Based Model of IC
Deardorff’s (2006) Pyramid Model of IC

Hunter, White Godbey’s (2006) Global Competencies Model
Byram’s (1997) IC Model

Kupla’s (2008) IC Model for Strategic Human Resource Management
Ratjhe’s (2007) Coherence- Cohesion Model of Intercultural
Competence

King and Baxter Magolda’s (2005) Intercultural Maturity Model
Bennett’s (1986) Developmental IC Model

Gullahorn and Gullahorn’s (1962) U-curve Model of Intercultural
Adjustment

Kim’s (1988) ICC Model,

Gallois, Franklyn-Stokes, Giles, and Coupland’s (1988) Intercultural
Communicative Accommodation Model

Berry, Kim, Power, Young and Bujaki’s (1989) Attitude Acculturation
Models

Arasaratnam’s (2008) Model of Intercultural Communication
Competence

Griffith and Harvey’s (2000) Intercultural Communication Model of
Relationship Quality

Ting-Toomey’s (1999) Multilevel Process Model of IC

Hammer, Wiseman, Rasmussen, and Bruschke’s (1998)
Anxiety/Uncertainity Model of IC

Deardorff’s(2006) Process Model of IC

Imahori and Lanigan’s (1989) Relational Model of IC

Co-orientational models value mutual understanding and emphasize how people

co-orient, adapt to one another’s meanings and behaviors though people may have

totally divergent perspectives (p.20). Even though these models are to certain

extent similar to adaptational and compositional models, the typology is viewed as

distinctive since it is primarily based on mutuality and consensus on meaning

18



systems and it suggests that basic human needs or motivations are comparatively

identic across cultures.

Developmental models, on the other hand, acknowledge that competence evolves
over time and continuous interaction creates more co-orientation and competence
in time (Bennet & Bennett, 2004; Spitzberg & Changnon, 2009; Hammer, 2015).
For instance, Bennett’s (1986) Developmental Model of Intercultural Sensitivity
(DMIS) is a widely acknowledged model of IC and one experiences difference in a
more complex way in time. The stages start with denial where the person only
accepts his own culture and denies the difference among cultures and ends with
integration stage where person internalizes multicultural frames of reference. Thus,
there is a development from ethnocentric views to ethno relative views of
difference. Moreover, developmental levels mentioned in Fantini (2000) in World
Learning context include educational traveler, sojourner, professional and
intercultural/multicultural specialist. All these levels demonstrate the view of IC as

developmental.

Adaptational models see the adaptation as the criterion of the competence and the
interlocutors’ behaviors are expected to be adjusted according to the cultural
orientation of one another (Spitzberg and Changnon, 2009, p.25). Berry et al.’s
(1989) Attitude Acculturation Model for instance, identified possible styles of
acculturation which are integration, assimilation, segregation and marginalization.
All these styles are more related to the maintenance of cultural identity and

maintenance of relationship with other groups valued.

Finally, Causal Process Models explain IC as a linear system and they
acknowledge that the moderating and mediating variables can both affect and be
affected by the upstream variables (p.29). Deardorff’s (2006) Process Model of IC
starts with individual attitudes, knowledge and comprehension and proceeds with

desired internal and external outcomes with the help of interaction.
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Even though Spitzberg and Changnon’s (2009) categorization of IC Models
provides the general frameworks regarding IC, it is also important to examine IC
frameworks that are frequently acknowledged and studied in foreign language
teaching specifically.

2.3.2 Byram’s (1997) Model of Intercultural Communicative Competence

Byram’s (1997) Model of ICC is primarily based on communicative competence
introduced by Hymes (1972) and developed by Canale and Swain (1980) and
‘communicative ability’ by van Ek (1986). When Chomsky (1965) distinguished
competence from performance, and indicated that competence was the knowledge
about the language whereas performance was the actual realization of the
utterances in real life, Hymes’ (1972) rejected that distinction and noted that
competence does not only include the knowledge about language structures but it
also embodies how the language is used in social context. Grounded on Hymes
(1972) ideas, Canale and Swain (1980) suggested that communicative competence
consisted of three different competences including grammatical competence,
sociolinguistic competence and strategic competence. Canale (1982) also added
discourse competence in addition to these later. van Ek (1986) also had a similar
typology of the competences that are required for the model of communicative
ability. It included six competences some of which were in line with the
competences stated by Canale and Swain (1980). The six competences of van Ek
(1986), which underlay Byram’s Model of ICC in 1990s, included linguistic,

sociolinguistic, discourse, strategic, sociocultural and social competence.

Byram’s model of ICC had two separate parts: one is communicative competence
and the latter is the intercultural competence. Communicative competence section
included the competences introduced by Canale and Swain (1980) and van Ek
(1986) in their revised versions considering the intercultural speaker rather than the
native speaker whereas the latter part included intercultural competence, which
was more related to the social and sociocultural competence introduced by van Ek
(1986).
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Revised version of van Ek’s (1986) linguistic, sociolinguistic and discourse
competence which is in line with the intercultural speaker concept can be seen
below.

e Linguistic competence: the ability to apply knowledge of the rules of a
standard version of the language to produce and interpret the spoken and
written language.

e Sociolinguistic competence: the ability to give the language produced by an
interlocutor —whether native or not- meanings that are taken for granted by
the interlocutor or are negotiated and made explicit with the interlocutor.

e Discourse competence: the ability to use, discover and negotiate strategies
for the production and interpretation of monologue or dialogue texts which
follow the conventions of the culture of an interlocutor or are negotiated as
intercultural texts for particular purposes (Byram, 1997, p.48)

INTERCULTURAL COMMUNICATIVE COMPETENCE

Linguistic Sociolinguistic Discourse
competence competence competence

INTERCULTURAL
COMPETENCE

Attitudes

\\\

A ritical -~ gills of interpreting &

Skllls: ofdlsc9very& " cultural | relating
\ interaction /' awareness N /

Figure 2. Model of Intercultural Communicative Competence (Byram, 1997)

As can be seen in Figure 2, intercultural competence model developed by Byram
and Zarate (1997) specifically for Common European Framework of Reference for
Languages (CEFR) included:
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e Attitudes (savoir etre): curiosity, openness, readiness to suspend disbelief
about other cultures

e Knowledge (saviors): knowledge of social groups, their practices, products,
etc.

e Skills of relating and interpreting (savoir comprendre): ability to relate
and interpret a text from another culture

e Skills of discovery and interaction ( savoir apprendre/faire): ability to
acquire new knowledge of culture and the ability to operate in real-time
constraints.)

e Critical cultural awareness (savoir s’engager): Evaluating one’s own

culture and other cultures critically ( Byram, 2002, p.12-13).

2.3.3 Bennett’s (1993) Developmental Model of Intercultural Sensitivity
(DMIS)

The DMIS fundamentally assumes that as the experience of cultural difference
becomes more sophisticated, competence in intercultural dialogue enhances
(Hammer, Bennett, & Wiseman, 2003). The model consists of six stages and the
first three stages are ethnocentric whereas the second three are ethnorelative as can
be seen in Figure 3. Ethnocentric stages are more about the avoidance of cultural
difference in different ways whereas ethnorelative stages are more acquiescent
(Bennett & Bennett, 2004, pp. 152-153).

Denial Defense Minimization Acceptance Adaptation Integration

ETHNOCENTIC STAGES ETHNORELATIVE STAGES

Figure 3. Developmental Model of Intercultural Sensitivity

People in denial stage are not into cultural differences and they avoid seeing the
differences and have hard time differentiating the differences between national
cultures. In defense stage, people see differences as ‘us’ and ‘them’ and the ‘us’ is
seen as superior whereas the ‘them’ is considered as inferior. In this stage,

criticizing other cultures apart from stereotyping them is also observed. In
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minimization stage, cultural differences are considered minimum and people
primarily see culture as universal and they believe similar experiences are lived
through in every culture. In acceptance stage individuals do not regard cultural
differences threatening and they view culture dynamic rather than static. People
see their own culture as one of the many cultures existing in the world (Bennett,
2011) and they are curious about other cultures. In adaptation stage, people
recognize other cultural frameworks and are able to act accordingly besides
empathizing with individuals from the other cultures (Bennett, 1986). In
integration stage, people appreciate cultural differences and consider this
stimulating aspect of life. They are able to assess a phenomenon in view of a given
cultural framework. When they encounter with a different cultural framework, they
easily adjust their behaviors accordingly (Bennett, 1986).

Even though the developmental scale seems linear in this model, individuals can
illustrate behaviors and attitudes given in two different stages. The aim of the
intercultural speaker here is to get closer to the integration stage.

2.4 Cultural Dimension in Language Teaching

As stated by Holmes (2013), learning another language is generally ‘more than
learning the literal meaning of the words, the way they are ordered and
pronounced. It is important to know ‘what they mean in the cultural context they
are used’ (p.292). ‘There is no language use without culture and that culture is
central to communication’ (Crozet and Liddicoat, 1997, p. 15). This is clearly
observed when the interpreters and translators realize that they cannot transfer
everything and they feel the need to provide further explanation (Byram 2012,
p.86). As Hymes (1972) noted, competence does not only include the knowledge
of language structures but also extends to how the language is used in social
context. His indication of this notion was very noteworthy, ‘There are rules of use
without which the rules of grammar would be useless.” (Hymes, 1972, p.278). As
Fantini (2009) affirmed, communication is more likely to be constrained and
ruptured by offensive behaviors than incorrect use of grammar. Therefore, the
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point is not just being understood and making oneself understood by others in
one’s native, second or third language but it is more about acquiring new
behaviors, and interactional styles that people need in order to communicate across
their language-culture diversity (p.456).

Liddicoat (2002) viewed culture teaching in two ways. The former is static where
learners are taught about cultural knowledge as facts and artifacts. Learners are
expected to learn about the target country and its people besides discovering their
history, literature, and architecture in this static view. This view is in accordance
with Bennett and Bennett’s (2004) objective culture, which mainly refers to the
institutional aspect of culture and products of culture such as art, cuisine and music
(p.150). The latter is dynamic approach where culture is seen as a range of variable
practices that people engage in to go through their lives and are constructed and re-
constructed by the people in interaction. Culture in this approach is not about
information or artifacts but more about understanding and practices. This view is
very similar to the subjective culture notion of Bennett and Bennett (2004), which

is primarily concerned with the experience of social reality.

In the past, culture teaching was mainly a part of teaching literature and language
learners were expected to gain understanding regarding the culture of the target
language through such literary pieces as novels, poems and plays in which the
target language is used. In time language teaching was seen as the teaching about a
country and people of this country (Crozet and Liddicoat, 1997). This high culture
was appreciated mainly by elite people in 1950s. In 1970s, aspects of low culture
(i.e. daily lives, norms and values) were studied more as opposed to high culture
favored earlier (Byram & Peiser, 2015). In 1980s, culture was seen as societal
norms and cultural competence was the knowledge of the possible behaviors of
cultural group and understanding their values especially about directness and
indirectness of speech and organization of the texts. Applied linguists also put
emphasis on the development of cultural awareness, which required the knowledge

of cultural practices such as festivals, religious holidays and so forth and this was
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criticized in 1990s as culture was viewed as static and homogeneous, especially
when the term national culture was used. This view of culture implied that
individuals in a country act and behave similarly which might result in
stereotyping. Then, transnational or intercultural pedagogy was advocated. This
intercultural approach to language learning was expected to bridge the cultural
differences and promote harmonious relationship among culturally different
groups. In this intercultural language learning, the study of language and the study
of culture were acknowledged to be interconnected and knowing about others was

expected to be realized via the target language (Byram & Peiser, 2015).

2.5 Intercultural Learning and Teaching

Learners have the opportunity to travel easily to the countries the language of
which they learn and they are more likely to meet speakers of other languages in
their home country because of the global mobility and ICT nowadays ( Wilkinson,
2012, p.301). However, intercultural experiences do not necessarily lead to
positive attitudes and productive approaches toward difference (Kapler Mikk,
2015, p.815). It is significant to gain knowledge of a place, its culture, appropriate
behaviors before engaging in an intercultural interaction (Hoftstede, 2009, p.95).
Kramsch (1993) also claims that prior engagement with culture in the classroom
might be even safer before facing it in real life for the students (as cited in
Liddicoat, 2003).

With this aim, intercultural communication courses are available in most
universities in North America and Europe and they even deliver degree programs.
These trainings which are concurrently carried out with language courses are
provided for students, and businessmen to prepare them for intercultural
experiences. Developing IC in addition to the language provides a complete
entrance ticket to a new society, which allows participation and interaction
eliminating prejudices and stereotypes for the participants of these programs
(Fantini, 2012, pp. 276-277)
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Apart from such intercultural communication programs and courses, Deardorff
(2011) also suggests ‘internationalizing’ the campus by integrating a global and
intercultural dimension to students’ experiences in order to develop students’
intercultural competence. She also believes in the power of curriculum and co-
curricular activities for the development of intercultural competence of the
students. She introduces such activities as having speaker series where people from
diverse backgrounds can inform students about other perspectives on particular
issues, bringing domestic and foreign students together to have meaningful
interaction and integrating foreign movies with reflective practices and discussions

in the classroom.

Corbett (2003) suggests the use of intercultural enquiry as the topic of a curriculum
and designing tasks that promote learners’ active engagement to search for cultural
information which will have an impact on language behavior. He also introduces
certain suggestions regarding the design of tasks for intercultural classroom in
view of the Nunan’s (1989) framework (i.e. six components of a task). He
emphasizes that apart from teachers, learners should also be made aware of the
‘pedagogical goals of the intercultural tasks’ and they reflect on the targeted

cultural behavior (p.45).

With the aim of integrating IC in foreign language classrooms, Beltran-Palanques
(2014) suggests an instructional approach which includes such stages as getting
started, exploring and reflecting, observing, interacting and receiving feedback.
The first phase provides learners with the discussion of culture, intercultural
competence and the role of intercultural speaker in the society. The aim in the
second phase is to explore one’s own and the target culture and reflect on these. In
the third phase students are expected to observe what is discussed in the second
phase through authentic texts and audiovisuals. In the fourth, interacting phase,
learners are communicating with people who have linguistically and culturally

different backgrounds in both synchronous and asynchronous modes via online
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tools. The last stage involves feedback from teachers and peers primarily on the

outcomes (i.e. attitudes, knowledge and skills).

According to Matsuda and Friedrich (2011) some issues such as world peace,
environment conservation are not limited to the national boundaries and they may
also be benefited in class readings, discussions and course assignments since it is
clear that it would not be probable to refer to each and culture of every single
country. Authors mainly suggest making language learners aware of other cultures
in different regions and interpreting the diversity and variation among English

speaking countries (p.340).

Nguyen (2008) also suggests certain activities such as lectures and readings on
differences, cultural assimilators (critical incidents of cross-cultural behaviors),
cultural capsules (brief presentations on the differences between cultures), role-
plays, cultural simulation games and so forth. According to Nguyen (2008),
developing ICC requires more than lecturing about the facts regarding the culture.
It is necessary to promote individuals’ understanding of how and why people act in
certain manners and exhibit attitudes in cross-cultural interactions. As stated by
Hofstede (2009), ‘the unwritten rules of social game in a society differ across the
world.” (p. 90). One’s own criteria for an acceptable behavior might be totally
different from the interlocutor’s perception of proper behaviors. Thus, identifying
one’s own cultural values is essential for achieving IC even though it is a
challenging task (Hoftstede, 2009, p.96). Similarly, Fantini (2000) indicates,
‘Looking out is looking in” which implies that being competent in another culture
and language contributes one by making him to reflect on his own culture and
world view (p.26). Risager (2007) also suggests that students need to be informed
about ‘semantic and pragmatic variability in language’, both in the target language
and their mother tongue at very early stages (p.237).To summarize, IC does not
only require the knowledge of the target language culture or one’s own culture but
also necessitates the ability to see things in different ways and understand the

reasons behind individuals’ behaviors in intercultural communication
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Apart from the activities and issues that are suggested above, there might also be a
guide for the teachers to share with the learners so that they can accomplish an
intercultural interaction. For instance, Jackson (2014) introduces characteristics of
effective intercultural communicators and suggests thirteen things to do to be an
effective intercultural communicator such as avoiding using idioms that may be
misunderstood, being attentive to interlocutors’ feedback, being sensitive to
cultural beliefs, values, gender differences, and so forth in second language
situations (p.95). All of these traits might be promoted in EFL classrooms through

class discussions, role plays, sharing of critical incidents and cases analyses.

2.5.1 Research Studies on the Development of IC of Learners

With regard to the research projects carried out to enhance learners’ IC, many
projects used technology as a means to develop students’ IC. A very small number

of recent projects are shared in this part of the paper.

Ceo-DiFrancesco, Serna Collazos and Mora (2016) developed a telecollaborative
project between English and Spanish course students in Colombia and US to
identify the effect of telecollaboration on the development of ICC and intercultural
sensitivity. They used surveys, interviews, reflections as data collection tool. The
results of the Scale of Intercultural Sensitivity (SIS) indicated that student
developed in nearly all five dimensions which are ‘engagement in intercultural
communication, respect for different cultures, confidence in intercultural
communication, enjoyment of intercultural interactions, and attention during

intercultural communication.” (p. 64).

Thome-Williams (2016) also paired Portuguese and Brazilian college students and
provided them certain themes to discuss and self-assessment sheets to evaluate
their performance throughout the course. Students interacted through Skype and a
closed group on Facebook in order to develop their ICC. Students were able to see
themselves in a new cultural framework and reflected on their own culture, values

and experiences at a deeper level.
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Bauer et al. (2006) reported a project where learners of English in France and
learners of French in US interacted in asynchronous online discussion forums.
Students used their L1 to communicate, which was decided before to eliminate the
probable dominance of a particular group because of their language proficiency
and enable learners to indicate their opinions thoroughly (p.35). Students worked
with various materials such as questionnaires, movies, newsstand etc. Authors
asserted that Cultura Project provided opportunities for students to access the
attitudes, values and frames of reference in both cultures (p.57).

There are many other telecollaborative projects that can be listed here; however,
the critical conclusion might be the benefit of these projects on students’ IC
development. Especially, in their literature synthesis study, Cift¢i and Savas (2017)
stated that these projects helped learners to grow interculturally, increased learners’
knowledge, interest, curiosity, and awareness towards other cultural perspectives
besides their local culture (p.10). The review also revealed common features of the
telecollaborative studies conducted to enhance intercultural language learning and

suggested certain precautions before conducting telecollaborative projects.

Busse and Krause (2016) conducted a study experimenting problem-based
intercultural learning in secondary schools. Students engaged with the critical
incidents. These cases were either analyzed or acted out. Both ways were found

effective.

In Malaysian context, Singh, Marsani, Jaganathan, Karupiah, and Abdullah (2017)
conducted a study based on the intervention of intercultural reading program. As
data collection instrument, journal entries and focus group interviews were
utilized. The results indicated that this intervention enhanced learners’ intercultural

knowledge.
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2.6 The Assessment of Intercultural Competence

While assessors are used to testing knowledge and skills, the assessment of
attitudes and awareness is scarce. However, all four attributes of IC (i.e.
knowledge, skills, attitudes and awareness) are necessary to address in the
assessment of IC. Furthermore, considering that IC is a developmental process, not
only the elements of IC but also the levels of development (i.e. educational
traveler, sojourner, professional, and specialist (Fantini, 2000) are critical to
consider in a comprehensive assessment of IC (Fantini, 2009). Deardorff (2011)
also asserts that students should be provided with the opportunities to assess and
reflect on the progress of their IC. In addition, such issues as critical thinking, deep
cultural knowledge, the ability to look at events from other perspectives and

attitudes (respect, curiosity and openness) are crucial in the assessment of IC
(p.68).

The assessment of IC can be carried out in both formative (i.e. continuous data
collection) and summative ways (i.e. at the end of an intervention). The data
collected through tests or inventories can be quantitative in nature and presented
with scores whereas the data collected through interviews are more qualitative and
provide primarily words, concepts and themes representing deeper insight. Direct
evidence of IC can be reached through the observations or the products of
individuals whereas indirect evidence can be perceptions of learning of the
participants in an interview (Deardorff, 2015, p.18). Deardorff (2011) emphasizes
the need for including both direct and indirect evidence in the assessment of

intercultural competence due to its complexity (p.74).

Deardorff (2015) emphasizes how strenuous the assessment of IC is when carried
out properly considering that intercultural competence is a lifelong and
developmental process. She also provides certain guidelines for the assessment of

IC as given below.
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e Providing a definition of what is assessed (i.e. intercultural competence)

e Statement of outcomes

e Aligning methods with the outcomes

e Using multi-method (i.e. indirect and direct), multi-perspective approach
(self and other)

e Developing assessment plan

e Evaluating the assessment

In addition to these, Fantini (2009) also explains the fundamentals of assessment in
general for IC assessment such as the assessment areas (i.e. areas of intercultural
competence), test types (e.g. readiness, aptitude, attitude, placement, diagnostic
tests, etc.), assessment formats (i.e. direct, indirect, discrete, and global),
assessment techniques and strategies (e.g. type of questions such as open ended,
multiple choice, gap filling, type of activities such as role-plays, interviews,
discussion etc. and questionnaires that require self, peer and teacher evaluation).
The use of multiple assessment types, formats or strategies might be necessary for
assessing IC. However, the purpose of assessment would identify which ones are
required. For instance, if the aim is to identify whether a student is adequately
prepared for an intercultural experience, one might opt for a readiness test whereas
if the aim is to determine the tendency towards a particular group of people or
culture, attitude test is more appropriate to choose. Consequently, it is important to
note that IC assessment is both multidimensional and intentional. Fantini (2009)
reported many instruments that can be used in the assessment of 1IC some of which
were predictive; others were either summative or formative in nature. Some of
these instruments included both language and culture focus whereas some others
preferred to integrate solely one aspect. While selecting the instrument, it is
suggested that the goals and aims of assessment should be considered and the fact
that one instrument might not be adequate to measure all aspects of IC should be
taken into consideration (Fantini, 2009; Deardorff, 2009).

Deardorff (2009) also listed the pitfalls that she encountered working with various

organizations and programs in the assessment of certain aspects of IC. Most of
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these were in congruent with what she suggested in her guideline (i.e. Deardorff,
2015) .

e Not clearly defining what is measured ( not consulting IC literature for a
working definition)

e Not having an assessment plan

e Blindly borrowing assessment plans and tools from others

e Making the assessment the responsibility of one individual

e Not aligning assessment tools/methods with the goals and objectives

e Using only one tool or method to assess IC

e Trying to assess too much at once (i.e. the whole of IC)

e Collecting the data and stopping

e Not evaluating the assessment plan and process

e Not using a control group or collecting baseline data

Apart from these guidelines and certain problems in the assessment of IC,
Deardorff (2009) also discussed a few points such as students’ having difficulty in
articulating what they have acquired thanks to a particular invention or an
intercultural experience. In order to assist learners to be aware of their learning
process and express subjective culture such as cultural values and communication
styles, she recommended that students can be provided with adequate preparation
and unremitting support. In addition, she also suggested that assessment tools
should be integrated in the program itself as an ongoing process rather than having
merely pre-test and posttest assessment besides getting learner feedback
throughout the program. To summarize, all the guidelines Deardorff (2009, 2015)

and Fantini (2009) provided need to be considered in the assessment of IC.
2.7 Intercultural Competence of Language Teachers

In order to develop intercultural competence of young people, teachers and trainers
that are interculturally sensitive and competent are needed to transmit these skills

to the young people they are in charge. Therefore, IC is required to be a core
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component of teacher preparation (Cushner & Mahon, 2009). Intercultural
approach requires more than the teaching of knowledge about the country or
countries as opposed to teaching for cultural awareness (Byram & Peiser, 2015).
Teachers” approach to classroom instruction needs to include intercultural
understanding which addresses both local intercultural context and also global
intercultural issues (Leo, 2010, p.8). Language teachers are also required to be able
to promote their learners’ skills, values and attitudes besides their cultural
knowledge (Byram & Peiser, 2015).

According to Crozet and Liddicoat (1997), teacher is the mediator who considers
both students’ own culture and the new culture of the target language. In view of
the globalization and spread of English among the non-native speakers, this view
can be considered in terms of cross-cultural perspective. That is, teachers’
mediation is not just between two different cultures but among many cultures
where English is used as an international language. Coulby (2006) also considers
intercultural education as the one where the cultures are negotiated rather than just
demonstrating that there is more than one culture (p.252). He also believes that
there is need for more complex understandings, more politics and history. Besides,
he also suggests that identity, nationalism, globalization, economics, cultural
homogenization and such debates can also be central to intercultural education
(p.254).

Corbett (2003) also asserts that teachers need knowledge and strategies to design
courses where intercultural language teaching occurs. Some of these include the
knowledge of how ‘language genres serve the cultural needs, how language can
negotiate cultural identity, how written, spoken and visual texts can be read as
messages about cultural affiliation (p. 33). Considering all these, the task of
language teachers who are expected to integrate intercultural teaching in a

systematic way is thoroughly laborious.
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2.7.1 Research on EFL Teachers’ IC and Their Perceptions and Practices
Regarding IC in Other Contexts

Research studies on the IC of teachers can be classified into three considering their
primary aims. The first sets of studies aim to identify the level of IC of language
teachers whereas in the second category, the aim is to reveal teachers’ current
practices in terms of integrating intercultural aspects in language classrooms. The
final set of research is mainly on the training of teachers to develop their learners’
IC.

In relation to the studies on the level of IC, many studies used Bennett’s (2003)
DMIS to identify the teachers’ intercultural competence and these studies revealed
that teachers in these days may not be effective intercultural educators and they
lack the necessary skills to promote IC of youth (Cushner & Mahon, 2009, p.310).
With regard to the teaching practices, Sercu et al. (2005) had a research project
involving teachers from seven countries, enabling comparisons among a variety of
contexts. The results of the study revealed that teachers still see the teaching of
culture and intercultural competence as the transmission of cultural knowledge
rather than promoting intercultural competence of learners to be intercultural
speakers. Language teachers are primarily concerned with big ‘C’ culture such as
art, history, and literature when referring to cultural dimensions of language
(Fantini, 2012, p.270).

Larzen-Ostermark’s (2008) interviews with 13 Finland-Swedish teachers of
English also revealed similar findings. Teachers believed their intercultural
teaching was restricted to the provision of cultural facts and very few participants
indicated their enthusiasm to develop learners’ IC including openness, and
tolerance towards other cultures.

Han and Song (2011) conducted a survey including both likert scale and open
ended questions to 30 English teachers at a Chinese university. Findings revealed
restricted content in the teaching of IC because of the lack of teachers’ intercultural

knowledge and lack of intercultural content in the materials.
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Moreover, Dimas’ (2016) study reported an action research project where two
language instructors, French and English language teachers. With the integration of
ICC in the modern languages program, the aim was to bring the learners, teachers
and the institution around the knowledge, attitudes, skills and critical cultural
awareness to supply learners with the appropriate criteria to negotiate their
identities in a diversified setting. Data were collected through teachers’ learning
logs and also their teaching sequence. Whereas French teacher focused on child
memories in the teaching sequence, English teacher’s focus was on job interviews
in English. The results explored in French learners’ narratives and English
learners’ reflections on interviews illustrated that language learning necessitates
the inclusion of intercultural issues so that learners can make sense of these
experiences with a view from both their own culture and the target language and

culture (p.9).

Ngai and Janusch’s (2015) had a case study evaluating an immersion program
which aimed to develop teachers’ language proficiency, and teaching skills, and
familiarize them with the cultural norms of North America. In this intercultural
training program, their focus was primarily on the speech acts as they though that
these were both teachable and learnable. The results of their study indicated that
teachers developed the understanding of how speech acts were shaped by
pragmatics norms, communication events as a unit for cross-cultural comparative
analysis. Teachers also had the awareness regarding how the ways that English is
used affect the intercultural communication. Furthermore, teachers had future plans
to make use of authentic materials like such as magazines, stories, and videos.
They also believed that they would depend on their own cross-cultural awareness
acquired via this overseas training to lead their students to decode cultural effects

on language use.

Brunsmeier (2017) conducted an interview study with 19 primary school teachers
in German context. The results indicated that teachers valued intercultural teaching

as a goal of language teaching though they did not consistently practice it (p.152).
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Orange and Smith (2018) carried out a study in which they exploited Sercu et al.’s
(2005) questionnaire and adapted new items from literature. The participants of the
study were language teachers in New Zealand. Mismatch between the beliefs and
practices of teachers was detected. The author implied that this contradiction might
stem from teachers’ unawareness of theories and practices for intercultural
language teaching.

Regarding the professional development of teachers on IC, Golub (2014) studied
the effects of German language teachers’ three-day professional development
module, which was about IC, on students’ learning outcomes. It was a quasi-
experimental study and both control group and treatment group responded to pre-
test and posttest at the beginning and at the end of the year. Students consisted of
4™ and 8™ grade students. Byram’s (1997) Model of ICC was used in the design of
the tests. The results indicated that participation of teachers in the PD courses on
IC affected students’ outcomes positively, specifically on the cognitive aspects of
IC.

2.7.2 Research on EFL Teachers’ IC and Their Perceptions and Practices

Regarding IC in Turkish Context

The studies conducted on IC of EFL teachers in Turkey can be separated into two;
the studies carried out on pre-service teachers and research on in-service teachers.
Studies on pre-service teachers’ IC are primarily about identification of their level
of IC and training of pre-service language teachers to develop their IC. On the
other hand, research studies conducted on the EFL in-service instructors are mainly
about teachers’ beliefs and perceptions regarding IC, and their practices of IC in
EFL classrooms.

Considering the research on pre-service EFL teachers, Atay (2005) implemented a
questionnaire to the prospective teachers and the results indicated that they
appreciated the role of culture in ELT and considered culture related aims as the
primary ones to learn a foreign language. They also reported that the opportunities

provided to learn about target cultures were not adequate. However, even though
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they were asked to choose any possible training, they primarily chose oral and
written language proficiency training more than training on cultural awareness
(p.233).
Bektas-Cetinkaya and Celik (2013) aimed to discover whether Turkish EFL pre-
service teachers are adequately trained to cope with cultural aspects of language
teaching and to develop their learners’ IC. In a mixed method design, they
implemented an adapted version of Intercultural Abilities Questionnaire (I0A) to
129 pre-service teachers and conducted interviews with 15 participants. The results
of the study indicated that even though participants had positive views towards
other cultures, they did not have a satisfactory level of IC. They had stereotypical
perceptions of European culture and ethnocentric view of Turkish culture.
Participants were also bereft of skills to sort out communication problems in an
intercultural encounter (p. 359).
Polat and Ogay Barka’s (2014) study aimed to identify the IC level of Turkish and
Swish pre-service teachers with the Multicultural Personality Questionnaire. The
findings revealed that pre-service teachers in Switzerland had higher IC than
Turkish pre-service teachers. The authors concluded that the reason might be
because of the lack of multicultural and intercultural courses in the curriculum of
teacher education programs in Turkey. As opposed to the findings of these three
studies, Sarigoban and Oz (2014) reported that pre-service language teachers at a
state university had high level of ICC and especially the knowledge component
had higher mean scores. Kacar (2019) conducted a study on pre-service teachers’
views regarding culture teaching, specifically integrating home culture elements.
The results indicated that teachers were eager to teach Turkish cultural elements
into their prospective language courses, though they believed they were not
adequately trained to integrate their native culture in foreign language teaching and
their intercultural competence was not at a desirable level.
Apart from the studies identifying the level of IC of pre-service teachers, in a
mixed method research, Bektas-Cetinkaya’s (2014) developed a cultural content
program for pre-service EFL teachers so that they can enhance their IC. The results
indicated that the program had positive effects on students’ cultural knowledge,
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intercultural skills, and intercultural awareness even though their attitudes did not
change significantly from pre-test to post-test. Furthermore, Gen¢ and Bada (2005)
also reported the evaluation of a culture course by pre-service language teachers.
The findings illustrated that prospective teachers benefited from the program by
enhancing their language skills, developing cultural awareness and modifying their
perceptions about target language speakers.
Regarding the studies conducted on in-service EFL teachers in Turkey, they
mainly probed into teachers’ beliefs and practices in terms of intercultural
competence, and cultural dimension of language teaching. These studies primarily
used Sercu’s (2005) questionnaire and semi-structured interviews.
First of all, Bayyurt (2006) conducted semi-structured interviews with 12 Turkish
teachers of English in order to identify the teachers’ perceptions of culture,
teachers’ cultural practices and the weaknesses and strengths of being a non-native
English speaking teacher. The results showed teachers’ perceptions regarding the
inseparability of culture and language as they are automatically integrated in a
language classroom. However, teachers also indicated that they sometimes did not
have incentive to introduce about culture when their students were not interested in
learning about it.
Atay et al. (2009) implemented Sercu’s (2005) questionnaire to 503 EFL teachers
and the findings revealed that teachers regarded intercultural skills such as being
aware of cultural differences, one’s own culture and developing intercultural
communication skills very important in the definition of culture teaching. Yet,
teachers’ responses in terms of their teaching practices illustrated that they did not
apply intercultural teaching in their classes even though they were aware of it.
Gonen and Saglam (2012) carried out a research study by adapting Sercu’ (2005)
questionnaire and conducting interviews with the instructors. The participants
included both ELT and non-ELT graduate language instructors working at
university setting and the results indicated that both groups of teachers emphasized
the importance of culture teaching in EFL classrooms. Teachers also mentioned
three dimensions of IC, knowledge, attitudes and skills, yet knowledge dimension
was emphasized more.
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Kilig (2013) also used Sercu et al.’s (2005) questionnaire and conducted a similar
research on 368 instructors’ beliefs regarding IC in Istanbul. The results indicated
that intercultural teaching was not regarded as one of the primary objectives of
ELT. However, teachers believed that their familiarity with the foreign cultures
was satisfactory.

Demircioglu and Cakir (2015) explored International Baccalaureate World Schools
English teachers’ attitudes and opinions on the intercultural language teaching in
Turkey, the USA, the UK, New Zealand and Spain. Open ended surveys revealed
that Turkish teachers regarded their experiences with people from other countries
as rewarding and emphasized the importance of IC as the fifth language skill. As
college English curriculum is based on IC, teachers carried out cultural tasks about
traditions and global issues. Turkish teachers of English found customs, traditions
and values as the most important aspects of culture in EFL teaching. The
researchers also emphasized the need for a further study that consists of teachers in
national curriculum.

Cansever and Mede (2016) also adopted Sercu’s (2005) questionnaire and
conducted interviews to reveal native and nonnative EFL instructors’ perceptions
of intercultural foreign language teaching in Istanbul. The results indicated that
both native and non-native instructors attached importance to the teaching of
intercultural skills in language classes. They advocated that students should be
exposed to the cultural knowledge even though they had lower English proficiency
level and they also believed that learners would judge or stereotype others less

thanks to intercultural training.

Kahraman (2016) also conducted a study to unravel the perceptions of Turkish
EFL teachers and students in Hacettepe and Dumlupinar universities with regard to
the role of culture in EFL classrooms. Results indicated that teachers and students
were eager to have culture teaching in language classrooms. One of the most
common ways to teach culture was identified as the use of textbook while teaching
English and teachers rarely preferred extra materials for culture teaching. Besides,

they had spent less time on culture teaching and the possible reasons were stated as
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the curriculum issues, insufficient time, and teachers’ unfamiliarity with foreign

cultures.

To summarize, studies conducted in Turkish context were mainly carried out at
tertiary level with the university instructors and they were primarily based on
quantitative data collection instruments where the prompts were provided. Their
findings indicated that teachers acknowledged the inseparability of culture from
the language and they attached importance to the intercultural elements in EFL
classes. However, it should be noted that in relation to the training of in-service
teachers in terms of developing their own knowledge and skills to teach IC in
language classes, there is not any research conducted in Turkish context to the best

of researcher’s knowledge.

2.8 Training Interculturally Competent Language Teachers

As there is a paradigm shift from national to transnational (Risager, 2007) and
from native speaker to intercultural speaker (Alptekin,2002; Byram, 2012; Risager,
2007), more attention should be paid to the culture in both EFL teacher education
programs and in-service courses (Ryan, 2012, p.430).

Developing teachers’ ability to think, communicate and interact in an intercultural
way and from multiple perspectives is a strenuous job (Cushner &Mahon, 2009, p.
317). Furthermore, it is challenging for adults to have inquiries and reconfigure
their view of world (Fantini, 2012, p. 276). Besides, whether all language teachers
are willing to be liable for intercultural learning is even not known for sure
(Mughan, 1999).

In the European Profile for Language Teacher Education, Kelly and Grenfell
(2004) noted the importance of intercultural issues in language teaching and among
40 elements mentioned in the Profile, IC was intertwined in many elements. The
Profile suggested some approaches that can be used to develop language teachers’
IC. For instance, providing trainees opportunities of experience of living or
teaching in a socially, ethnically and culturally different context was one of them.
Gobel and Helmke (2010) also advocate that having intercultural experiences
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contribute to teachers’ practices of intercultural teaching in language classes and
they suggest teachers to have intense intercultural contacts which can be done
during their studies and developed further during their career (p.1580). However,
as acknowledged by Cushner and Mahon (2009), it has always been challenging to
include intercultural experiences and international experiences due to the tightly
scheduled curricula in pre-service education (p. 316). Furthermore, giving chances
to trainees to teach different groups of learners in urban and rural areas, involving
trainees in the teaching one’s native language to non-native speakers, mixing
native trainees with non-native trainees, having networks with colleagues from
other countries are also some of the critical recommendations provided in the
Profile (Kelly and Grenfell, 2004; Kelly, 2012). Kelly (2012) also proposed that
besides visits to partner institutions, written exchanges, use of social networks,
video-conferencing, e-mail and chats can also provide many intercultural benefits
to language trainee teachers (p.417).

Considering all these it is obvious that developing IS and IC is not achievable with
a mere focus on cognitive approach and culture learning improves in time with
attention to affective domain and impactful experiences where people view the
difference among cultures, acquire more knowledge about others and
accommodate their behaviors accordingly (Cushner and  &Mahon, 2009).
Therefore, ‘an appropriate professional development for language teachers is an
extended process of reflection rather than a short term of presenting cultural
information’ ( Liddicoat et al., 2003, p. 33).

Borg (2003) underlined the importance of connecting classroom practices to
teachers’ cognition because the goal of teacher cognition is to develop an
understanding of “teachers’ professional actions, not what or how they think in
isolation of what they do” (p. 105). Therefore, according to Zhang (2017), the best
option to gain ICC is intercultural training as the teachers will not have to leave
their teaching positions. Kelly (2012) advocates that ‘having an intercultural
module can be effective if it is integrated in language teacher education
programme and connected in practical ways to the trainees’ experience of language
teaching and learning’ (p.418). Basic approaches and tools for language teachers to
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adjust intercultural approaches in their language teaching can be provided in in-
service module or intercultural competence training (Kelly, 2012, p.419).

Bennett (2015) defines intercultural competence training as the design,
development, and delivery of the programme which promotes the knowledge,
skills, and attitudes of individuals interacting across cultures. Whereas culture-
specific training deals with the cultural information about a specific culture,
culture-general training is concerned with the general frameworks describing
cultural differences observed in various cultures. Regarding the instructional
design of training, needs assessment, course design, course development, course
delivery, and evaluation are certain elements that a particular instruction model
follows. For an ICTP, Bennet’s (2015) essential principles include having a
developmental design where the trainers’ duty is to move individuals from
ethnocentric position to the ethnorelative one, addressing individual learning
styles, risk and anxiety reduction, considering communication patterns like

eliminating idioms, slang, and capability of managing resistance.

Kapler Mikk (2015) also mentioned six elements that are crucial in the
development of an intercultural training program. The first one is audience
analysis, which is crucial to know the common mind-set of the trainees and prepare
the training accordingly. With the audience analysis, trainer can benefit from the
participants’ experiences regarding the differentiation about the issues such as
status, ethnicity, language gender or religion. The second is the identification of
learning outcomes in view of the audience analysis and expectations of
participants. The third one is the sequence of the training where the content and the
methods proceed from the familiar to the unfamiliar. The fourth one is experiential
learning activities ranging from paper-pencil or online inventories to role plays,
critical incidents etc. The fifth one is debriefing which is a good opportunity for
participants to reflect on activity and for the trainer to compare these with learning
outcomes. The last one is art of facilitation and this requires trainers not only to
move from one activity to another skillfully but also revise the course based on the
immediate need of the participants (pp.814-818).
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Bennett’s (2015) and Kapler Mikk’s (2015) intercultural competence training can
be considered in the development of a training program for language learners or
pre-service language teachers to develop their IC. Nonetheless, these trainings aim
to develop participants’ IC and they do not provide pedagogical support for in-
service language teachers to develop their learners’ IC in an EFL setting.

Therefore, more systematic guidance in the training of EFL teachers is needed.
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CHAPTER 3

METHODOLOGY

3.1 Philosophical Assumptions

The ontological, epistemological, and axiological assumptions that the researchers
have affect not only the approach to the research study but also formulation of the
research questions asked in the first place and the ways to reach information to find
the answers (Creswell, 2013, p.18). Ontological assumptions are based on the
nature of the reality whereas epistemological assumptions are more about what
counts as knowledge. Axiological assumptions are related to the role of values in
the research (Creswell, 2013)

In this study, the reality was seen as multiple and these multiple realities were
represented in the study. The knowledge and evidence was based on the
participants’ explanations shared with quotes. When axiological assumptions were
considered, the researcher intended to discuss the values, mainly her interpretations
based on the participants’ interpretation free heartedly in the study. With these
assumptions, the approach to the research was qualitative in nature.

3.2 Interpretative Framework

3.2.1 Social Constructivism

According to Creswell (2013), ‘philosophical assumptions are embedded within
the interpretative frameworks in qualitative research’ (p.22) and  social
constructivism, which is also termed as interpretivism, manifests itself in
phenomenological studies where people describe their experiences, and grounded

theory where the theory is grounded in the perspectives of people (p.25). In social
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constructivism, the views of participants, their actions in their contexts where they
live and work are valued. Moreover, the researchers aim to ‘interpret the meanings
that the others have about the world’ apart from their acknowledgement of how
their interpretations are shaped by their own social backgrounds and cultural
experiences. Thus, they ‘position themselves’ in the research study (Creswell,
2013, p. 25). As stated by Patton (2002), the reports written by social
constructivists attach an utmost importance to ‘praxis and reflexivity’, that is,
understanding how one’s own experiences and background affect what one
understands and how one acts in the world’ (p.546). In research studies where
social constructivism is the framework, the questions are broader and more open-
ended as the researcher listens cautiously what people say and do in the real life

settings.

Since positivist paradigms cannot explain the complexities of teachers’ mental
lives and teaching experiences, it is crucial for the researchers to have an
interpretative stance and acknowledge the effect of teachers’ experiences,
interpretations of their engagement in the activities and the contexts where they
work on shaping how and why they prefer particular actions to take (Johnson,
2009). Therefore, having an interpretative stance requires a shift from pure
observational studies to ethnographic descriptions drawn from descriptions,
observations and interviews with teachers on what they do and why they do these.
That is, the primary interest is discovering what is already known by teachers, what
they are capable of and how they make sense of their teaching contexts (Johnson,
2009).

As a result, this particular framework has been preferred as the aim of this
phenomenological study is to reveal EFL teachers’ perceptions of IC, and lived
experiences in the teaching of I1C in EFL setting.
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3.2.2 Sociocultural Theory

The principles of sociocultural theory are primarily obtained from the works of
Lev Vygotsky (1978) and Lantolf (2000). Vygotsky acknowledged that human
consciousness has the capability of controlling the higher-level cultural tools (i.e.
language, literacy, thought, logic etc.) and these mediate the relationship between
the individual and social material world (as cited in Lantolf and Thorne, 2007,
p.198-199). One form of mediation is regulation and individuals starting at early
ages use tools to regulate their mental activity. During the childhood, this tool
might be an object (i.e. object regulation) whereas later it might be people such as
parents, peers, and teachers (i.e. other-regulation). In the last stage, individuals
may rarely need an external support as external source is already internalized (i.e.
self-regulation). Another form of mediation is realized through symbolic artifacts
and people arrange their mental worlds through these just as they mediate their
physical world through physical tools such as a hovel, or a backhoe to dig a hole.
According to Lantolf and Thorne (2007), ‘language is the most pervasive and
powerful cultural artifact that humans possess to mediate their connection to the
world, to each other and to themselves’ (p.201.). Similarly, Johnson (2009) asserts,
‘ language functions as a psychological tool that is used to make sense of the
experience, but also as a cultural tool in that it is used to make sense of experiences
with others, thus transforming  experience into cultural knowledge and

understandings’ (p.3).

As defined in Burns and Richards (2009), identity is cultural and social roles
people assume for themselves and these roles are not static but dynamic and they
emerge through the social processes in the classroom. Thus, teaching is not just the
implementation of the knowledge and skills that are acquired earlier, but it
involves a more complex process where identities are constructed and
reconstructed through students’ reactions, and critical moments caught during the
instruction. In sociocultural view, teaching is not considered as the transfer of what

is learned but it is the creation of conditions to co-construct the knowledge and
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understanding via social participation (Burns & Richards, 2009, p. 6). As Johnson
(2009) indicated, sociocultural perspective on L2 teacher education combines both
cognitive and the social; therefore, contributes to the understanding of ‘how
teachers know, how concepts develop in their consciousness and how this internal
activity transforms their understanding of themselves as teachers, of their students

and teaching practices’ ( p.13).

Since this particular study aimed to uncover teachers’ teaching practices in regard
to intercultural learning, particularly how they view themselves as interculturally
competent teacher and their students as interculturally competent language learner,
having a sociocultural perspective on this particular study was preferred.

3.3 Research Approach and Design

The qualitative approach to research is considered as naturalistic, exploratory and
hermeneutic as opposed to quantitative research approach which is mainly static,
scientific and explanatory. Qualitative researchers are primarily interested in
meaning (e.g. how individuals interpret the world, how they experience the events,
and what meanings they ascribe to phenomena). They are more concerned with the
quality of experience instead of the causality (Pietkiewicz and Smith 2012, p.361).
As Creswell (2012) stated, qualitative research best suits a research where the
variables are not known and there is a need to explore. A phenomenon of interest,
i.e key concept, idea, or process, and the participants are explored through a

qualitative research.

One of the qualitative approaches to research, phenomenological research was
chosen for the study.

Phenomenology can refer to a philosophy (Husserl, 1967),
an inquiry paradigm (Lincoln, 1999), an interpretive theory
(Denzin and Lincoln, 2000b) a social science analytical
perspective or orientation (Harper, 2000; Shutz, 1967,
1970) and a major qualitative tradition, (Creswell, 1998) or
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a research methods framework (Moustakas, 1994) (Patton,

2002, p.104).
In phenomenological research, the researcher identifies a phenomenon which can
be an object of human experience and data are collected from the individuals who
experience this phenomenon. The aim is to describe the experiences of an
individual or a group of people to have a deep understanding of the essence of their
experiences with regard to phenomena that is investigated (Giorgi, 1997,
Moustakas, 1994; van Manen, 1990; Creswell, 2013).

‘Anything that presents itself to consciousness is potentially of interest to
phenomenology, whether the object is real or imaginary, empirically measurable or
subjectively felt.” (van Manen, 1990, p.9-10) As stated by Patton (2002), the
phenomenon under study can also be ‘an emotion, a program, organization, or a
culture (p.104-105). Creswell (2013) also listed a few phenomena such as ‘anger,
professionalism, what it means to be overweight, or what it means to be a wrestler’
(p.81) whereas Van Manen (1990) provided such examples as experience of
learning, riding a bike or beginning of fatherhood. In his particular study, the
phenomenon is the teaching of IC in language classes or what it means to be an

interculturally competent teacher.

There are diverse approaches to phenomenology. First of all, Husserl’s
phenomenology is primarily epistemological and the goal of phenomenology is to
study things as they occur in an unbiased and rigorous way so as to be able access
to the understanding of human consciousness. This view is more descriptive in the
sense that phenomenologists try to meet the phenomenon as free and unprejudiced
as possible to precisely understand and describe it (Dowling, 2007, p. 132).
Heidegger’s phenomenology is more ontological, which means it is more about
being rather than knowing. Since he regards understanding as a reciprocal activity,

there is interpretivism in the understanding of peoples’ experiences.

This interpretative phenomenological research sought to describe the essence and
understandings of how EFL teachers in Turkey promote learners’ IC and what
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meanings they attach to intercultural competence, and being interculturally
competent learner and teacher. The research questioned what is intercultural
competence teaching in relation to language teaching like for these participants.
The research also aimed to identify perceived needs of the language teachers to

develop learners’ IC with an inquiry for a proposed training.
Research questions:

1. How do EFL teachers in Turkey describe
a) intercultural competence (1C),
b) an interculturally competent EFL learner,
c) an interculturally competent EFL teacher?
2. What are the EFL teachers’ teaching experiences and perceptions about
the development of EFL learners’ IC?
3. What kind of an in-service training course/ module do EFL teachers in
Turkey suggest to support language teachers in terms of developing their
intercultural competence and knowledge and skills to teach intercultural

competence in EFL classes?
3.4 Participants

In view of the theoretical underpinnings of interpretative phenomenological
analysis the participants consist of people who have relevance to the phenomenon.
Even though there is no rule in relation to the number of participants that should be
integrated in a phenomenological study, the selection is mainly based on the depth
of analysis, richness of individual cases and the way researcher aims to compare
the participants’ experiences. Published works mainly included one, four, nine and
fifteen participants inasmuch as larger sample sizes are likely but less frequent
(Pietkiewicz & Smith 2012, p.364).

Purposeful sampling was primarily selected for this particular study. Some studies
(Behrnd & Porzelt, 2012; Dwyer, 2004) indicated that the length of stay abroad
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had impact on individuals’ intercultural competence. Therefore, the sampling
strategy was based on the length of the English language teachers’ study/work
abroad experiences as this might be one variable affecting the practices, beliefs and
needs of the teachers. The study included only middle and high school English
language teachers who have less than six months overseas experience or have no
overseas experience. The assumption was that teachers who had more than six
months experience might be more interculturally competent and they may not feel
the need to take intercultural competence training. Consequently, in order to reach
teachers who would benefit from such a training program and introduce clear

expectations and needs were chosen as participants.

In order to reach participants who have certain qualifications such as being a
middle or high school teacher in a state school and having less than six months
overseas experience, a pre-survey was conducted at the beginning of the study. The
demographic information regarding the survey participants can be examined in

table below.

Table 3. Demographics of pre-survey participants

Experience abroad

Gender Overseas No overseas Total
experience experience

male 22 11 33

female 73 56 129

rather not to say 0 3 3

Total 95 70 165

As can be examined in Table 3, 95 English language teachers had overseas
experience whereas 70 teachers have not been abroad. The number of male
teachers was 33 whereas 129 female teachers responded to the questionnaire. As
can also be examined in Table 4, 25 teachers completed their MA degree whereas
23 of them were studying at MA programs. There were two teachers who

completed PhD degree while eight of them were studying at a PhD program.
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Table 4.Educational background of pre-survey participants

MA PHD
Yes 25 2
No 117 153
In-progress 23 8
Total 165 163

The context where the pre-survey participants work was one of the criteria for the
selection of the participants. Details regarding teaching contexts of the teachers

and years of teaching experience can also be seen in Table 5 below.

Table 5. Teaching context and teaching experience of pre-survey participants

Teaching Experience

Teaching context

T 2 % 9 8 8 3

- v g2 8 8 & 8
Primary 0 3 2 2 0 0 0 7
Middle 7 24 10 4 0 1 0 46
High 9 21 32 19 7 3 1 92
Primary + middle 3 3 2 0 0 0 0 8
Primary + high 1 0 1 0 0 0 0 2
Middle + High 0 1 1 0 2 0 0 4
Primary + Middle + High 0 1 2 1 0 0 0 4
Primary + Middle + High 0 1 1 0 0 0 0 2
+University
Total 165

As Table 5 illustrated, the number of the high school teachers was a lot higher than
the middle school teachers. There were also some EFL teachers working in more

than one context.

Teachers in middle and high schools were considered for this study primarily, and
the teachers who teach in various contexts including these were also accepted
because as stated in the general objectives of Turkish National Education, ‘the new

curriculum aims to raise the awareness of universal, national, moral, humane and
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cultural values and ethics as well as the competence in both oral and written
communication skills.” (9-12" Grades English Curriculum, MoNE, 2018, p. 9). In
addition, the new curriculum for middle school students was prepared based on
CEFR’s emphasis on appreciation of cultural diversity and intercultural
competence; therefore, the elements that value both home culture and international
cultures were embedded in the themes of the units (2" and 8" Grades English
Curriculum, MoNE, p.9). Therefore, the volunteered teachers were reached either

via phone or e-mail and interview schedule was planned.

Majority of the interview participants were female and their ages ranged between
20 and 44 which can be seen in Table 6 below.

Table 6. Demographics of the interview participants

Age

Gender 22-24 25-29 30-34 35-39 40-44 Total
Male 0 3 1 1 0 5
Female 3 10 5 5 2 25
Total 3 13 6 6 2 30

Regarding their educational background, many of them were graduates of English
Language Teaching (ELT) department as can be examined in Table 7. There were
also three English teachers who were the graduates of Linguistics Department. One
of the language teachers also graduated from Translation and Interpretation
Department whereas another one graduated from English Language and Literature.

Table 7. Educational background of the interview participants

Degree
Department BA MA MA In- PhD in- Total
progress progress

ELT/FLE 15 1 6 3 25
Linguistics 2 0 0 1 3
ALL/ELL 1 0 0 0 1
Translation 0 0 1 0 1
Total 18 1 7 4 30
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In regard to their teaching experience and the school context where they work, the
participants generally work at high school and middle school contexts as planned
earlier. However, there were also a few teachers who work in primary school in

addition to middle or high school which can be seen in Table 8.

Table 8. Teaching context and teaching experience of interview participants

Teaching Experience

Teaching Context 1-4 5-9 10-14 15-19 20-24 Total
Middle School 1 6 3 0 0 10
High School 4 5 3 2 1 15
Primary+ Middle School 1 1 0 0 0 2
Primary+ High School 0 0 1 0 0 1
Primary+ Middle + High 0 1 1 0 0 2
School
Total 6 13 8 2 1 30

As it is obvious from Table 8, teaching experience of most of the interview
participants ranged between 5 and 9 years. However, considering all the
participants the range was between 3 to 21 years. More details regarding teachers’
background can be examined in Appendix A.

3.5 Data Collection Tools

What is critical to know is the experiences of people and how they interpret the
world. In order to know what a person really goes through, a person either needs to
experience the same phenomenon or be close to very close to the experience itself.
Therefore, the in-depth interviews and participant observations are considered
crucial to learn about the experiences of others. However, it is almost impossible to
observe feelings, thoughts and intentions or actions that had occurred before. It is
not possible to know how people designed their world or arranged their meanings
attached to what is happening in the world. Therefore, these questions should be
asked to people who experience these (Patton, 2002). As stated by Creswell
(2007), in-depth interviews and multiple interviews are common tools for

phenomenological studies. Specifically, semi-structured interviews not only
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provide a dialogue in real time but also have flexibility for unexpected issues to
arise for the researcher to investigate more with further questioning (Pietkiewicz
and Smith, 2012).

In-depth semi-structured interviews were thought to be a proper data collection
technique for this particular phenomenological study. A list of questions was
prepared to guide the researcher to reveal the participants’ meanings attached to
their experiences during the interviews. With the list of questions, the researcher
aimed to have a systematic interviewing with all the participants; however, in
compatible with the rationale of the semi-structured interviews, the researcher had
impromptu questions to have deeper understanding during the interviews. The
interview questions included both descriptive, opinion, and experience questions as

can be examined in Figure 4 below.

« Definitions of intercultural competence, interculturally competent
1 EFL learner and teacher

 EFL teachers’ teaching practices and perceptions in relation to
2 development of IC of language learners

« Characteristics of a training module on the development of IC

Figure 4. The content of semi-structured interviews

As it is illustrated in Figure 4, the interview questions were in line with three
research questions in general. All the interview questions were provided in
Appendix B and the Turkish versions of the questions were also prepared
(Appendix C) as the interviews were conducted in Turkish, which is the mother
tongue of teachers, so that the challenge in language use does not prevent teachers
from revealing their perceptions, deeper feelings and experiences in intercultural
language learning and teaching. More details regarding the match between research

questions and the interview questions can be scrutinized in Appendix D, as well.
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Preliminary data collection tool was an open ended survey. Open ended survey
was used a supplementary data collection instrument so that the researcher was
able to reach the participants based on the criteria identified before, and get deeper
insight into participants’ educational and teaching background before the interview
and have a thick description of their teaching contexts. The content of the open-

ended survey can be examined in Figure 5 below.

~
+ EXPERIENCES ABROAD ( the country, purpose of stay, length of
1 stay)
v
« CULTURE ( courses, in-service trainings related to IC or cultural
2 aspects of language teaching)
v
I
3 « DEMOGRAPHICS ( age, gender, educational and teaching
background)
v

Figure 5. Content of open ended survey

As illustrated in Figure 5 above, participants were asked about their demographics
such as age and gender, education and teaching backgrounds, experiences abroad
and culture related courses they were exposed to previously. Further details can be

explored in Appendix E.
3.6 Data Collection Procedure

Preliminary survey questions and interview questions were checked by the experts
in the field to determine possible mismatches between research questions and
survey and interview guide. Then, it was revised based on the feedback provided.
Secondly, the questionnaire was piloted with 9 EFL teachers and teachers were
also asked to assess the quality of the questions. Details regarding the participants
of the pilot study can be examined in Appendix F. Three native English speaking
EFL teachers were also asked to check the language of the preliminary survey and

provide feedback on language use and the content. When the piloting phase was
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over, the questionnaire was revised and the final version was created. Interview
questions were also piloted with three EFL teachers. The transcriptions of the
interviews were done verbatim and tentative codes, categories, and themes were
listed via the use of MAXQDA data analysis program which can be examined in
Appendix G and Appendix H.

The Human Subjects Ethics Committee of METU and the Ministry of National
Education of the Republic of Turkey Directorate General of Innovation and
Educational Technologies were applied to take permission to be able to conduct
the research study in view of the ethical considerations. Ethics Committee approval
can be examined in Appendix I.

Preliminary survey was shared on social media especially in Facebook groups that
consist of the high school and middle school English teachers. The aim of the
implementation of the survey was to reach the EFL teachers who met the criteria
for the study and have information about the possible participants’ demographics,
education and teaching background. The teachers who were eligible and
volunteered for the interviews were identified and contacted. Since the adequate
number of teachers did not turn back, snowball sampling was realized and some
eligible participants were asked to suggest other teachers who may want to
participate in the study. Pre-survey was also shared with these teachers, and if they
were eligible and volunteered for the interviews, they were also contacted via

phones and emails.

In the last step, interviews were scheduled with the EFL teachers who volunteered
to participate in the semi-structured interviews. Semi-structured interviews were
conducted with 30 EFL teachers both face to face and via phone calls. In total, the
duration of thirty interviews was 1015 minutes, which means an interview lasted
33.85 minutes on average. However, there were some interviews which lasted
longer than 80 minutes and shorter than 25 minutes as can also be examined in the

details of semi-structured interviews in Appendix J.
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3.7 Data Analysis

Based on Creswell’s (2013) review of three authors’ (Madison, 2005; Huberman &
Miles, 1994; Wolcott, 1994b) perspectives on qualitative research data analysis,
core steps of qualitative data analysis involve a rigorous process where data are
organized, reduced into themes via coding and demonstrated through graphs, tables
or charts (Creswell, 2013, p. 180). In line with the qualitative approach chosen (i.e.
interpretative phenomenology), the interpretative phenomenological analysis was

done and the step-by-step procedure can be seen in Figure 6 below.

interpreting
the results

clusters of

. — the themes in
identification atable

— of
lnltlﬁ\l open preliminary
coding themes

close reading
" and re-
verbatim reading of

transcriptions transcriptions
of the

interviews

Figure 6. Data Analysis Procedure

As the first step of data analysis, the transcriptions of the interviews (1015
minutes) were done in verbatim. The total number of the words for the whole
transcription was 117.626. The prosodic features were not considered as the focus
of the study was interpreting the meanings attached to the lived experiences.
Transcriptions of the fifteen interviews were cross checked by a third party in order
to increase the dependability of the study. No mismatch or any difference that
might affect the interpretation of the sentence arose based on this crosschecking.

Only punctuation and spelling mistakes were detected. To organize the data, a
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qualitative data analysis tool MAXQDA was used and transcription documents

were uploaded to the program.

As it was seen in Figure 6, the second step was the close reading of the
transcriptions. Since the number of the participants was 30, the amount of the data
revealed was also abundant. Therefore, in that phase, the researcher took some
notes on the possible common themes that might emerge in each transcription file.
These themes were organized based on the research and interview questions so that
the relevant data can be presented in a more systematic way in the results section
of the study. These themes were also color coded in order to facilitate the analysis
of the data and they can be scrutinized in Appendix K.
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yai bu gekilde uygulamalar arttrilabilir diye diigimiiyorum. Ozel okuldaki cabstgmn sirecte Ggrencilerin zaten birgogu yurtdigma gidiyorlardi. Adlelerinin sosyal cevresinde
. students in private schools have a higher level of IC farkh kilfiirden sanlar vard: onlar igin bu bir sorun tegkdl etmiyordu yani.

Arastumact: Evet peld hocam sizce dgrencilerinizin kiltiirleraras: becerilerini gelistirmesine ne kadar katks saglayabiiyorsumuz? Bum nasil baganyorsumyz? Smf
igerisinde.

Katthmer: Yani ekstra bir cabam var mi yok atkeast sadece temalara yonelk gittigimiz icin temalar tizerinden bildigim kadanyla onlan aydmlatmaya gabgiyorum. Omm
digtnda ne soyleyebilirim yani agtkcast cok infercultural competence artwmak icin bir birebir bir ortam yaratmadigime igin var olan uygulamalar izerinden devam ediyoruz.
Yan kitaplar fizerinden devam ediyoruz. Internetteki kaynaklar iizerinden devam edivoruz. Bu da gok seye yénelk degil yani intercultural competence 1 gok yukan

-.using the standard coursebook provided by Mol cekecek uygulamalar degl ciinki temalar yani biraz daha Tiirk killtiriine yonelk hazwlandigr igin kitaplarda ok da sey degil agikgas farkh kiiltirleri tanmalarma gok sans
tanmmyor. Birkag kez bu Japon killtirimden drnekler bazen Ingilz killtirimden rnekler vani birkag kez biyle aralarda dmekder var omm disinda cok fazla bir sey yok.

3 Aragtmact: Peld hocam grencilerinizin kiilfirlerarast becerilerinin gelistigini nasil bifyorsumuz bunu kegfetmek igim herhangi belirgin bir tekniginiz var mi?

w

Katimer: Valla bir teknigim yok agkasy. Vani kitirlerarast becerflerinin gelistisini gozlemlemek icin bir ortamimiz da yok van han ingiizceye olan tutumlarmdan
anlryorum biraz ona karst ya pozitif yonde bir duygulart m var negatif yande bir duygular m var? Ingilizcenin nerede lallanidygim bifyorlar rm? Omn dismda ginbik
hayatmizin fngilizceden ne kadar etkilendigini ne kadar borrowed words var yani neleri odiing akmigiz ginlik hayatta kllandiilars neler bize ait neler degl bunlan biraz il
[ dersimde farkindabk varatmava cabsivorum en azndan dénem baslarnda ciinkii cok Gnvareih chuvorlar. Nive Ingilizce Gérenivoruz ne vapacagiz ne isimize varavacak?

Figure 7. Sample coding process

In the third stage, initial open coding was done. The researcher identified each

code based on the teachers’ actual sentences and used similar words to the
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participants’ words though they were turned into primarily nouns for the
systematicity of the coding. In that phase, the unit chosen for the codes sometimes
included a full phrase, or a sentence but it was sometimes a full paragraph. A
sample coding process was provided in Figure 7.

When the initial coding was completed, the researcher grouped the codes, and
identified the categories and sub categories in order to identify the preliminary
themes in the data. In the fifth stage, the researcher compiled all the themes and

categories in a table to see the whole findings as can be seen in Appendix L.

Finally, last stage included the interpretation of the results based on the Byram’s
(1997) intercultural communicative competence framework and the studies in the
literature. Teachers’ identities were kept secret during the presentation of the
findings in ‘results’ section. They were represented with numbers, i.e. P1, P2, P3

etc. (P1= Participant 1).
3.8 Trustworthiness Issues

In quantitative research, validity and reliability concepts are referred to
demonstrate the quality of the study via accurate measures and replicable findings.
In qualitative research, especially studies with a social constructivist view use
concepts such as credibility, transferability, dependability and conformability
instead of internal validity, external validity, reliability, and objectivity
respectively. All these terms suggested by Guba (1981) are gathered under the title
of trustworthiness (Patton, 2002, p.546).

Credibility can be achieved through citing the key writers working on the related
fields and specification of data analytical method employed in the study in detail.
Member checking, also termed as respondent validation, where the participants are
asked to read and confirm the accuracy of what is interpreted can also contribute to
the credibility of the study. Furthermore, including direct quotations from the

data collected can also serve the credibility of the study as it provides evidence
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regarding what happened in the field (Saldana, 2011). Through data triangulation
in which different data sources such as interviews, field notes, and journals are
compared, credibility can be established. Another form of triangulation might be
the use of wide range of informants. For instance, the informants can involve both
users of an information service and the professionals who deliver it. Just as
diversity in informants, the use of a range of documents as a source material can
also be regarded as data source triangulation. ‘Site triangulation might also be
achieved with the participation of informants from several organizations to reduce
the effect of studying particular local factors peculiar to one institution’ (Shenton,
2004, p.66). According to Shenton (2004), debriefing sessions with the
supervisors or project directors can help the researcher to widen his/her vision and
to identify his or her biases and choices. Guba (1981) also put emphasis on the
detachment from the site while conducting the research and being in interaction
with professionals such as colleagues, and dissertation committee members who
are capable and volunteer to have debriefing sessions (p.85). In addition, peer
scrutiny in the project might also challenge the presumptions by the researcher and
help him or her to enhance the arguments he or she made in view of the criticisms
provided (Shenton, 2004).

With respect to transferability, as opposed to positivist paradigm, in social
constructivist view, the results of qualitative results are specific to certain
individuals or contexts. However, providing thick descriptions of the research
context can help the reader to transfer what is found in these contexts to other
similar contexts (Guba, 1981).

In relation to reliability vs. dependability, in positivistic paradigms, the research
can be labeled as reliable when similar results are obtained with the same
participants, context and methods at a different time zone. However, this is not the
case in qualitative approach as social constructivist framework acknowledges
multiple realities experienced in divergent cases. In qualitative research, the

dependability can be provided with triangulation of the methods used and the
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detailed explanations of the whole research process, primarily methodological

aspects, so that it can be replicated in similar contexts.

As stated in Shenton (2004), confirmability can be accomplished through the
triangulation of perspectives in order to reduce the researchers’ bias,
acknowledgement of researcher’s beliefs and presumptions and also limitations in

the methods and their effects on the study.

In this study, trustworthiness was considered throughout the study. First of all, for
the credibility of the study, the key authors in intercultural competence were shared
and the terms and especially the phenomenon, teaching IC, was defined in detail.
Member checking during the interviews was done through insistent questioning.
Besides, during analysis process, respondent validation was realized when the
expressions were not clear and the researcher was not certain about the
interpretation of the data collected. The researcher was attentive not to lead the
participants and tried to use exactly the same wording for the questions to
minimize the effect of wording on different interpretations. When there was a
misunderstanding, the researcher paraphrased the questions to make it much
clearer. Direct quotations from not only representing cases but also cases from

negative case analysis were shared in the reporting phase if there was any.

Furthermore, debriefing sessions with the thesis supervisor and thesis committee
members were conducted throughout the research study. A critical friend was
asked to analyze some part of the data to check intercoder reliability. The codes
were shared by the critical friend and the results indicated that most of the codes
were almost the same though extra detailed codes were also available in the

researcher’s scheme.

In terms of transferability, since the research was not based on a specific
organization or institution, and there were participants representing a range of sites
in Turkey, the study was expected to provide a more detailed account of the

phenomenon of IC and teaching of IC in EFL setting in Turkey. Nonetheless, it
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cannot be generalized to the whole population as the social constructivist frame of
reference acknowledges that the views of participants are variable and dynamic,
that is they are constructed, reconstructed and deconstructed through the
experiences in various contexts. For the dependability of the study, the researcher
specified each and every process in detail and decisions taken throughout the study
with reasons and rationales frankly. For confirmability, the researcher ‘bracket’
herself and reveal her beliefs and experiences regarding phenomenon so that they
do not interfere with the interpretation of the data collected.

3.9 Bracketing the Researcher’s Experiences, Beliefs and Thoughts

Even though interpretive phenomenology acknowledges that in order to completely
comprehend the lived experiences, an interpretative process is required and
bracketing out presuppositions is not possible, in the qualitative studies bracketing
is regarded essential to ensure dependability. In this part of the paper, as a part of
bracketing, my aim is to illustrate my beliefs, thoughts and presumptions about
intercultural competence and teaching intercultural competence in language

classes.

Many people may consider a language classroom in a Turkish school as
homogeneous as all of them are Turkish citizens, yet some others might
acknowledge that Turkey is actually a multicultural country where Albanians,
Arabs, Syrians, Azerbaijanis, Bosnians, Chaldeans, Circassians, Georgians,
Greeks, Jewish, Kurds, Laz people, and Zazas live. So, we are living in a
multicultural context and we have certain skills that are endowed to us like
respecting different ways of living a life and appreciating differences in values and
beliefs. One might consider that all these cultures mentioned above are associated
with only one language, Turkish, but developing positive attitudes towards
otherness, appreciating differences and being able to look at from a third point of

view does not require people to have a variety of languages.
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I lived abroad only for a month for a German language course in summer. In this
course, | met people from other countries such as Canada, China, Spain and Japan.
Even this very short experience provided me with a lot of knowledge and
awareness that people from very distinctive cultures can live, study and work
cooperatively and harmoniously. My intercultural encounters have continued
thanks to the colleagues who are not a native speaker of Turkish. As we work
together and share a common institution culture, we are exchanging many things
and appreciate the existence of English as a medium of communication among

non-native speakers of English.

Apart from these experiences that might reflect my stance toward intercultural
competence, it might also be necessary to share my views towards IC in ELT. First
of all, when | was a pre-service foreign language teacher, | enjoyed literature
courses where we had learned about Shakespeare’s Hamlet, and Macbeth. Having
text analysis and reading poems from William Blake all contributed to my
knowledge of English literature, yet | felt a little bit disappointed when | started to
my profession since | did not know how to integrate or benefit from these in my
language classes. It is not the ineffectiveness of the courses that | took or the lack
of emphasis on integrating literature in language classes, but it might be because of
the context where | started to teach as the aim was to help learners to pass a
standardized test rather than creating a language learning environment where they
practice culture and language concurrently. However, | should admit that a critical
awareness regarding how to benefit such knowledge and experience would
contribute to my teaching in the first years of teaching. In fact, pursuing my MA
degree in the same field contributed that type of awareness later when | enrolled in
Literature in the Teaching of English and Cultural Aspects of Language Teaching

courses.

In the early years of my teaching career | realized that acting as a facilitator in
students’ learning a foreign language is definitely distinct from teaching

Geography, Math or Physics. What you do in the classroom is sharing what
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resources you have in your repertoire. You may encounter students’ inquiries about
the cultural aspects of the target language country or any place that is mentioned in
the text and you may need to come up with many stories. Therefore, | always felt
the need to get prepared for each and every lesson | attended. It was not preparing
a fully-fetched lesson plan for each and every lesson or working on language
functions or pedagogically how to use them in class. Most of my preparation was
on the content of the lesson, primarily the culture, values or things that can be
considered as world knowledge. However we try to make ourselves only guides or
facilitators in classroom, Turkish students generally view language teachers as
informants, and this is not just informing them about the syntax, morphology or
semantics of the target language, but the culturally loaded content that is delivered
with the language in the text books and other sources introduced in language

classrooms.

My view of teaching culture should not be misunderstood as the delivery of only
cultural content. The challenge is not the knowledge of the target country or other
cultural artifacts represented in the textbooks and materials, it is sometimes in a
discussion section of the lesson where you find some of your students’ viewing
learning about the culture of the other nations as being assimilated whereas some
others’ favoring and enjoying the otherness through learning about various
cultures. Such cases might be a very first step of critical cultural awareness and an
opportunity for teacher to focus on some intercultural components, yet it is
sometimes challenging to lead such debates when you realize your students are
harshly criticizing the beliefs and behaviors of others and sometimes leading to
stereotyping among peers. Promoting learners to be more open and curious about
others, helping them to interpret the texts from another cultural framework and
minimizing their ethnocentric views might be a very strenuous job for the teachers.
However, | believe being aware of the potential of classroom context where many
identities are negotiated and reconstructed through socialization is a critical goal

for a language teacher.
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As a language teacher, | admit that every other day we are experiencing many
critical cases to reflect upon. | value the practitioner knowledge and theorizing
from our experiences. Consequently, | believe that this phenomenological study
will open a door to the practices and minds of language teachers. The implications
that were gained through the study will contribute to the others who are facing
such challenges. To put it in a nutshell, 1 have tried to reveal my presumptions
about IC and IC in EFL contexts, the phenomena that was studied in this study in
order to minimize the effect of my beliefs and thoughts on the interpretations of the

participants’ stories.
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CHAPTER 4

RESULTS

4.1 Research Question 1: How do EFL teachers in Turkey describe
intercultural competence (I1C), an interculturally competent EFL learner, and

an interculturally competent EFL teacher?

In order to explore teachers’ views of IC and how they define it in an EFL context,
teachers were asked to define IC concept in relation to language learning and
teaching. They were also inquired about the characteristics of an interculturally
competent EFL learner and teacher, and eventually asked to evaluate their own IC.
Interviews revealed similar concepts in the definition of IC and interculturally
competent EFL learner and teacher; however, while describing an interculturally
competent teacher, participants also emphasized teaching skills to integrate IC in
their classes which can be examined in the following sub-sections more

thoroughly.

4.1.1 Intercultural Competence in the Eyes of EFL Teachers

While teachers were describing IC in relation to English language learning and
teaching, they mentioned primarily certain components of IC which included
knowledge, attitudes, skills of relating and interpreting, and skills of interaction
and discovery. The details and frequency of codes for each of these categories can
be seen in Table 9. As it is clear from 4a in Table 9, one of the common
explanations used to define IC was the ability to interact or communicate with
people from other cultures, which were exemplified in the excerpts provided

below.
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(1) I can define intercultural competence as students’ and
teachers’ ability to maintain the conversation while they
are talking to or having a dialogue with individuals who
have various cultures (P9).

(2) As for me, intercultural competence is the ability to
communicate with people from many cultures and adapt to
the place where you go. It sounds like adaptation for me
(P28).

(3) Intercultural competence is communication of
individuals from different cultures effectively, that is their
understanding of each other (P21).

Table 9. Participants’ definition of intercultural competence

Codes and Categories f
1. Attitudes (20)
a. showing empathy towards other cultures 5
b. accepting similarities and differences between the cultures 5
c. respecting other cultures/differences between cultures 4
d. accepting that there are other cultures different from his own 2
e. positive attitude towards other cultures and languages 2
f. being open/enthusiastic to learn about other cultures 2
2. Knowledge (15)
a. knowing the target culture (special days, lifestyles, clothes, cuisine, 7
religion, cultural heritage, habits)
b. knowing his/her own culture 4
c. being aware of the differences the other cultures have 4
3. Skills of interpreting and relating (15)
a. not viewing IC as target culture only 6
b. understanding other cultures 6
c. comparing native culture with the target culture 2
d. breaking students’ prejudices towards L2 1
4. Skills of discovery and interaction (37)
a. ability to communicate with people from other cultures 12
b. necessity/positive effect of knowing culture for language learning 9
c. Eng. Having an important role in intercultural communication 7
d. adopting a different culture 3
e. adapting other cultures easily 3
f. behaving accordingly based on the cultural differences 3
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The ability to communicate with people from other cultures was not the only
interactional definition of IC. Teachers also believed in the necessity of behaving
accordingly based on the other cultures’ values or differences between cultures. In
order to realize that kind of an interactional behavior, teachers referred to the
understanding of other cultures, which was listed under the category of skills of

relating and interpreting in Table 9 and exemplified in the excerpts below.

(4) Intercultural competence is the ability to understand
other cultures, become aware of the differences that they
have, and behave and act in accordance with these
differences (P11).

(5) I think intercultural competence is the ability to
understand a behavior or event in a culture and act upon
it. That is, perceiving the situation and behaving in
accordance with it. It is a form of reflecting the behavior in
compliance with the equivalence in that culture (P30).

Teachers also referred to the attitudes to define IC. These attitudes included
empathy, acceptance of similarities and difference, respect, and openness as

indicated in Table 9. P6 primarily emphasized the importance of empathy to define
IC.

(6) When intercultural competence is mentioned, the first
thing that comes to my mind is that it is directly related to
empathy, | think. That is, to give an example, if | compare
where | live and where | come to, my culture is far more
different than the culture in the place where I work now. |
believe that intercultural competence is something that is
related to or encapsulates the ability to show empathy
towards these cultures and adapt (P6).

IC was also defined as the knowledge of the home culture (i.e. Turkish culture),
and target culture (i.e. British/American culture). Participants indicated that culture
involves special days, lifestyles, clothes, cuisine, religion, cultural heritage, habits

as indicated in Table 9. Some participants also emphasized the significance of

comparing these two cultures and being integrated with other cultures as well.
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(7) 1 think intercultural competence is fo know one’s own
culture and the target culture, and the ability to compare
things that are available in home culture but not available
in other cultures (P3).

(8) Intercultural competence is being integrated with the

language and culture of another nation, being able to

acquire knowledge about them and approaching their

culture positively (P18).
Considering all the definitions provided by the teachers, P4’s definition of IC was
a comprehensive summary referring to almost all the categories revealed during the

interviews.

(9) I think intercultural competence is the ability to

communicate with individuals from other cultures

effectively and accurately and understanding the

relationship that we construct. For instance, it is the ability

to accept the similarities and differences in other cultures

different from ours and developing empathy towards them.

It means the ability to respect other cultures. Besides,

being eager to learn about other cultures is also

intercultural competence. I can define it in that way (P4).
As can be seen in Excerpt 9, P4 mentioned nearly each one of the concepts
explored in the study such as the ability to communicate with people from other
cultures, accepting similarities and differences, showing empathy and respect
towards other cultures and being open to learning other cultures. In addition to
these, knowledge of the home and target culture can be added for a far more
comprehensive definition of IC as teachers suggested in this study. Finally,
teachers indicated that cultural knowledge and awareness were required in order to
acquire a language and they specifically emphasized the paramount impact of
English in intercultural communication in this globalized era while describing IC

in relation to foreign language teaching.

To summarize, IC was defined as the ability to communicate with people from
different cultures effectively, accepting and respecting similarities and differences

between cultures, and understanding, and respecting other cultures besides being
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open and curious to learn about other cultures. Teachers also emphasized the

significance of knowledge of target culture for language learning and critical role

of English in intercultural communication.

4.1.2 Interculturally Competent EFL Learner

When teachers were asked the characteristics of an interculturally competent EFL

learner, teachers indicated similar components they mentioned while describing IC.

Table 10. Participants’ views on the characteristics of interculturally competent

EFL learners

Codes and Categories f
1. Attitudes (32)
a. showing empathy towards the target cultures 5
b. tolerating/accepting the differences between cultures 4
c. not having prejudices towards other cultures 4
d. being eager to learn other cultures and languages 4
e. being open-minded/being open to innovation 3
f. not being defensive and offensive towards other cultures 3
g. respecting other cultures 2
2. Knowledge (12)
a. knowing the target culture (festivals/special days, behaviors, lifestyles, 7
history, cuisine, clothing, conventions, family relationship)
b. knowing the countries where language is spoken 2
c. knowing the differences between cultures (i.e. shaking hands ) 2
d. knowing about his/her own culture 1
3. Skills of interpreting and relating (6)
a. ability to compare his culture with other cultures 3
b. being aware of the importance of learning about target culture 2
c. having 21* century skills (thinking critically, creatively etc.) 1
4. Skills of discovery and interaction a7
a. proficiency in L2 (idioms, addressing words, jokes, intonation, daily 10
language)
b. not experiencing culture shock/ adapting to the differences, cultural 3
norms
c. reflecting the culture and L2 point of view while speaking Eng. 2
d. learning some cultural elements from TV series, movies and books 2
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These components included knowledge about the target and other cultures, and
positive attitudes towards other cultures including avoiding defensive and
offensive behaviors towards others and being open and eager to learn about other
cultures. Moreover, interactive and interpretative skills were also mentioned,

which can be examined in Table 10.

With regard to the knowledge component, teachers mainly indicated the
importance of knowing about the culture of the target language as can be seen in

excerpts below.

(10) Knowing and being aware of behaviors, special days,
cuisines, styles of clothing, and daily language of people
who belong to that culture (P10).

(11) A language learner who has intercultural competence
is at least aware of their intonation, jokes ad their festivals
and able to reflect these in his language (P18).

12) If a student wants to learn a language, for example
English, he becomes knowledgeable about the countries
where English is spoken, the societies and the cultures. A
child acquires the language with its linguistics, culture,
historical background, and traditions all together even if
it’s small amount as acquiring the entire is not possible.
He gains insight about these issues (P26).

(13) Actually this depends on the language that a student
learns. For a person who learns English, | think (an
interculturally competent foreign language learner) is
aware of where English is spoken, the contexts where it is
used, its being a lingua franca and what kind of
opportunities this language would provide him (P27).

Whereas some teachers directly explained the requirement of knowing about the

culture of the target language, P19 focused on proficiency in the target language

and the knowledge about other cultures, specifically popular cultures.

(14) Interculturally competent language learner is a
learner who has the command of target language. He
knows the language that he communicates better. We
should not think about this only considering English.
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Korean TV series or Korean music bands are very active
and popular among the children and the young. Thanks to
this popularity, how can | say, they are inclined to or eager
to learn this language. For instance, they are trying to
learn Korean culture. For example, they learn their daily
life, lifestyle and how these people behave each other when
they have guests and how their family relationship is in
their current life. That is, I think that a child should also
have command of all these types of issues in order to
become interculturally competent. That is, what a person
who speaks that language does and how does he live a life.
They have personal reactions of course, and we may not
look at the situations from a universal perspective, we
react to the social situations but it might be necessary to
know how to react in certain cases. For instance, shaking
hands is a very normal behavior in our culture. However,
it might be considered as a rude behavior by British people
because they shake hands with people who are of a certain
age not with others. Therefore, | think knowing even this is
important and a positive thing for a student to
communicate in that language more effectively (P19).

Teachers also emphasized the attitudes that interculturaly competent language
learner should have. One of these attitudes was openness and eagerness to know

other cultures and languages as can be seen in excerpt below.

(15) A student must be open to other cultures as a foreign
language learner. Instead of marginalizing people, and
calling them ‘giaour’ as our elderly have called them
before, they should be open to world cultures and eager to
learn about these cultures. In addition to that, (a student)
needs to know a foreign language and English seems to be
the primary one as it is spoken everywhere in the world.
However, | can define (an intercultural competent EFL
learner) as the individuals who have not only learned
English, but also have been eager to learn other languages
and developed positive attitudes towards this issue (P2).

In addition to openness, some other teachers also emphasized the need for empathy

and respect for other cultures.

(16) First of all, (an interculturally competent EFL
learner) should know to empathize. If he adopts a manner
which is defensive or offensive, he cannot communicate
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with that culture, therefore, empathy is the first
(requirement) (P25).

(17) Empathy and respect. That is, (an interculturally
competent EFL learner) must show empathy and respect
towards others and they should not flout at some of their
conventions (P20).

(18) That’s going to be a classic, but I think they should
respect other cultures. They should think highly of every
culture. 1 think that they should respect the conventions
and cultures of different people instead of giving them an
evil eye (P7).

Tolerating and accepting differences between cultures were also certain attitudes

that need to be developed by an interculturally competent learner according to the

teachers.

(19) If my student is at an awareness level where he does
not experience culture shock and he tolerates the
difference when he encounters one, it means he has
reached the intercultural competence level. That is, even if
the thing that he experiences is an awkward one in his
culture, he is learning a new language and culture. And, if
he is at a level that he can tolerate this, he becomes
interculturally competent in my sight (P23).

(20) As for me, the most important characteristic of (an

interculturally competent EFL learner) is to be at a level

where he can indicate that these are possible and normal

instead of criticizing this when he encounters with a

routine that might be considered awkward or not accepted

in his own culture (P8).
As a result, teachers identified the characteristics of an interculturally competent
EFL learner as having knowledge about home, target and other cultures, being
open to other cultures and differences, tolerance and empathy for others, the ability

to have comparisons between cultures and using the target language effectively.

When teachers were asked whether their students were interculturally competent or
not, 12 of the teachers indicated that they had mosly interculturally competent EFL
learners whereas 11 of them indicated the otherwise. There were also seven
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teachers who believed that they had a limited number of students who were
interculturally competent. When teachers were further inquired about their
perceptions regarding their students’ IC, they introduced certain reasons why they
believe their students were competent or incompetent in terms of intercultural

skills which can be examined in Table 11.

Table 11. Rationale for having interculturally competent EFL learners

Codes and Categories F

Attitudes (21)

a. being eager to learn about other cultures 6

b. being curious about other cultures 4

¢. not having prejudices about other cultures 4

d. accepting differences between cultures 3

e. approaching European/popular culture positively 1

f.  showing empathy towards other cultures 1
Knowledge (16)
a. knowledge of target/other cultures (special days/festivals, famous 16

people, social life, royalty, songs, movies, countries, cuisines,
countries)

Skills of interpreting and relating (12)

a. sharing of what they have learned, heard and experienced 7

b. reflecting international elements in their assignments 2

c. understanding question words and some phrases more easily 1
Skills of discovery and interaction (48)
b. watching TV (BBC, TV series, movies, documentary animation etc.) 13

C. using internet & social media 13

d. playing computer games/interactive games 6

e. being in contact/communication with people from other cultures 7

f. proficiency in L2- communicating effectively (knowing how to 3

address, not being shy or hesitant during the interaction)

Teachers thought that students were interculturally competent because they had
knowledge about other cultures, especially their festivals, celebrities, songs,

movies and cuisines.

(21) For instance, there are students who are interested in
(other cultures). We have a unit called ‘Festivals’ and we
cover Easter and Chinese New year, students can give
information about these immediately. There is Easter and
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they do this, they paint eggs, they have rabbits or they
know about Chines New year even though their knowledge
is limited not extensive. From all these, we can conclude
that they have intercultural knowledge (P24).

(22) Middle school students, especially 7" and 8" graders
have intercultural competence. When we teach a song,
mention a movie and royalty regarding English culture or
when we mention Easter and Christmas, they are not greek
to themselves anymore. They are aware of what they are.
They just learn the new terms and read the texts regarding
these (P27).

(23) For instance, they are aware of special days, festivals
and their cuisines in the target language. Even though they
have not been in personal contact with this culture, they
are knowledgeable about it (P22).

Some of the teachers believed that they had limited number of interculturally
competent students, but when they explained the reasons why they regarded some
of their students interculturally competent, it was obvious that these students were
mainly the ones who favored the use of technology and loved searching and

interacting with other people as can be seen in the excerpts below.

(24) As it was the same case in every other school, we have
some students who are very eager to (learn about other
cultures) and they search very different things and use
social media very effectively. They follow the stories and
short videos shared by celebrities and they know about
these whereas there are other students who follow
celebrities in Turkey to learn about how much money they
earn and what they do. However, there is frenzy about
Korean not just English in high school. Everything relates
to Korean. Korean language, Korean songs.../s it BTS |
may have mispronounced that, there are still fans of this
band. Or, Korean animations... They have this culture now
and they do not find it strange while watching them.
Besides, there are online war games. | do not know much
about them. There are games that are played
internationally. There are students who play these games.
They are much better as they are trying to talk as they have
to do so. There are also a few students who use some chat
applications that they can communicate with people from
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other countries. They have become better (more
competent) since they started to use these. The rest of the
class considers English as workload and they do not
consider it as necessity (P30).

As it was obvious from the previous excerpt, students were not just interested in
only the target culture but they were also eager to know other popular cultures such
as Korean culture. P2 also shared her experience in the teaching of a grammar
structure, comparatives and superlatives, when she realized how her learner tried to
know about other cultures such as Japanese and Chinese on her own and the
positive effect of engaging with social media and TV programs.

(25) We live in Turkey and students do not have any
experience in a foreign country; however, | started to
observe a few students’ eagerness to know about other
cultures thanks to social media and TV series. For
instance, one of my students mentioned that she chatted
with a Korean friend in English. They were writing to each
other and trying to know each other. She was trying to
know the culture there. In a lesson, Hong Kong was
mentioned in one of the topics, the text was a grammar
based one and students were expected to write a
comparative superlative sentence comparing the two cities.
When no one else had knowledge about Hong Kong, a
female student tried to give some extra information such as
Hong Kong is autonomous and it is not dependent on the
country where it locates. Right after that, other students in
the class were attracted by how she knew about that. When
| chatted with her and asked her how she knew about that,
| learned that she was interested in Asian culture,
especially Chinese and Japanese and she was trying to
learn about Japanese culture and language. She was trying
to learn these by herself. 1 think the things that contribute
to that awareness among students are social media,
internet media and communication tools, and television
including TV series and movies. There is this desire to
create awareness or knowing, but is it the case for most of
the students? | can say that it is only for minority at that
stage (P2).

The teachers who believed that their students were interculturally incompetent also

provided some other explanations regarding their experiences and observations in
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the classroom, which illustrated their students’ lack of IC clearly. Based on these

explanations, the reasons were listed in Table 12.

Table 12. Rationale for not having interculturally competent EFL learners

Codes and Categories f
1. Attitudes (40)
a. having prejudices about learning L2 9
b. considering cultures of others as ridiculous/unnecessary 7
C. not being eager to learn about other cultures 5
d. not being open to other cultures 4
e. having prejudices about other cultures 4
f. not accepting cultural differences, different lifestyles 4
g. falling in nationalism movement/ resistance to some international agenda 3
h. marginalizing foreign students/ not accepting foreign students 2
i. considering other cultures as a threat to their own culture 2
2. Knowledge (14)
a. not knowing about the target/other cultures (festivals, religion, lifestyle) 9
b. not knowing about English and countries 3
c. not knowing about his/her own culture 2
3. Skills of relating and interpreting (6)
g. not understanding other cultures/ differences between cultures 3
h. not understanding jokes/ speech in videos in L2 2
i. reflecting elements of local culture in their assignments 1
4. Skills of discovery and interaction 9)
a. not using English in their daily life 3
b. lack of L2 proficiency (colloguial language, how to address people) 2
c. not searching about the target culture much outside the class 2
d. not having experience abroad 2

As can be seen in Table 12, teachers regarded their students as incompetent

because of their prejudices towards language learning and other cultures, their

insufficient knowledge of other cultures, countries, and even their own culture and

difficulty in understanding other cultures and differences between cultures.

One of the primary reasons of teachers considering their students as incompetent

intercultural speakers was about their attitudes. Teachers expressed that their
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students had some prejudices towards foreign language learning. For instance,
teachers mentioned that students were asking, ‘Why do we learn English? Why
don’t they learn our native language?’ Some of the teachers also indicated that
students only considered English classes just a course to pass.

Moreover, students found other cultures strange when they encountered them in
the textbooks according to the EFL teacher participants. Similarly, P8 had also
indicated concerns and provided examples regarding what kind of cultural values

students regarded quite strange or ridiculous.

(28) I have students who react in a variety of ways. For
instance, when the behaviors that belong to British culture
are mentioned, there are students who find them strange
and say ‘How ridiculous they are! ... In the simplest term
fish and chips’ and ‘tea with milk’ are mentioned in
culture sections in every English course book. Whereas
some of my students react to this saying, ‘How can people
drink tea with milk? That’s nonsense! They even do not
understand from tea.’ There are other students who say,
‘What’s wrong with that? I would like to try that too, it
would be an interesting experience’. This is the criterion
for me: their reactions (P8).

Teachers’ concern was not only students’ consideration of other cultures as
ridiculous but their lack of desire to learn about other cultures, and English, and

not being open to learning other cultures as can be seen in excerpts below.

(29) Primarily students question, ‘Why do we learn
English? Why don’t they learn Turkish? When Halloween,
which is not available in our culture, or other festivals are
covered in the course book or somewhere else, students
question this, ‘This does not exist in our culture. Why do
we learn this?” On one hand, it is good that they question
things; on the other hand, not everything needs to exist in
our culture. In this way, | understand that my students are
not open to cultures (P14).

(30) There are reading texts about Christmas or Robin
Hood and I give them to the students’. However, they look
at me as if | brought them something from space. They look
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at me as if | taught something that is totally irrelevant.
They make nonsense comments. They do not attract
students’ attention. Besides, students do not have any
purpose or desire to learn English. Therefore, culture does
not interest them much. They feel as though | was doing
something unnecessary (P16).

In addition to the lack of certain positive attitudes, openness and eagerness to learn

about other cultures, teachers also noted that their students had lack of cultural

knowledge.

(26) Our students are not aware of cultures. In the
simplest term, they do not understand why and when a
festival is celebrated. That is, they are not aware of them,
they do not know them and they cannot provide any
examples at this point (P18).

(27) For instance, | have worked a lot in districts. Students
know about their culture, but they do not know about other
cultures well since they do not go outside the district. |
understand this when they encounter movies, cuisines,
pictures that are not from their cultures in the course
books. Or | understand this from their lack of
understanding and finding them strange when they
encounter different implementations (P12).

When all these considered, teachers had both interculturally competent and
incompetent language learners. However, what made them competent was
primarily about their knowledge of other cultures, their positive attitudes and lack
of prejudices towards other cultures, and their engagement with other cultures via
such tools as TV series, programs movies, social media, and interactive computer
games. What made them incompetent, on the other hand, was more about their lack
of interest in learning and using English, not being open to learn other cultures,
considering learning them as meaningless, lack of knowledge, and lack of

understanding of similarities and differences between cultures.
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4.1.3 Interculturally Competent EFL Teacher

Teachers were also asked the qualifications of an interculturally competent EFL
teacher and their responses to that question were similar to their definition of IC
and the qualifications of an interculturally competent learner. Therefore, some
categories involved attitudes, knowledge, skills of interpreting and relating and
skills of discovery and interaction. However, characteristics of an interculturally
competent EFL teacher also included some skills regarding teaching or integrating

IC in language classes, which can be scrutinized in Table 13.

Table 13. Participants’ views on the characteristics of interculturally competent
EFL teachers

Codes and Categories f
1. Attitudes (30)
a. being open to other/different cultures 8
b. being able to tolerate/accept/respect the differences 7
c. being eager to learn about other cultures 5
d. showing empathy towards other cultures 5
e. not having prejudices towards other cultures 5
2. Knowledge (20)
a. having knowledge about the target/other cultures 17
(cuisine, festivals, literature, viewpoints, the lifestyle, sociocultural
structure, art, music, cultural expressions, daily language, traditions,
stories, clothes, behavioral styles, the country)
b. having knowledge about his/her own culture 3
3. Skills of relating and interpreting 2
a. ability to confront and relate prejudices towards target culture 1
b. showing effort to observe cultures while watching films or movies 1
4. Skills of discovery and interaction (16)
a. overseas experience 6
b. proficiency in L2- communicating with people from other cultures 6
c. having foreign friends & teachers, studying in EMI university 2
d. becoming globalized/having a global vision 2
5. IC teaching skills (29)
a. teaching language by integrating the culture of the target language 7
b. introducing differences between cultures effectively 5
c. use of materials & activities (idioms, poems, songs, videos) 4
d. developing attitudes such as openness, respect and toleration 3
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When Table 13 was examined, it was obvious that teachers regarded positive
attitudes as one of the most important criteria to be an intercultural competent
teacher. Such attitudes primarily involved being open to other cultures, tolerating
differences and respecting others’ values, and not having prejudices towards other
cultures. In addition to these, having empathy for other societies and being eager to
learn about various cultures were also mentioned by the EFL participant teachers

in the study.

P2 especially emphasized the need for teachers to tolerate the differences and

being open to other cultures before teaching it to their students.

(31) Firstly, when | consider intercultural competence
from the perspective of teachers, a teacher should be open
and eager to learn other cultures. That is, | have been
teaching English for ten years and | am in contact with the
teacher in the mornings and | see them. First of all, a
teacher should personally be an individual who tolerates
differences. We are teachers. If we cannot tolerate
varieties in our own culture, it is hard to expect (our
students) to tolerate a foreign culture. In this respect, |
think the first thing is that a teacher should be an
individual who tolerates differences. We need to raise
individuals who tolerate different lifestyles and species. In
the simplest term, | want to provide an example to reify
this even though it may not be relevant to the issue. In the
tea house of our school, there was conversation about the
cleanliness of the foreigners. Our colleagues were not
foreign language teachers. Some of them were literature
teachers and geography teachers. All of them have
relatives abroad, one of them has a sister or another has
another relative. They were sharing some information they
had acquired there. One of them says, ‘My sister is in
Britain and we do not enter our homes with our shoes but
they do it there. They are very clean they have a shower
every day’. Another one mentions another perception, ‘You
gotta be kidding me. Americans are very nasty.” However,
these people have not experienced that. They just learn and
pass that information from their relatives or friends and
there is a negative coding here: ‘We are much cleaner and
we are better.” She also has positive evaluations such as
their streets are cleaner and our houses are cleaner. |
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think a teacher should tolerate the different one, whether it
is about cleanliness, knowledge that she uses or different
lifestyles (P2).

P29 also indicated the significance of tolerating and accepting differences,

specifically emphasizing the meaningless of stereotyping of others.

(32) If a teacher can tolerate everything in that stage, this
might be religious beliefs, clothing, behaviors etc. | expand
culture in that way. | do think that way. If we can act
thoughtfully to the people who are conservative, open-
minded, or if we can look at religionist, unbeliever and
secular from a respectful point of view, then we can raise
our children, next generation, accordingly. This is
included in intercultural competence. You know, it counts
nothing whether you are turbaned, you pray, you are an
atheist or you have a body full of tattoos or piercings
overseas. Interlocutors’ style is not important at all. This is
very important! (P29).

Attitudes were not the only characteristics of interculturally competent EFL
teachers. Knowledge about one’s own culture, target and other cultures was also a
prerequisite to be competent EFL teacher. For instance, P14 put emphasis on the
effort to know about other cultures, either by seeing other countries and cultures or

movies that belong to these cultures.

(33) Firstly, in order to teach this to their students, a
teacher must be open and inclined to intercultural
communication. In this sense, | think teachers must see and
know other foreign countries and cultures as long as they
have the opportunity to do so. Moreover, if they do not
have a chance to go to another country, they can have
foreign friends. A teacher can do his best to know a foreign
culture. Or, I am sure everybody watches a movie, but
while watching movies of other countries, to what extent
does he try to know about the culture? He should think
about that. He can have a grasp of culture via movies, as
well. As a result, | think that a teacher must be open and
inclined to learn other cultures and then teach this to his
students (P14).

82



Teachers also believed that an interculturally competent EFL teacher should be
able to communicate well in the target language that s/he is teaching. Specifically,
a teacher was expected to maintain the conversation with foreign speakers and had
the knowledge of how to use words, phrases and idioms in which contexts.

Teachers also believed in the necessity of having overseas experience to develop
teachers’ IC. For instance, a teacher indicated that the more a teacher knew about
other societies and cultures, the more s/he would contribute to his/her language

learners.

To sum up, the characteristics of interculturaly competent teachers primarily
included some attitudes such as being open to other cultures, accepting and
respecting similarities and differences between cultures, and showing empathy
towards other cultures. Knowledge of home and other cultures, ability to
communicate with foreigners, overseas experience, and having foreign friends and
teachers were also some of the characteristics of interculturally competent teachers.
Finally, having skills to integrate culture in language classrooms, ability to
introduce differences between cultures and ability to develop learners’ attitudes

such as openness, and tolerance were also some traits mentioned.

When teachers were inquired about their own IC development, fifteen of the
teachers indicated that they considered themselves as mostly interculturally
competent whereas nine teachers considered themselves as competent. There were
also other teachers who believed they might be considered both competent and
incompetent and few of them also did not know whether they were competent. The

reasons were listed in Table 14.
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Table 14. Rationale for being an interculturally competent EFL teacher

Codes and Categories f
1. Attitudes (20)
a. being opento learn other cultures, cultural differences, new 10
ideas, and people
b. tolerating/respecting other cultures & situations 4
c. being eager to teach other cultures 3
d. not having prejudices about other cultures 2
e. having empathy towards other cultures 1
2. Knowledge (12)
a. learning/knowing about target culture 9
b. not having difficulty in answering students’ questions 3
3. Skills of relating and interpreting 3)
a. understanding the message correctly in FL 3
4. Skills of discovery and interaction (42)
a. L2 proficiency-being able to communicate with foreign speakers 11

having experience abroad
communicating well with students from other cultures
observing other cultures when s/he visits abroad
working as a translator/interpreter/guide/Turkish teacher before
reading about the new trends in teaching
searching about other cultures
participating in Erasmus/cultural projects
exchanging cultural information with others
j. adapting to different cultures easily
5. IC teaching skills €)]

a. integrating intercultural issues in L2 teaching
b. developing students’ attitudes (respect, marginalization etc.)
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As can be seen in Table 14, teachers believed that they were open to learn and
teach other cultures, cultural differences, and new ideas. Tolerance and respect for
other cultures were also some of the qualifications that the EFL teacher
participants possessed. Teachers also considered themselves as interculturally
competent inasmuch as they knew or tried to learn about the target culture and did
not have much difficulty in responding students’ queries about the target culture.
Few of them also indicated that they had no difficulty in interpreting the message

in the target language.
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Some of the most frequently mentioned reasons why teachers felt interculturally
competent were the ability to communicate with people from other cultures, having

overseas experience, and observing other cultures during these visits abroad.

(34) For instance, | can communicate with people who are
native speakers of English. | can also communicate with
my friends who speak foreign languages. | can exchange
information about cultures. I can communicate effectively.
Besides, TV series and movies that | watch in foreign
language teach me many things. Therefore, | believe I
know the culture of the target language that | teach.
However, if | have a chance to go abroad and learn more,
| believe I would learn more about the target culture (P4).

As P4 believed, having experience abroad is an impactful factor in teachers’
feeling of competence when intercultural knowledge is considered. P19 especially
emphasized his overseas experience while indicating the reasons why he felt
interculturally competent as can be seen in the excerpt below.

(35) I had a chance to go to America twice. | think that
contributed me a lot in terms of cultural issues. At least, |
had the chance to observe the lifestyle, life standards and
people there. | believe that observation helped me a lot in
regard to the language that | teach. It is difficult to
introduce a precise criterion, but | think | am above the
average when | compare myself with the average. That is,
am | competent or incompetent? Competency might
outweigh incompetency. At least | have knowledge even if
it is only general. That is, when my students ask me
questions about culture, the target culture, | believe I have
the knowledge of the culture as far as | can answer 90 % of
the questions (P19).

Similarly, P12 also mentioned his overseas experience, but he was more cautious
to consider himself as interculturally competent because he believed it might

require more.

(36) I believe I am better at this when | compare myself
with my colleagues because | used to have inclination
towards literature courses when | was university and |
have seen three cities of England. When | was there, |
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asked many questions about their culture and | observed
them. |1 am better compared to the people who have not
done so. However, | cannot directly say that | am
competent as this might require training, too. | have taken
a training related to human relationship as general
knowledge; however, since it is not related to teaching a
foreign language, | cannot say that | am competent at the
relationship between these (P12).

On the other hand, one third of the teachers expressed that they were not
interculturally competent. The reasons for their incompetency were mostly about
their lack of knowledge about the target and other cultures, lack of overseas
experience, lack of training on IC and limited resources to teach IC as it was

demonstrated in Table 15.

Table 15. Rationale for not being an interculturally competent EFL teacher

Codes and Categories f
1. Lack of knowledge about target and other cultures 26
2. Lack of interaction & overseas experience 12
3. Lack of IC teaching skills (i.e. difficulty in teaching, lack of training) 8
4. Lack of resources (i.e. time/curriculum/material/students’ proficiency) 8

Regarding the lack of knowledge, P26 and P21explained in what ways they lacked
the knowledge about the target culture and when they realize this deficiency.

(37) For instance, there are the life experiences, rituals,
traditions, and reactions of people who live in the
countries English is spoken. | do not know much about
them. 1 still try to learn by reading. Therefore, I do not
consider myself as competent. | can never say that | am
competent. That would be to overstep my bound (P26).

(38) For example, when | come up with something new, (I
say), ‘Oh' | don’t know that, that’s the way it is.” | mean,
I'm having trouble communicating things. Then, |
understand I’'m not competent, you know, when | feel the
need to search, when | feel the need to learn, when | have
difficulty in responding...(P21).
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Lack of knowledge about the target and other cultures was not the only reason of
teachers’ incompetence in relation to intercultural learning and teaching as it can
be examined in Table 15. Just as participant EFL teachers indicated overseas
experience as something that made them interculturally competent, the teachers
who expressed themselves as incompetent also put forward the lack of overseas

experience as one of the reasons of why they felt incompetent.

(39) Of course | have deficiencies, for example, 1 do not
have experience abroad. That’s why; | have not seen
cultures that are different from ours in their own context.
However, you know there are different cultures in different
cities in Turkey, too. I'm from Kastamonu. | came from
the Black Sea region to Central Anatolia. There is a
different culture here. Even here it is sometimes difficult
for me to adapt. It is a little more difficult for me to tell
about these to my students without going abroad, so I don 't
think I am completely competent. We are teaching English.
If we see England and live there personally, we could
reach a more competent level, or sometimes we teach
countries and languages, and we transfer the cultures
about them to the students, but | sometimes have some
difficulty in doing that as I haven't lived there (P7).

Teachers also believed that their difficulty of explaining intercultural issues in the
classroom, lack of training on IC and not having chance to do interactive activities
like role plays and dramas were some of the reasons why they considered
themselves incompetent in terms of IC. Even though the frequency of the codes
was low, the teachers referred to the time limitation, curriculum requirements, lack
of materials and students’ low proficiency in the target language, English. P2
especially indicated her difficulty in transferring her cultural knowledge to the

students.

(40) 1 see my incompetency here at this point. At the end of
the lesson, | can’t transfer (he cultural knowledge) in
English. | have intercultural knowledge, and awareness
about different cultures. And today ’s point was about these
primitive tribes. | realized that the children had negative
coding because they coded them as cannibals in a negative
way. And | wanted to get over it. | spared a few minutes for
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this at the end of the lesson; but I could not explain this in
English. This is perhaps about inadequate proficiency, that
is, | had a concern that children wouldn 't understand me,
and | didn’t have much time. Secondly, | didn't have any
extra material. It was just a listening exercise (P2).

As a result, EFL teachers considered an interculturally competent EFL teacher as
an individual who is open and eager to learn about other cultures, and someone
who is knowledgeable about the target and other cultures. In addition, the ability to
communicate with people from other cultures effectively, tolerating differences
and having overseas experience were also some characteristics that an IC teacher
needed to possess. Half of the teachers thought that they were competent whereas
others were not feeling in the same way. The reasons provided for their perceptions
of competency or incompetency consolidated what they introduced as the
characteristics of IC teacher before. Interculturally competent EFL teachers
primarily were open to differences, other cultures and new ideas, and they had
empathy and toleration towards other societies. In addition, they had the
knowledge of their own culture and other cultures and were able to communicate
with people from other cultures. On the other hand, interculturally incompetent
teachers had insufficient knowledge about the target and other cultures, and lacked
overseas experiences. Besides they had difficulty in teaching intercultural issues in

language classrooms because of lack of training and resources.

4.2 Research Question 2: What are the EFL teachers’ teaching experiences

and perceptions about the development of EFL learners’ IC?

In order to reveal teachers’ practices with regard to IC, teachers were probed into
what their experiences regarding intercultural competence are, whether they find it
easy or difficult to teach IC, whether they have foreign students or not, how they
contribute to the students’ IC development, how they understand that their students

develop in terms of IC and what can be done to develop learners’ IC.
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4.2.1 Teachers’ Perceptions and Experiences Regarding IC

The semi-structured interviews revealed that teachers’ experiences regarding IC
mainly included what they did in the classroom to develop IC of learners, their
perceptions and needs, and students’ lack of IC and effort to develop their IC,

which can be seen in Table 16.

Table 16. Participants’ perceptions and experiences regarding IC

Categories and sub-categories f
1. what students do (39)
1.1.lack of IC
a. negative attitudes 16
b. lack of knowledge 5
1.2 developing IC
a. knowledge & interaction 12
b. positive attitudes 6
2. what teachers think/perceive (61)
2.1 thoughts/perceptions
a. about course book & materials 28
b. about context/society 11
c. about teachers 11
d. about students 11
2.2 needs
a. teachers’ needs 16
b. system’s/curriculum needs 5
c. students’ needs 3
3. what teachers do — teachers’ daily teaching practices (109)
a. activities & tasks in class 64
b. doing projects 13
C. raising students’ critical cultural awareness 12
d. intercultural experiences 7
e. use of course books 7
f.  giving assignments 6

Considering students’ lack of IC, attitudes and knowledge were indicated as the
indicators of lack of IC. Teachers mentioned students’ prejudices towards learning
English (f=3) and lack of motivation to know about other cultures (f=3). Some

students had some stereotyping towards other cultures (f=3). They were not open to
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other cultures (f=6), and ostracize some foreigners (f=1). Regarding the knowledge
component, students did not know much about the target (f=1), other (f=1) and
home culture (f=1) and they did not have a broader perspective (f=1) or overseas
experience (f=1).

On the other hand, some other teachers referred to students’ engagement with
technology and acquisition of IC via social media and computer games (f=4), and
movies and TV series (f=3). Interaction with other students via pen pal activities

(f=3) and sharing of their cultural knowledge in class (f=2) were also expressed.

Being open and eager to learn other cultures, enjoyment of cultural issues, being
willing to have pen pal activities were also some positive attitudes (f=5) mentioned

by the teachers.

(41) Two years ago, when | started chatting with my
students who had a higher level of foreign language
proficiency in my classes, | noticed that these students did
not study as a method of learning a foreign language, but
they watched TV series and played computer games, and |
realized that this was not only about information. They are
exposed to very different cultures. They wonder and start
learning themselves, as well. For example, one of my
students went to this student language course and was
trying to learn English for a while, but now since he wants
to keep learning English and he is curious about the
Japanese culture, he is following a channel which is
spelled NHK World regularly. He says ‘I’'m learning both
English and | already have a curiosity about Japanese
culture. I learn about Asian, Chinese and Japanese culture
from that channel.’(P2)

With regard to the teachers’ perceptions about the course books and materials used,
teachers believed that the course books did not include other cultures or
intercultural issues (f=6), adequate cultural activities (f=4) and they were generally
prepared based on the local culture rather than having an international perspective
(f=2). 1t was also indicated that students hated them (f=1), books were not visually

attractive (f=1) and they did not reflect the target culture correctly (f=1). However,
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there were also other teachers who believed that the books included world cultures
not just home culture or the target culture (f=9) and idioms (f=1). The critical
impact of the course book in the integration of intercultural issues in the classroom

was also emphasized (f=3).

Teachers also referred to the fact that teaching culture or providing information
about other cultures was not very well received by the society. There was the
impression that students would lose their own identity, and home culture (f=3).
Teaching language was believed to be imposing another culture (f=2). People
called other languages or cultures as ‘giaour’ (f=2). There was the fear of otherness
(f=1), and teaching other cultures (f=1). Others include teachers’ being questioned
by their colleagues about teaching a foreign culture (f=1) or parents’ complaining
about the ‘pig’ figure in the course books (f=1). One of the teachers referred to

some of these prejudices about other cultures in the society.

(42) There is a foreign teacher as a language instructor.
We wanted to have a surprise for him. It was Halloween
time. And students designed masks in visual arts. We
thought we’d put them on and surprise him. Some of the
parents were disturbed, ‘Our teacher is nice but does she
want to celebrate Halloween?’ They call the foreign
teacher ‘the man’. ‘Why does she teach Halloween to our
students when she is supposed to teach our holy nights,
Ramadan Festival, and Sacrifice Festival to the man who
came (from another country) ? Does she try to make our
children ‘giaour’?’ We encounter such challenges. |If we
can break the chain of parents, we can see that different
broader perspective in the students (P26).

Teachers’ perceptions about the language teachers were mainly about their giving
priority to accuracy rather than fluency (f=1), teaching ‘tenses’ all the time (f=1),
not having concerns about IC teaching (f=1) and stereotyping students (f=1). It was
also believed that knowing L2 did not mean that a teacher was interculturally
competent (f=2) and teachers learn less in university because of lack of native

speakers of English teachers (f=1).
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Teachers also introduced their beliefs about their learners. They believed that
students in private schools had a higher level of IC because of having been abroad
and parents’ sociocultural level (f=2). They also thought that students took teachers
as a role model (f=1), and students in urban area were more tolerant (f=1), whereas

students in rural areas were not open-minded (f=1).

Regarding students intercultural development, teachers valued the impact of
overseas experience on learners’ IC (f=1) and regarded having interculturally
competent learners in EFL classrooms as a very advantageous situation (f=1). They

thought it would be easier to develop 1C with 2023 projects (f=1).

Teachers’ and students’ needs and the required changes on the curriculum or the
system were listed under the category of needs in Table 16. Teachers’ primary
needs were the training on how to integrate IC in classroom (f=4), experience
abroad for IC development (f=4), and further development in terms of IC (f=2).
Need for a platform to practice English (f=1), preparation before the lessons (f=1),
and broadening teachers’ vision (f=1) were also indicated. Need for respecting
other cultures (f=1) and developing globalized students (f=1) were other needs
revealed in the semi-structured interviews. P2 indicated the need for training as she

thought how a teacher reflects the culture in class was critical.

(43) If I evaluate myself as a teacher, | do not find my
intercultural competence adequate, but | have overseas
experience and | hear about things. However, as for me
teachers need a professional training about how to
integrate this. Now there are exercises that can introduce
world cultures in our course books in our lessons now and
all these were internalized well. Students are presented
with not only the target culture but also the exercises that
introduce different lifestyles of different countries from all
over the world. That’s fine, but it’s important how the
teacher reflects it. At this point, I think the teacher should
be given certain training (P2).

Students’ needs were mainly about their need for knowing their own culture first

(f=1), having knowledge about other cultures (f=1), and learning by doing and
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experiencing (f=1). System requirements and curriculum needs were the need for
having an effective policy about foreign students (f=1), having exchange programs
not just with European countries (f=1), having projects with other cultures about
education systems (f=1), and consolidating curriculum with more cultural and

speaking activities (f=2).

When teachers were asked about their experiences regarding IC in language
classrooms, they also explained their practices with regard to IC. These practices
were classified as tasks and activities, raising students’ awareness, use of course

books and teachers’ own intercultural experiences, which can be seen in Table 17.

Table 17. Participants’ practices in regard to IC

Codes and categories f
1. Activities & tasks (77)
a. presenting different cultures (festivals, cuisines, clothing styles, 26
currency, education, other cities abroad, ethics/manners, climates,
lifestyles, extreme sports, historical artifacts)
b. having students watch movies, videos, documentaries 12
c. doing projects (Grundwig, Erasmus, pen pal, organizing English days) 8
d. bringing and creating realias ( foods, postcards, models, poems, stories) 7
e. giving assignments (Presentations, cuisines, city, country, festivals) 5
f. presenting some visuals sceneries 5
g. having discussions on cultural issues 4
h. sharing her abroad experiences with the students 3
i. inviting a foreign speaker/language expert 3
j. comparing different cultures &countries 3
k. drama-role play activities 1
2. Raising students’ awareness (12)
a. trying to prevent marginalization, misconceptions about cultural issues 4
b. raising students’ awareness about intertwinement of C&L2 3
c. persuading students that they do not lose their culture 2
d. trying to teach different international topics not just local ones 2
use of course books @)
a. using the standard course book provided by MoNE 4
b. not using MEB course book- buying an international course book 3
intercultural experiences 5)
a. working with foreign teachers / teams 2
b. having students’ from different cities/cultures in Turkey 2
c. cultural experiences abroad 1
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The tasks and activities teachers were implementing in their language classrooms
were various and included presentation of other cultures, using audiovisuals,
bringing realias, and sceneries, doing projects, sharing experiences, discussions,

comparison of various cultures and countries, carrying out role plays etc.

Teachers indicated that they presented the target and other cultures by sharing
some information about their cuisines, lifestyles, festivals, extreme sports etc.as

can also be seen in the excerpt below.

(44) Since the English field is highly connected to other
cultures, we provide information or give examples to
foreign students from foreigners and settlements abroad;
but for example, | do not have a foreign student. | wish |
could have a foreign student. | wish | had at least a Syrian
student. | believe that would be beneficial to my students,
too. But, as | said earlier, | present film sections in the
videos or music and pictures so that they can learn
different cultures from time to time in relation to the
course-related curricula. | convey these to my students. |
say, ‘Look, that’s how it’s done in this country.’ There’s an
extreme sports unit. | say, ‘In America or in England, there
is an extreme sport that does not exist in our country.’ /
convey these in that way. | say that people’s lifestyle is
completely different, and what they are interested in is
completely different in Canada’s cold climate (P7).

Teachers also mentioned some other practices such as giving assignments, using

audiovisual materials and having discussions in the classrooms.

(45) For example, | give homework. Students need to
investigate cuisines of two different countries. 1’'m giving
them some time to investigate. I 'm telling how they can do
it. They are coming and presenting it to me. They can
either present or they can also write to me and verbalize
them. | think they can learn something. I think it’s a bit
more effective when they investigate themselves. | think at
least it becomes more productive for them. Or I’'m bringing
videos, more images, pictures and photos to the classroom.
We create a topic of discussion with the students and | give
information about the materials | have brought through a
narrative (P6).
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Teachers also reported some of the projects they involved in. One of them was a
Grundtvig programme and while P21 was describing her experiences, she also put
emphasis on how important to have such cultural activities in the development of

learners’ interest in cultural issues and language learning.

(46) 1 had a project which | participated in five years ago.
It was the Grundtvig project. At that time, | was working in
vocational high school. There was the issue of first aid,
here, therefore there were 20 participants coming from
various countries in Europe. | was in a small district at
that time. Now, | can say that | experienced that in person
and it was very effective. Because | lived in a small place,
there, those 20 participants had the opportunity to stay in
that little town for a 10-day stay. Therefore, we not only
trained them but also included them in our own lessons.
Here they did one-to-one extracurricular activities with the
students. Students took them to their homes for dinner. You
know, that was really useful. When | received feedback
from the children later, (they said) ‘My teacher, we
learned a lot about their culture. They had some
characteristics that were different from us but they had
also some traits that were similar to us.” So, these were
the things mentioned by the students. You know, in terms of
cultural understanding, learning from the book, hearing
somehow, and research are not very effective, but these
kinds of things, projects, including them one-to-one, going
and staying there, being involved in their culture are very
effective | think. In addition, it has a positive effect on the
acquisition of language, and it provides a point of view.
For instance, students’ interests in that language increased
after that. You know, ‘Teacher, are we going to do other
kinds of projects? Then, let’s have better English, and
express ourselves better.” That is, we have always received
positive attitudes and feedback after that (P21).

There was teachers’ effort to raise some intercultural awareness, such as

persuading students that they need to tolerate differences, and learning about other

cultures does not mean one loses his own culture, which were listed in Table 17.

(47) 1 am trying to share my experiences with the students.
I’'m trying to make them tolerate differences but through
my behaviors. That’s actually the essence of teaching. You
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need to be a role model for the behavior as to tolerating
the differences, and then you need to expect it from the
students (P2).

(48) In some cases there can be a misperception in society
that teaching a language is like imposing a different
culture. That’s not how | see it. Learning a culture of a
country and getting information about that culture does
not mean the destruction of your own culture. That’s what
I 'm trying to tell the kids, too (P19).

To summarize, when teachers were inquired about their teaching practices about
IC, they provided their own perceptions about the students, colleagues, and the
curriculum. Students’ prejudices towards learning a foreign language, lack of
motivation to learn about other cultures and not being open to other cultures were
specifically mentioned. In addition, teachers also referred to their own intercultural
experiences even though that was very limited. EFL teachers primarily elucidated
what they did in the classroom to develop students’ IC such as giving information
about different cultures including their festivals, cuisines, clothing styles, currency
education etc., making students watch movies, videos, documentaries, and
utilizing visuals, sceneries and authentic materials. Doing some projects such as
pen pal activities, having discussions on cultural issues, sharing of their overseas
experiences, inviting foreigners, and comparing different countries and cultures
were also mentioned during the interviews. Some teachers also indicated that they
put some effort to prevent marginalization and increase the awareness about

intertwinement of culture and language.

4.2.2 Teachers’ Perceptions and Experiences of Having Foreign Students in

the Classrooms

When teachers were asked whether they had students whose native language is not
Turkish in their classrooms, 16 teachers indicated that they did not have any
students other than Turkish students whereas 14 teachers acknowledged having

students who have other languages as mother tongue.
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Teachers were asked what would be some different implementations or any change
in their teaching if they had foreign students in their classrooms. Five teachers
indicated that the effect would be very positive though one other teacher indicated
just the opposite. The possible changes and differences mentioned by the
participant EFL teachers were classified as the effects on students’ own learning

process and teachers’ teaching methods which can be seen in Table 18 below.

Table 18. Possible effects of having foreign students in the classroom

Codes and categories f

1. Impact on teacher (32)
a. increase in their use of English in the classroom 10
b. using foreign students as a source 5
c. effort to learn more about foreign students’ culture 4
d. having comparison between two cultures 4
e. adapting the foreign students to the environment via icebreakers 3
f. teachers' strategies to manage foreign students (body language, 2

getting professional help)

g. developing teachers’ language proficiency and perspectives 2

2. Impact on students (20)
a. increase in use of English/not objecting the use of English in class 8
b. sharing of cultural knowledge 5
c. contribution to L2 proficiency 3
d. awareness of L2 necessity 3
e. having difficulty in adapting to foreign friends 1

As can be seen in Table 18, teachers believed that having foreign students in the
classroom would increase teachers’ and students’ use of English to a large extent

and help teachers to illustrate the necessity of English as an international language.

(49) If I had non-native Turkish students, at least this
would lower my level of use of mother tongue in classes,
and maybe even canceled that out. Even though our
language of communication is completely English at the
moment, sometimes there are points where | escape to
Turkish. When | saw that blank look in their eyes, | used to
explain a few words in Turkish like code-switching and
continue English. However, it wouldn 't make much sense if
| had students whose native language is not Turkish. That
would create great awareness for my students. At least,
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that would show them that English is a universal means of
communication. When there is a need to communicate with
an individual from other cultures outside the Turkey, in
their own city or even in their city, this would be a great
example of the fact that English is an excellent tool (P7).

(50) That would be great. At least, I would show my
students that that | have to speak in English and you have
to speak English. | would say, ‘because there is someone
who does not understand me in the class.’ and I would
prevent them from speaking Turkish significantly. If that
happened, that would be excellent (P16).

Teachers also acknowledged that they would use the foreign students as a source in
terms of language and culture. They believed that it would provide some
comparisons between cultures and students would learn about other cultures, as
well. Another strategy suggested by the teachers if they had foreign students in the
class was the effort to adapt the foreign students, like having icebreakers or using

body language so that they can feel that they are not marginalized.

Teachers who had students whose native language is not Turkish (Syrian, Afghan,
Iraqgi, Kurdish, British, Somali, Ecuadorian, Chilean and Libyan, German, French,
Azerbaijani) mentioned various issues in regard to cultural differences, adaptation

and conflicts between cultures.

Seven teachers indicated that they had Syrian students. Five of them specifically
mentioned that the students did not know any Turkish and they had problems in
communicating with these students. Two of them indicated that students fell
behind the schedule because of this lack of Turkish. One of the teachers explained
that they use more experienced Syrian students as the translators and they even
learned a few words in their language to develop communication with these
students. One of the teachers indicated that she did not have many Syrian students
but she said that there were some prejudices towards Syrian people. Another
teacher believed that having Syrian students in the classroom did not provide a
cultural diversity because they escaped from the war, did not have much cultural
experience in their own country and they were raised in Turkish culture. Another
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teacher indicated that Syrian students were not assimilated in Turkish culture as the
number of these students was high and she also observed that there was grouping
and Syrian students hang out with only Syrian students not Turkish students.
Therefore, she said there were conflicts between Syrian and Turkish students. She
even mentioned a case where Syrian students did not respect the concept of
‘martyr’ while discussing some issues which were valued in Turkish culture and

that ended with Turkish students’ hostile reaction.

Three teachers who had Syrian and Afghan students in their classes primarily
mentioned communication problems among the students and teacher, students’
experiencing of psychological and sociological problems, low success rate, the
effort that students show to adapt to the Turkish culture and marginalization among
the learners. The teacher who had Syrian and lragi students explained some
strategies she used for these students such as use of body language, and visuals,
learning about students’ cultures and foreign students’ finding some things strange
and their effort to learn and adapt to Turkish culture. The teacher who had Syrian,
German, French and Azerbaijani learners mentioned that her students had
comparisons between cultures. However, she believed that students whose mother
tongue is German or French were more conservative than the other students in the

class.

Three teachers had Kurdish learners and their experiences regarding these students
were a little bit different. One of them thought that her students had positive
attitudes towards Turkish and other cultures even though these students had parents
who discriminate other cultures and raise their students very conservatively. She
indicated some communication problems experienced because they did not know
Turkish very well and she had to spend a little more time with these students.
Another one primarily explained that her students were not very open to other
cultures especially Turkish, American and British culture, they regarded other
cultures as ridiculous and did not appreciate things which were different from their

own cultures. However, she also indicated that these students did not encounter
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any students from other cultures in their school and when they saw Afghan and
Persian students on the streets; they did not have negative attitudes towards them.
The other teacher thought that she did not experience any communication problems
while teaching to these students even though her colleagues had some.

The teacher who had British learners primarily indicated the positive sides of
having these students in the classroom, which included excitement, students’ polite
behaviors, and teacher’s use of them as a source for pronunciation, intonation and
cultural discussions. She also indicated that these students often compared their
own culture with Turkish culture, especially the implementations of the lunch
concept in two different countries. A teacher indicated that having Somali students
in the classroom in the past increased his use of English very much. The teacher
who had Ecuadorian, Chilean and Libyan students told that they had a chance to

discuss cultural differences in the classroom.

To sum up, teachers believed that having international students in the classroom
would contribute to the use of English in the classrooms by the students and the
teachers more and some also believed that this would provide cultural exchange
and comparisons. Teachers’ experience with the students who were non-native
speakers of Turkish varied depending on students’ native language. Teachers who
had Syrian students in their classroom had difficult times while trying to
communicate with these students and they tried to develop some strategies like use
of body language or some even benefitted from experienced Syrian students as
translators or interpreters. On the other hand, teachers who had British, German or
French students saw this as an opportunity to compare various cultures. Teachers
who had Kurdish students had communication or prejudices problems. Teachers
who did not have any non-native speakers of Turkish in their classes believed that
existence of students from other nationalities would increase both teachers’ and
students’ use of English in the classroom. Moreover, some teachers also thought

that it would contribute to the exchange of cultural information.
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4.2.3 Challenges and Easiness of Teaching IC

When teachers were asked whether it is easy or difficult to teach IC in class, eight

teachers indicated it was not a difficult task whereas fifteen teachers expressed that

this was a challenging task for them. The other teachers indicated that the difficulty

or easiness of teaching I1C depends on the conditions available and they explained

further when it is easy or difficult to teach IC.

Table 19. Reasons for the challenge of teaching IC

Codes and categories f
1. Physical conditions/lack of facilities (26)
a. not having enough time for English courses 5
b. the limited and local component in the course books 5
c. not having a smart board/projector/computer/internet 4
d. curriculum 2
e. working in a rural area not a touristic area 2
f. projects being rejected 2
g. not having adequate cultural material and the place to put them 2
h. lack of labs/space where only Eng. Is spoken 1
i. students’ exposure to four different languages (Tur.Kur.Eng.Ger) 1
j- having an excessive number of students in the classroom 1
2. Students’ perceptions & attitudes (20)
a. students’ lack of motivation and need to learn L2 11
b. students having prejudices towards different cultures 6
c. students’ comparison it with their own culture/nationalistic feelings 3
3. Students’ lack of interaction with foreigners (12)
a. not having an interaction with the target culture and country 5
b. talking about something abstract/need for learning by doing 3
c. limited opportunity to go abroad 3
4. Society’s assumptions (6)
a. not being open to other cultures as a society 4
b. parents’ sociocultural levels 2
5. Teachers’ lack of knowledge/ eagerness 5)
a. teachers’ being unaware of British culture and project writing 3
b. teachers’ refusal of students’ own culture & trying to teach new 1
c. being under the initiative of the teacher 1

As can be examined in Table 19, physical conditions i.e. lack of facilities, students’

perceptions and attitudes, students’ lack of interaction with foreigners, society’s

101



assumptions, and teachers’ lack of knowledge and eagerness were the reasons why
teachers thought IC teaching as a strenuous job. Regarding the lack of facilities
such as the pressure of a specific curriculum and local content in course books and
having a limited time for IC teaching and students’ lack of motivation to learn

English were mentioned by P28 as it is given in the excerpt below.

(51) It is not easy, because it is very difficult to provide
speaking English in class and we have to go through a
specific curriculum. In curriculum, for example, we have to
talk about the conquest of Istanbul or something like that
throughout a unit. You 're either moving from a context like
this, or you re adding something different. | believe some
elements are more than the others in the curriculum now.
In this case, adaptation to speaking English becomes very
difficult and it is like thinking in Turkish and trying to
speak English. That is, you cannot enter that world in some
cases, but through some presentations | have provided that
a lot. | had discussions, for example, | had discussions on
simple issues such as whether or not full freedom in the
world is possible and whether there should be a school or
there should not be a school in full English speaking thing
(activity)., but these are always prepared earlier, of
course. In other words, the spontaneous English speaking
environment is unfortunately something only for four hours
a week, and the motivation for this is diminishing at a later
level. Students are not motivated because English is not
asked in the university exam. It is only a motivation for the
foreign language department, and apart from that, our
students are not aware of the fact that English is important
for their career. They want to study in Turkish, for
example. | entered university in 2003. In our period, the
number of people who wanted to study in Turkish was less
than that, in fact they were proficient. Now the number of
people who wanted to study in Turkish was quite high. I
even understand from this (P28).

In relation to the lack of interaction with foreigners, P27 explained why students

do not have much interaction with people from other cultures.

(52) I mean, as someone working at a state school, it’s
hard because they speak English only with us. To tell the
truth, the social environment of children is not very wide.
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You know the possibilities of going abroad or meeting
foreigners are very limited, so it is done only as far as
what we tell them. This is somewhat limited to it (P27).

Teachers also explained some concerns regarding society’s assumptions that made

teaching IC difficult as can also be seen in the excerpt below.

(53) We always have a fear in our own culture. When we
learn something or learn a language and so on, it’s like
we re going to lose something from our own self. It’s hard
in that sense because suddenly something can turn into a
state and the thought ‘Is this culture being imposed on us?’
It is also difficult in that sense, but as | said, its difficulty
or ease depends on the characteristics of the segment you
are addressing. It is easy if you have a more open, more
aware, broader horizon group, but if this group is narrow-
minded; your job is difficult because you are constantly
explaining yourself (P17).

Society’s assumptions were not the only challenge in terms of the effect of
attitudes on the teaching IC, students’ own prejudices about learning a language

and culture were also some barriers for culture teaching.

(54) Our job, teaching a foreign language to a student, is
a very difficult situation in Turkey. You're having a big
challenge because students have a prejudice that they
cannot speak this language, and they cannot communicate.
At the same time, there are also nationalist feelings that
some students have. Sometimes these nationalist sentiments
may also come from family, which they should not learn
this language. We sometimes encounter such problems in
daily life, too. In the places where you have such students,
you see that there is more antipathy when you show
cultural influences or when you reveal something about
culture. I think that this kind of thing can be taught not
explicitly but a little implicitly. So, you can give it in a
movie watching event or a video event or a drama event,
or you can give it to a student in a karaoke event in the
classroom. In other words, I think that it would be more
successful to give in this way rather than giving it directly
in different activities, and saying that this is the case here
and it is the case there. It can also be said that these things
happen in current life. In other words, the child learns a
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culture, but when we made it explicit that the student has
learned the culture directly, he can have a reaction and
close himself because, as | said, this might be due to the
fact that the lesson is a bit difficult. At least this might be
something that will increase their prejudices (P19).

Eight teachers also indicated that teaching IC in the classroom was not difficult.

Their rationale for their opinions can be seen in Table 20.

Table 20. Reasons for the easiness of teaching IC

Codes

a. when conditions are available (materials, finance, time, open minded
learners, parents’ sociocultural level)

b. students’ being eager to learn about other cultures

c. students’ not having prejudices about other cultures

d. students’ engagement with technology (Communication tools, games,
social media)

e. language and culture are interwoven

f. having such facilities as computer, smart boards and internet

g. students’ empathizing with people

h. not having deep cultural differences covered in the course books

N W

LS

As it is clear from Table 20, teachers expressed that students were open to other
cultures and did not have prejudices against different societies; therefore, it was
easy to teach IC. Few teachers also mentioned that culture and language were
interwoven and students’ frequent use of advanced technology eased their job to
facilitate students’ IC development. Some other teachers thought that when certain
conditions were available, it would be very easy to teach IC. These requirements
were related to the availability of materials, financial support and students who are

open and eager to learn about different cultures.
4.2.4 Teachers’ Contribution to the Development of Learners’ IC

When teachers were asked about to what extent they contributed to their students’
intercultural competence and how they managed to do that, nine of the teachers

reported that they could not contribute to the students’ development of IC
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adequately. On the other hand, the other teachers directly explained the ways how

they assisted their learners to acquire IC. Teachers also unveiled how they

understood that the students’ IC had developed as can be seen in Table 21.

Table 21. Participants’ contribution to learners’ IC development

Categories and subcategories

1. The ways teachers contribute

a.

S@moaoo

use of materials & course books
activities & tasks

raising students’ cultural awareness
sharing of experiences

doing projects

guiding & encouraging learners
assigning some performance tasks
using English as much as possible

2. The method teacher understands/checks learners ‘development of IC

3. Not

b.
C.
d.
e.

students’ behaviors/actions
teachers’ checking mechanisms
students’ eagerness

students’ attitudes

students’ development in time

contributing much to students’ IC & reasons

P00 o

teacher related
material related
curriculum related
student related
context related

(80)
20
16
13

o oo N
~

o1 o1 ©

(24)

11
5
4
4
2

Regarding the materials and the use of course books, teachers explained that they

mainly used videos (f=8), visuals (f=4) and themes in the course books (f=3).
Movies (f=2), TV series (f=1), world agenda (f=1), and the topics that broaden
students’ mind (f=1), were also mentioned. Videos were the most frequently

referred materials as can be exemplified in excerpt below.

(55) For intercultural skills, |

mostly benefit from

YouTube. For example, | bring various videos. | have
people watch videos about people’s experiences and

cultural differences.

I make them watch the events that

happen around the world. Or I'm building my essay
writing activities on TV series. ‘What would you do at the
end of this? What would you do if you were there?’ that is,
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| have speaking and writing activities on any issue that has

arisen in the world agenda. But here, the source that I use

most is YouTube. | get my materials from YouTube (P28).
Regarding the activities and tasks that were practiced by the teachers, one of them
was presenting target or other cultures via visual materials (f=3), class discussions
(f= 2) movies (f=1) and songs (f=1). Others were making learners read literary
pieces (f=2), talking about current issues with the learners (f=2), having video
conferences with foreign friends (f=1), interaction with native speakers of English
(f=1), analyzing famous or successful people’s life (f=1), having an activity about
Halloween (f=1) and focusing speaking tasks more (f=1). Interviews with teachers
also revealed that some tasks such as interviews with relatives abroad (f=1), role

plays (f=2), and short film-video shooting (f=1) were also assigned to the students.

Teachers expressed their effort to raise students’ critical cultural awareness. They
indicated that they tried to be a role model for their students (f=2) and show them
the importance of learning a foreign language (f=2), and English as a lingua franca
(f=1). Teachers also tried to have learners break their own prejudices about other
cultures (f=1), tolerate differences (f=1), develop empathy (f=1), prevent
marginalization (f=1), preserve their ethnic identities (f=1) and broaden their
horizon (f=1).

(56) The first thing that | do is to break their prejudices. To
know English is necessary. Apart from English, being open
to other cultures, and knowing different people develop
and enrich us. I am trying to do that. | have been teaching
in the same school for 3.5 years. With the studies that were
done, and the ones | did, | believe my students are far
better now when compared to the time when | came here
(P14).

Teachers not only shared their experiences in general (f=2) with the students but
they also explained their experiences in relation to reading a literary piece (f=1),
their foreign friends (f=3), and travelling abroad (f=2). To exemplify, P28
explained her experiences and its impact on her students’ language development in

detail as can be examined in the excerpt below.
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(57) I was doing some interviews with my foreign friends,
and then | was bringing them and making my students
watch them. At some time in the past, | had an interview
about their experiences and what kind of challenges they
had or what kind of a culture shock they experienced when
they came to Turkey since they did not have a chance to
come to Maras. Then, I asked my students to conduct
interviews with their relatives abroad about what kind of a
shock they had and how they adapted. The part that | was
interested in more was their not being afraid of making
mistakes while they are speaking English because this
grammar pressure on my students occurs a lot. So | believe
these were beneficial. For example, they started to talk a
little bit after that. They were not afraid of talking, making
mistakes and sentence order. They were also writing
better. I had such activities. | did not have a chance to
bring anybody to the classroom. | would like to do such a
thing, for instance. | show my students the videos that I had
taken when | was abroad. | had some students who were
bilinguals i.e French-Turkish, British-Turkish. I talk about
their experiences, what they did and what they went
through a lot. For instance, | had a student living in Ivory
Coast. His parents live there. | ask him to bring videos.
For example, I ask him ‘What did you find interesting this
year?’ We watch these at the beginning of the year. I do
such kind of activities. What is important for me is that the
world is a small village and it does not matter who is what.
| really believe in this now (P28).

Teachers also mentioned how they encouraged and guided learners to search more
(f=3), watch TV series (f=1), and movies (f=1), play computer games (f=1) and
make use of social media (f=1) and literary pieces, books, theatres (f=1). They
mentioned some projects like peer teaching with a native speaker of English (f=2),
pen pal activity with Italy and Poland (f=1), exposing learners to literature and
politics as a part of her thesis (f=1). Another teacher also mentioned her plans
about having an Erasmus project (f=1) and bringing foreign university students into

the classroom (f=1).

When teachers were asked how they realized that their learners developed in terms

of IC, and whether they had any method to detect this, they referred to some

checking mechanisms like asking questions and getting answers from the students
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(f=5), checking their fluency in English (f=1), motivation (f=1) and readiness (f=2)
while teaching language and culture. Teachers also mentioned realizing the
development when the students graduate (f=1), and when the negative reactions
towards other cultures decrease in time (f=2).

They also referred to other indicators such as students’ interest in learning about
other cultures (f=2), and what is going on in the world (f=1), their desire to do
work and travel (f=1), and contact with the tourists and foreigners in the
universities (f=1), Students’ attitudes such as reactions to the information given
about other cultures (f=2), showing empathy towards other cultures (f=2), and
attitudes towards English (f=1), were also certain elements that helped teachers to

see their students’ development of IC.

Students’ behaviors such as sharing what they know and have learned during the
class discussions (f=14), giving feedback and using what is learned in the class
(f=6), chatting with others on social network (f=2), playing computer games or
interactive games (f=2), their ability to express themselves in English (f=2), going
to touristic cities to contact with tourists (f=1), and understanding jokes and idioms
(f=1) were also expressed by the teachers when they were asked how they knew

their students developed IC.

The teachers who believed they could not contribute much to the development of
students’ IC also revealed their reasons, which were related to the teachers,

materials, curriculum, students, and the context as it was listed in Table 21.

Teacher related issues were feeling inadequate to contribute learners’ IC (f=6), not
aiming to teach about the culture (f=2), not doing any activity where students
interact with foreigners (f=1), need for extra materials and preparation (f=1), not

being appreciated so not doing anything extra (f=1).

Materials related issues were limited component of course books (f=2), lack of

conditions for having extra materials (f=1), the need for creating a materials office
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in MoNE (f=1). Curriculum related problems were curriculum and testing

requirements (f=2), and not having intercultural components in curriculum (f=2).

Context related issues were learning only how to teach grammar and vocabulary in
university contexts (f=1) and working in a small city (f=1). Student related
drawbacks were learners’ lack of interest in learning a foreign language (f=2), and
their prejudices towards other cultures (f=1) and language learning (f=1).

Participant 3 was the teacher who mentioned most of these problems such as her
lack of knowledge about the target culture; curriculum and testing requirements;
the problem with the content of the courses she took in university, so her detailed

explanation can be seen in the excerpt below.

(58) I don't think I can make a lot of intercultural
contributions. | know perhaps one in a thousand or two in
a thousand about their culture. I try to convey what | know,
but I don't think students can recognize the target culture
very well. We learn how to teach grammar, and how many
words we can teach to students (in university). But in the
course of English Language and Literature, we study only
their books, and poems related to their cultures. However,
we don’t know much about their history, who was killed
and why. So what makes up their culture is their history.
We can 't tell the students about their history. My goal is to
help students to use English effectively so that they can
meet their daily needs when they encounter a foreigner.
We do not aim or try to give them much information about
culture. We ’re just trying to get the kids to speak English
but they can’'t speak English, too. They just learn
grammar. That’s it. These are just because we are studying
parallel to the exam. It is because of the exams. In the
curriculum, the program says ‘Cover that and ask that in
the exam’ and we have to do so. We are not able to teach
kids how to talk. We are not able to teach anything about
culture (P3).

As a result, most teachers believed that they contributed to students’ development
of IC in various ways via materials, tasks and activities, projects, guidance, and

sharing of their experiences. They also had some awareness about how they detect
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the process of learners’ development of IC. However, there were a few teachers
who indicated their lack of contribution to that process because of their feeling of
inadequate, lack of interaction with foreigners, curriculum and material related

problems.

4.2.5 Teachers’ Perceptions about How to Develop EFL Learners’ 1C

After teachers unveiled their perceptions and experiences regarding intercultural
learning and teaching, and how they contributed to their own students’
development of IC, they were also asked what could be done to equip learners with
IC. In that case they were expected to reveal anything that might help the process

without considering its drawbacks or deficiencies of any sources.

In Table 22, teachers’ suggested ways to improve students IC were categorized as
bringing L2 learners and foreigners from different cultures together, encouraging
learners to contact with the target and other cultures, use of materials, in-class

activities and tasks, assignments, and developing students’ attitudes.

Teachers believed in the necessity of having intercultural contact so that students
can develop their intercultural competence. Therefore, they suggested having
exchange programs in middle and high school just as it is done at universities. P16
thought that having exchange programs might be a utopic idea now but she
believed in the possibility of doing that, too.

(59) Of course, it might be very utopic, but I think student
exchanges can be done. There are some exchange
programs in our country, but they are limited. | think there
are exchange programs in high school. Moreover, | don't
know but student exchange can be done even though it
does not spread to all year. A ‘culture month’ can be
created and our students might go there and their students
might come here. Cultural exchange can be provided in
that way. Something can be done, indeed, but as | said it
seems utopic now (P16).
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Table 22. Participants’ perceptions regarding how to develop students’ IC

Codes and categories f
1. Bringing L2 learners and foreigners from other cultures together (55)
a. exchange programs, Erasmus, E-twinning and international projects 25
b. face to face 12
c. viaonline chats/smart board 12
d. arranging trips to the target/other countries/ other cities in Turkey 6
2. Use of materials (33)
a. using videos related to intercultural issues 9
b. bringing authentic materials (films, TV series, clothes, foods, Google maps) 8
c. providing audio/& visual materials 6
d. providing various materials (literary, reading etc.) 6
e. adding more cultural activities to the course books 2
f. putting IC related activities and materials in Dynet and EBA 2
3. Encouraging learners to contact with other cultures via (25)
a. encouraging learners to have a pen pal 10
b. encouraging learners to use social networks 7
c. encouraging learners to watch TV series/programs/movies 4
d. encouraging learners to read literary pieces i.e. novels 2
e. encouraging learners to play computer games 2
4. In-class activities & tasks (25)
a. Introducing other cultures (interesting points, lifestyles, clothing, ethics, 11
politics, history, behaviors, idioms )
b. sharing teachers’ & students’ experiences 6
c. Role plays/dramas/critical cases 4
d. having activities on religious or national festivals Halloween-wearing 2
costumes Christmas Easter- painting eggs
e. teaching interesting cultural differences by comparing them 2
5. Assignments 9
a. asking learners to search and present ( footballers, authors ,scientist, national 7
and religious festivals, other cultures, a city abroad )
b. asking learners to interview relatives abroad about how they adapt 1
c. asking learners to observe other cultures in movies, books 1
6. Developing students’ attitudes (3)
a. activities that help learners empathize with others 2
b. trying to prevent negative attitudes towards other cultures 1

Exchange programs were not the only ways teachers suggested to make learners

contact with the people from other cultures as can be seen in Table 22. They

recommended that E-twinning projects might help students a lot in this regard as

exemplified in P7’s explanation.
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(60) Projects can be done. Nowadays E-twinning projects
are being conducted. There are project partners in these.
Thanks to these partners, video conferences are provided
over Skype for the students synchronously. They can have
conferences with other students. These occur thanks to E-
twinning projects. As for me, we can do such practices. Of
course, the conditions should be provided in classroom
environment. Smart board and internet connection should
function effectively in order to be able to do these (P7).

Some other teachers also proposed that even face to face contact might be possible
in the classroom by inviting foreign people to the classroom environment as
visitors in addition to online video conferences. They thought that these foreign
people might be foreign students at universities or Erasmus students living in
Turkey. To exemplify, P30 explained how it can be done and supported with other

activities in the excerpt below.

(61) Foreigners have this ‘show and tell’ week. They come
and they tell about things. | wish we had the opportunity to
host someone from England this week and someone from
another country the following week. | wish they had the
chance to chat as these students do not socialize. | tell this
again | think as long as they did not want to travel or did
not have a chance to travel, they would not have much
chance to acquire the culture. Different people from other
cultures might participate in lessons as visitors. They do
not necessarily have to be present physically. There are
smart boards. Some video conferences in online portals
might be put into practice in classroom environment. For
example, this week we are going to host Jennifer from X
country. We will be there for this contact hour. These
practices might be good. They can even trigger students.
When they are at home, they can write questions like
‘Should I ask this or should I say that?’ (P30).

Teachers also indicated that they would like to have some trips to other countries
where the language is spoken. As it is clear in the excerpts below, they also
expressed the difficulty of doing those in state schools, though.

(62) The most important way to learn about a culture is to

visit that country. If I had the opportunity, 1 would like to
have some activities for students to visit countries that this
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language is spoken as a native language. | mean, | would
like to take a trip to these, even if they are abroad (P19).

(63) I know some classes do it. If possible, trips abroad
can be arranged. At least they would have seen it in place
for a little while, you know, as the oldest method. But
unfortunately, it is not something that can be done in
public schools in terms of financial means. In that respect,
| think, you know, making students watch movies, and
supporting it with visuals come to my mind. | think it can
only be done with such activities (P14).

Even though teachers regarded having trips to other countries as a challenging task
in state schools, a teacher also suggested organizing some trips to other cities in
Turkey. He believed that this would also contribute to students’ intercultural

competence, as well.

Teachers also recommended having pen pal activities just as they did when they
were students in the past. Teachers mainly indicated that this could be done via
communication tools such as social networking sites. One of the teachers also

indicated its superficiality when it is in the course book.

(64) Pen pal activities might be carried out. In the past, it
was a very common practice and students even used to
come Turkey. Now, we have pen pal activities in the course
books, but it is very superficial. Therefore, students
complain about that. Supposedly our learners are writing
them responses in some cases, but they are very
superficial. | wish they could talk to their peers in person. |
believe that would develop their cultural knowledge and
their perspectives about other cultures because, for
example, a student speaks to a Danish student, which
might provide the student with a very different view (P6).

Many teachers also noted that students can be encouraged to use social networking
sites more so that they can contact with individuals from other cultures.
Encouraging learners to read novels and literary pieces and watch some TV series
and movies was also one of the ways recommended by the teachers as can be seen

in the excerpts below.
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(65) As | said earlier, as a teacher, I am trying to
encourage them to a context where they can communicate
with people from other cultures rather than keeping the
foreign language (learning) only in the classroom. While
doing that, I am trying to do it over the things that they like
most, which are computer games, social media, and TV
series (P2).

(66) We can suggest some books, novels, TV series, and
movies that they might like and understand as people use
things that represent their culture in these. Students might
reach them by seeing them there and by searching (P3).

Giving assignments, especially asking learners to search, collect and present some
information about different cultures in the classroom was also recommended by

English language teachers.

(67) First of all, 1 would have the students do some
research about the foreign culture that they feel close to
and do presentations about these cultures in the classroom.
After the presentations, | would make sure that things
which students were curious about the society were shared
within the class. By doing such brainstorming, | would also
guide Turkish students to become familiar with that culture
by hearing their ideas. | would also try to exchange
information, confute and make them positive if there are
negative thoughts. In other words, such a study can be
carried out collectively through research and subsequently
with the discussion based on questions and answers
regarding the presentations (P25).

As P25 indicated having learners do some research might contribute to the
students’ intercultural knowledge but to develop positive attitudes towards
different cultures, the discussions might help learners reshape their ideas and

prejudices about the target and other cultures. P22 also referred to such activities

that might help learners to empathize with the individuals from other societies.

(68) There might be some activities that might contribute
to the understanding of the feeling of being in another
culture, being able to empathize and look from his point of
view and attitude when a new student comes into
classroom because sometimes there might be some cases of
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detachment, rejection of him or ostracism. There might be

some role play activities or theatres in order not to make

him feel that way and to accommodate both sides. Such

kind of activities might be administered (P22).
As a result, teachers introduced their recommendations with regard to what can be
done to enhance students’ IC. These suggestions were mainly related to students’
exposure to other culture via personal contact. Having exchange programs such as
Erasmus, or having international projects like E-twinning was frequently indicated
by the teachers. They also believed in the power of social networks and other
audiovisual materials that can be utilized to improve students’ IC. Assignments
that require students’ exploration of different cultures and change their views about

differences were also recommended.

4.3 Research Question 3. What kind of an in-service training course/ module
do EFL teachers in Turkey suggest to support language teachers in terms of
developing their intercultural competence and knowledge and skills to teach

intercultural competence in EFL classes?

In order to reveal teachers’ perception and needs regarding an in-service training
program related to intercultural competence, teachers were primarily inquired
about their previous experiences and how effective they considered them. Later,
they were asked about the characteristics of a training program they would benefit
more. They were specifically asked about the content, methods, techniques,
activities and materials that would be used in the training. They were even asked
how to evaluate the program and possible rewards to the participants. Whether they
were interested in participating in such a training program and the reasons for their

choices were also asked.
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4.3.1 Teachers’ Training Experiences In Relation To Intercultural

Competence or Cultural Aspects of Language Teaching

Before giving the details about the participant EFL teachers’ training experiences
pertinent to intercultural competence and cultural aspects of language teaching, the
relevant results of the pre-survey on what kinds of courses, PD activities and
training programs were offered in Turkish context were shared in this section of
the thesis. After that, courses and trainings that were attended by the interview
participants were listed and details explored during the interviews regarding the

content of them were shared.

4.3.1.1 Pre-survey Participant Teachers’ Training Experiences In Relation To

Intercultural Competence or Cultural Aspects of Language Teaching

At the beginning of this study, in order to reach participant eligible for the study, a
pre- survey had been conducted. 165 teachers responded to that questionnaire. The
results of this pre-survey indicated that among 165 EFL teachers, only 45 out of
165 teachers indicated that they got a course related to IC or the cultural aspects of
language teaching in their BA degree as can be seen in Table 23.

Table 23. Courses participants took on the cultural aspects of language teaching

BA MA PHD
Yes 45 11 1
No 120 61 45
Not applicable 0 93 119
Total 165 165 165

As can be seen in Table 23, 120 teachers did not have any courses pertinent to
cultural aspects of language teaching. The name of the courses taken in BA degree

can be seen in Figure 8 below.
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Language and culture
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«Intercultural
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Sociocultural
competency in teaching
English

Figure 8. The courses taken in BA degree by pre-survey participants

When the courses related to IC or cultural aspects of language teaching in MA

degree were considered, the number of teachers who took a course was lower (f

=11) and only one teacher indicated that she took a course related to IC or cultural

aspects of language teaching in PhD.

| |
MA courses

« Language and culture
« Non Formal education
« Language Teaching

language teaching
« Sociolinguistics

Teaching

« English as a lingua franca and

« Current perspectives in ELT
« Cultural Aspects of Language

« Discourse Analysis (parts of the
course -sociolinguistics &
cultural aspects)

Figure 9. Courses taken in MA and PhD by pre-survey participants
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In Figure 9, the name of the courses taken in MA and PhD degree by the pre-

survey participants can be examined.

Table 24. PD activities and in-service training related to IC

PD activity In-service Training
Yes 51 15
No 114 150
Total 165 165

Teachers were also queried about the professional development activities such as
workshops, conferences and also in-service training. As can be seen in Table 24,
the number of the people who attended PD activities was low compared to the
whole population of the pre-survey participants. The names of the PD activities can

be seen in Figure 10 below.

eStorytelling (India KATHALAYA #21st Century Skills and Life eConferences of some colleges
Storytelling Academy) Skills «Shifting Paradigms and Minds:
*English language teaching *ELT Seminar “Liberating the The Implications of Innovations
«E twinning workshops Learner" in ELT
eWorkshop in Task based eMultilateral Content Seminar eRevisiting the Foreign Language
learning «Job shadowing for Erasmus Classroom Anxiety Scale
eNetworking Culture & Building project (FLCAS): The Anxiety of Female
Bridges eAnkara American Turkish English Language Learners in
«|ELTS and TOEFL teacher Cultural Association Saudi Arabia
trainings, eThe children with disabilities

and their education
eLanguage and culture

eLanguage conference (elt-
Jeremy Harmer)

*ELF Day 2

*INGED, TESOL workshops

*Oxford University Press
Workshops

s Affective Tracing Methods

eMulticultural Curriculum
Development

Figure 10. PD activities attended by pre-survey participants

As it was listed in Figure 10, EFL teachers in Turkey participated in some
workshops provided by some organizations such as INGED, TESOL, Oxford
University Press, and India Kathalaya Storytelling Academy. The names of other

workshops were Networking Culture & Building Bridges, Affective Tracing

118



Methods, and Multicultural Curriculum Development. Teachers also attended e-

twinning workshops, and IELTS and TOEFL teacher trainings.

Teachers also indicated their participation in some seminars related to 21% century
skills and life skills, and job shadowing for Erasmus. The titles of some other
seminars were Liberating the Learner, Multilateral Content Seminar as they can be
seen in Figure 10.

Some teachers also reported to attendance of some conferences. Some of these
conferences were related to language and culture whereas one was about the
children with disabilities and their education. The titles of some other conferences
listed by the teachers were Shifting Paradigms and Minds: The Implications of
Innovations in ELT, and Revisiting the Foreign Language Classroom Anxiety Scale

(FLCAS): The Anxiety of Female English Language Learners in Saudi Arabia.

As can be seen in Table 24, few teachers indicated that they attended to in-service
training related to cultural aspects of language teaching. The names of the training

programs can be explored in Figure 11 below.

I1. Ge!\eral Iangu§ge 2. Spc_ecnflc Iangua}ge 3. Culture related
earning & teaching learning & teaching o
oA L tralnlng
training training
«1-week training in +Celta +2-Week training on
language learning «Daily English practical language culture and
+7- day training technics methodology
programme on teaching «Using web 2 tools +1-Week training program
English on culture and language
«8-week language learning +5-day training
+2-3 - day training programme by the
programmes in language Romanian National
teaching Agency
+Conflict management

Figure 11. In-service training programs attended by pre-survey participants
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As it can be concluded from the names of these training listed in Figure 12, there
were only four training programs particularly related to cultural topics, which were
2-Week training on language culture and methodology, 1-Week training program
on culture and language, 5-day training programme by the Romanian National
Agency and Conflict Management. It was also identified in the first two boxes in
Figure 12 that the primary goal of most of the trainings was not intercultural
competence as can be concluded from their titles such as 1-week training in
language learning, using web 2 tools, Celta etc. However, as teachers indicated
these as the trainings related to cultural aspects of language teaching, they must

have discussed the cultural issues in these trainings.

All in all, the results of pre-survey indicated that a small number of teachers took
courses related to intercultural competence or cultural aspects of language teaching
in BA, MA and PhD degree. Moreover, the PD activities such as workshops,
seminars, and conferences were also limited. Finally, very few teachers attended
in-service trainings related to cultural aspects of language teaching.

4.3.1.2 Interview Participant EFL Teachers’ Training Experiences In Relation
To Intercultural Competence or Cultural Aspects of Language Teaching

Teachers were inquired about their previous training experiences regarding cultural
aspects of language teaching before their suggestions for the possible training
regarding intercultural competence were revealed. They were asked what kind of
courses related to cultural aspects of language teaching they had during their BA,
MA or PhD degree and whether they participated in any training activities, or

workshops related to IC.

Out of thirty teachers, six of the teachers expressed that they did not have any
courses regarding IC or cultural aspects of language teaching. Sixteen of them
indicated that they did not get a specific course named as intercultural competence
or cultural aspects of language teaching, but they thought that these topics were

covered in other courses.
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Figure 12. Participants’ previous training experiences regarding IC

The names of the courses that were indicated during the interviews can be
examined in Figure 12. Six of them reported that they had taken English Language
and Literature course. In this course some classics such as Shakespeare’s sonnets,
and plays were covered and some other literary pieces such as ‘Great Gatsby’ was
read and analyzed. When teachers were asked how they benefited from the course,
two of them indicated that they did not benefit from that much as they were
teaching to middle and high school students and they did not have a chance to use
literature to teach English. On the other hand, another teacher believed she was
able to make her learners familiar with some stories and poems even though it was
superficial. Another teacher also acknowledged that he benefitted from the course
as he acquired the basic knowledge about the target culture as illustrated in the

excerpt below.
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(69) As I said earlier, these lessons provide a basis for my
culture. It created a background for me. The writers | saw
there, or the works of those writers, etc., provided me with
a basic knowledge of this culture and then | tried to
develop it on my own. As | said, | visited abroad and | read
other books about that language, but | had not read too
many foreign books until then. However, after 1 met with
the course of English literature, 1 became more interested
in the works of that language. | have read different works
or I am now guiding my students in relation to these works.
I 'm trying to lead them to the English books I know, which
they can enjoy based on their personality. In this way, | am
trying to create an environment where they can enjoy and
have a fun time (P19).

P25 and P27 indicated that they took American Literature and Culture course and
one of them expressed her content with this course as she benefited in her

classrooms. She believed that a teacher who does not know anything about culture

would not explain her students the message that is given in a literary work.

P6 and P7 also mentioned Language and Culture course. They indicated that the
content of the course was primarily about the development of English in history.
Regarding its contribution, both teachers did not find the course very beneficial for

their classroom practices.

(70) 1 dont think I can benefit much, as | said it was more
about the history of English. And our teacher taught the
lesson a little differently, very theoretically not in a way
that we could put into practice. We were primarily
engaged in the origin of a word, or it was an open-ended
lesson, open to criticism about a practice. It wasn't
something we could put into practice in our classes. But it
was effective for us to learn that culture (P6).

P28 and P30 told that they covered cultural issues in some courses like
Bilingualism, Language Acquisition and Linguistics as they mainly talked about
the language and culture in these courses, specifically the fact that culture and

language are interwoven, whether culture should be provided and so on.
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P5 acknowledged the benefits of the intercultural communication course that she

took when she was in university.

(71) I am a graduate of Translation and Interpreting. And
in our bachelor’s degree we took Intercultural
Communication course as part of compulsory courses.
This lesson was actually a much more necessary course in
teaching; | noticed that after | started the profession,
because the reason for the interpreter to receive such a
course is to be able to understand some non-language
references in the simplest term. Nodding means ‘yes’ for
us, but it might mean just the opposite for another society,
you know. We took this lesson to understand these very
simple non-language references or, you know, the basic
things such as boundaries that each culture determines in
terms of proximity and so on. But of course, an interpreter,
especially an interpreter who interprets simultaneously or
consecutively needs this. But to have taken this course,
worked for me especially after being assigned to a place in
the east where the Kurds densely populated (P5).

P16 indicated that she took Sociolinguistics course when she was studying in
university. She shared what she had learned with motivated learners. P9 also

explained what they did in their Language and Transfer course.

(72) As far as | remember, for instance the course was
illustrating how Japanese and Americans behave when
they get compliment. For example, when Japanese are
praised, Japanese’ approach is refusing that compliment
by saying, ‘Is it really the case?’ whereas Americans
accept the compliment directly and easily by saying ‘Thank
you, you are so kind.’ Therefore, there were such topics
which were based on collaborative and independent
cultures regarding intercultural issues (P9).

P27 also mentioned that she was active in youth projects when she was a university

student and the themes of these projects were generally related to the intercultural

issues.

(73) When | was a student, |1 was involved in YouTube
youth projects. The theme of the majority of them is
cultural education. They included themes like Bridge
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together and cultural awareness. | attended training in

Macedonia. In that training, with people who were from

eleven different countries, we have seen how we can

develop people’s culture education, that is, how we can

transfer our own culture. Apart from that, in almost all

youth projects, regardless of the theme, a certain number

of activities were aimed at learning different cultures and

cultural activities were organized for them (P27).
P2 explained that she also attended a seminar about CEFR but she believed she did
not understand the importance of culture at that time. She said she gained the
perspective that she needs to know her own culture first and then contact with

other cultures and learn about their cultures while she was studying in PhD.

P15 indicated that she had a course which was related to the education system of
British and Americans, yet she could not remember the name of it. She also
indicated that she learned the necessity of students’ having cultural background
knowledge before learning about the topics in this course. P13 mentioned that she
took an effective communication lesson but this was more about the

communication among students, teachers and parents.

With respect to the MA courses taken by the teachers, P5 indicated that she took
Effective Communication course when she was studying Teaching Turkish to
Foreigners master’s program. She explained that they tried to find the problems or

conflicts that might arise in the teaching of a language.

(74) In this course, there were teachers coming together
with the foreigners and working in TOMER. We went
through their experiences. ‘What is the cause of the
conflict here? ‘What could have been done to solve it? Or
‘Our teacher followed a wrong method there and if the
result was negative, why did it happen in that way?’ It was
an event-driven course (P5).

P11 indicated that in her MA degree she took Cultural Aspects of Language
Teaching course where they did some presentations on how to integrate cases

related to other cultures into their courses. She believed in the benefit of this course
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as she knew the necessity of integrating cultural situations in her courses and tried
to transfer what she learned in this course to her students. P9 also took Current
Approaches in ELT course in her MA program and she said they primarily talked
about ELF and the spread of non-native speakers of English in this course. P2 also
mentioned Language and Culture course she took in MA and she said that the
content was mainly Sociolinguistics oriented and they discussed how culture and
language affect each other in this course, yet she believed she did not benefit from
the course practically for her language classes.

Teachers who were doing their PhD degree, P2 and P8 expressed that they did not
get any courses related to 1C; however, they covered such issues in the chapters of
other courses. P8 indicated that they discussed IC in some topics such as classroom

cultures and diversity of learners.

When teachers were asked whether they had any training or participated in
workshops pertinent to IC, 24 teachers indicated that they did not attend any in-
service training about IC. Other teachers explained what kinds of workshops,

conferences and seminars they attended.

Firstly, P7, P20 and P19 reported that they participated in a seminar the content of
which was primarily about Erasmus program. P19 specifically believed in the
benefit of that program as it supplied him with an interaction with people from
different cultures.

(75) We met with different teachers at a joint project
meeting in that seminar. It was an international one. There
we had the chance to get to know different cultures, and to
meet different people. Especially we had the chance to talk
and interact with the teachers coming from Europe about
their teaching methods or student profiles (P19).

P22 attended an in-service seminar which is about foreign students in their classes.
She found this very effective as they had the chance to learn some activities such

as meeting with foreigners and how to empathize with the foreigners that might be
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practiced in her lessons. P3 also mentioned that she attended a seminar about the
challenges that Arabic English teachers experienced. P1 also mentioned ten-minute
seminar but she said she did not find it very useful. P5 said that she did not have
any training on 1C when asked, but during the discussion of another question, she
referred to a three-hour training she attended before she started to teach in the
eastern part of Turkey. She acknowledged that this short training helped her know

about the city, traditions and conventions in the city and people living there.
4.3.2 Suggested In-service Training Module

As it was obviously indicated in the previous section, most of the EFL teacher
participants did not have any training on IC and the teachers who had some
courses or seminars in their bachelors, masters and PhD degree mainly indicated
that they were not exactly about IC but they only touched upon these issues in

these courses or seminars.

When they were asked to imagine an in-service training program which is about
IC, they provided some insight into the characteristics of the program by
considering their own and their learners’ needs, available training programs, and
their experiences in previous seminars and trainings. In order to reveal the
characteristics of the proposed training, the semi-structured interview questions in
that section were primarily about the content, materials, approaches, methods,
activities, duration, delivery of training, evaluation, rewarding, expected benefits
and concerns regarding the program. Therefore, the themes in relation to the
suggested program primarily involved such categories as it can be examined more

detail in Figure 13.
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Figure 13. Components of the IC training module suggested by the participants
4.3.2.1 Content

When teachers were asked what should be included in a training related to IC and
they indicated some topics that might help teachers to acquire new knowledge and

awareness, and integrate IC in their classrooms.

As it was given in Table 25, teachers indicated that there might be some
explanations regarding other cultures. For instance, information about other
cultures’ education system, lifestyles, festivals, literature, clothing, cuisines,
history, national anthem, popular music, traffic system films, movies, cartoons,
greetings, idioms, proverbs, wise sayings, target country, and body language. They

might also include to do and not to do lists in different cultures.

Teachers specifically emphasized that it would be better to have foreigners or
native speakers of English to talk about their own cultures during the training.

(76) In particular, the content might involve bringing
people from the target culture and English teachers
together and transferring the things they use in their
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culture directly by them without any intermediaries. In
other words, there might be such trainings where a Turkish
teacher who has gone abroad has come and told us about
his training or a foreigner comes and talks about his own
culture (P3).

Table 25. Content of the suggested IC training module

Codes and categories f
1. How to develop teachers’ knowledge and awareness (57)
a. introducing target/other cultures 39

(education system, lifestyles festivals, literature, clothing, cuisines,
history, national anthem, popular music, traffic system films,
movies, cartoons to do /not to do lists in different cultures,
greetings, idioms, proverbs, wise sayings, target country, body

language)
b. NEST/foreigners’ introduction of their cultures in the training 8
c. increasing teachers’ awareness about IC 7
d. raising awareness about the differences between cultures 3
2. How to develop teachers’ IC teaching skills (31)
a. what to do with the foreign students in the class (how to 9

behave/adapt/communicate)

b. materials that teachers can use in the classroom 8
c. how to prepare/do intercultural activities (drama, storytelling etc.) 6
d. how to integrate culture into the lessons 6
e. how to develop students’ attitudes 2
3. Having an exchange program (10)
a. having the IC program abroad 4
b. sending teachers to foreign countries 4
c. working as an English teacher abroad 2
4. How to develop teachers’ attitudes (8)
a. developing empathy towards other cultures 3
b. being open to other cultures & languages 3
c. tolerating/ respecting other cultures 2

Teachers also indicated that there is need for cultural and intercultural awareness.
The issues regarding IC awareness was primarily related to knowing the concepts
of intercultural competence, the importance of English as an international language
and relationship between language and culture. Some teachers also attached
importance to being aware of cultural differences in order to have an effective

communication.
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(77) We know what is normal for us, so what is normal for
them in different cultures? This is a very important issue in
two-way and mass communication. If we want to
communicate without harming or hurting each other
knowingly or unknowingly, we need to be aware of these
cultural differences (P8).

Teachers indicated that this training program might include some components that
might help them to overcome intercultural conflicts possible to be experienced in
the classroom. For instance P4, P10 and P13 specifically emphasized the need for
knowing how to approach students from different cultures. They believed that the
teachers needed to know how to adapt and integrate these students in their

classroom.

(78) For example, it could be about how to treat foreign
students from a foreign culture in the classroom or how to
communicate with them. How is the student warmed up at
first? Or how can we engage in a dialogue with the pupil
at first? This can be included. Or how can they address to
different people? What kinds of problems might the foreign
students have faced here? How can I handle it? Or how
can | accustom the student to the educational environment
faster and more, you know, without making him unhappy,
and putting him off (P10).

Some teachers (P9, P13, P17, P24, & P29) proposed that some materials that
teachers can exploit in their classrooms should be integrated into this intercultural

competence training program.

(79) 1 think that theoretical and practical activities that
can increase teachers’ awareness of intercultural
competence can be provided. How can they be integrated,
that is, a module in which materials are directly presented
can be designed...The material current national education
offers is limited. Everything is up to the teacher in the
classroom. In addition to integrating extra materials into
the textbooks, they can also be offered via such modules
(P9).
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It was also recommended that teachers should be provided with a training program
where they can learn how to integrate culture into their language teaching

practices.

(80) We teach English, so there must be informative and
mnemonic practices about the elements that constitute the
culture in the countries where English is spoken. | think
that such things should be provided in particular. In
addition, how will we reflect this culture to our language
teaching? | think that we should be taught the techniques
we can do these and apply in the classroom. In other
words, both culture and techniques, methods, games about
how we will use that culture in our lessons should be
taught and reminded. We actually learned these. We have
certainly received training about these in undergraduate
education but | think it should be reminded and applied
again (P22).

Developing teachers’ attitudes and teaching them how to develop learners’
attitudes was one of the points mentioned. P21 believed that they should be able to

break students’ prejudices about learning L2 and P7 believed in the necessity of
knowing how to transfer empathizing skill to their students.

(81) I think they should give us the ability to empathize
against other cultures so that we can pass on this to our
students. We already know that everyone can be different,
and there are similarities, but I want them to provide a
seminar in a way that allows us to give that to the students
(P7).

Teachers believed that they needed an intercultural experience in order to develop
intercultural competence; therefore, they suggested sending teachers abroad for

teaching, or projects and they even recommended that a part of the IC program

might be implemented abroad.

(82) It could be something like a teacher exchange
program. For example, teachers can go to a different
country for a certain period, a few months or a period, to
teach there or to examine the teachers there. | think it
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would be useful to see different methods and to get to know
the culture (P14).

(83) Maybe teachers can go there as we did on the project.
It can be more useful when there is direct one-to-one
interaction. In other words, they can be sent abroad and
asked to participate in various activities there. After all,
when you really live in that environment, you can see the
need for it. In that sense, you can improve yourself.
Frankly, 1 don't find training like a regular seminar or any
given seminar very useful. | don’t think it’s permanent
enough because we also observe this on children (P21).

(84) They can appropriate funds for it. We have holiday for

two to three months. It takes too long for them. They can

create a program. Every year they can send a group of

foreign language teachers to Britain or America, wherever

they want to send, for a week, two weeks or a maximum of

one month, and let them have an intercultural training

about getting to know the culture there. I mean, | don't

know, | think that’s not too difficult (P16).
All in all, interviews revealed teachers’ suggestions regarding the content of an
intercultural training in Turkish context. Teachers proposed that this training might
have some cultural content that teachers learn about different cultures and
differences between cultures. They also believed in the necessity of including
teaching skills in relation to intercultural education. Apart from developing
teachers’ IC teaching skills, developing attitudes of the teachers was also
mentioned as a component of this training. In order to develop teachers’
intercultural skills, a real intercultural experience abroad was one of the primary

suggestions provided by English language teachers during the interviews.
4.3.2.2 Methods, Techniques, Activities and Materials

When teachers were asked what should be the approach, methods, techniques,
activities and materials in this intercultural training, only two instructors referred to
a general method for the training, which were Suggestopedia and CLIL (Content

and Language Integrated Learning) as can be seen in Table 26.

131



Table 26. Methods, techniques, activities and materials suggested by the

participants

Codes and categories f

1. Techniques 77
a. not presenting a power point slide

bringing people from different/target cultures
drama & role plays
workshop style
having some online chat with people from other cultures
interactive activities & group work, pair work
contextual-physical precautions
creating projects
applying activities that can be used in L2 classes
critical case analysis
having discussions
I. sharing experiences and examples
2. Activities
having more practical activities
activities regarding how to integrate IC in class
station activity: searching other cultures and presenting them
reading & response activities
enjoyable activities/games
. jigsaw activities
3. Materials
a. technological tools (Kahoot, Skype, Cambly, online platform etc.)
b. authentic materials (literary pieces, tales, stories, movies, journals,
anecdotes, daily languages)
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c. audiovisual materials 2
d. articles for the background and discussions 1
4. Methods (2)
a. Suggestopedia 1
b. CLIL 1

Nearly half of the instructors thought that the IC training should not consist of only
presentation of some slides. They believed that the seminars where only some

power point slides were illustrated were not effective at all.

(85) First of all, this should not be a training like national
education seminars where many teachers are gathered in
a conference hall and one goes up to rostrum and explains
this is that and this culture is like this, because when this
happens in that way, it is not very effective at all. This is

132



the case for both this topic and also other training
programs. | have been a teacher for four years and | do
not remember having a single productive seminar (P16).

(86) For one thing, | expect to have more modern
techniques, because obviously | don’t believe there is such
a technique that you can open and read on a slide. Anyone
who wants to learn this can already learn it by searching it
individually. So it can be a platform where more
interactive activities are included (P27).

(87) How useful is it to tell two hundred people a
presentation on intercultural skills on a slide in a
conference room? Or if you receive such training by
experiencing, discussing, giving examples from the classes
one-to-one with a maximum of 20-30 or 50 participants,
the quality of this will surely be reflected in the training
(P22).

(88) I would like the trainers to provide a training by

making us practice in daily life rather than telling things

on slides like a book as I said earlier (P24).
Some teachers (P4, P5, P9, P25, P26, P28, & P29) also indicated that foreign
people might be invited to the program so that they can experience different

cultures via this type of intercultural contact during the training.

(89) In fact, I think the best way to develop their
intercultural skills is to bring people from many cultures
together in these kinds of activities. | think it is important
for people to see many people at the same time in a more
international workshop. In other words, as long as there is
an activity among the Turkish people, it turns out to be
sharing of experience at most, so I don't think it will have
a very lasting effect (P28).

P9 and P29 also recommended that there might be Indian, Japanese, Italian and
teachers from other nationalities in the program. P5, P26 and P29 also believed that
having foreign people who are knowledgeable about their own cultures in the
training might contribute to the teachers’ intercultural knowledge. P25 believed

that experiencing such an intercultural contact might ease teachers’ job to transfer

that knowledge to her students. P9 believed that this program might be
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implemented not only Turkish teachers of English in MoNE but other teachers

including teachers of private institutions, as well.

Teachers expressed the necessity of using role playing technique in the training so

that teachers internalize what they can do for an intercultural language teaching.

(90) For instance, a role playing activity might be
mentioned in the training. ‘You can have students do this
kind of drama activity, and you can give students
information about this culture by giving them various roles
and then come on, let’s go’. For example, this is an
activity, but it can be done as follows; ‘Yes, friends now,
we will plan a drama event together. You will be working
in groups of four or five. You will get these roles, and you
are in those roles etc.” Teachers may be given a certain
period of time and be asked to create and perform an
activity there. In this way, the teacher can easily transfer
this information he acquired in harness to students when
he comes back, but when you just say ‘do this and do that’,
students and teachers will always have a question mark in
their minds. Let’s do this, but how were we going to do it?
How are we supposed to do it? Or which method that we
do would be right? And while this work is being done, it
may not be intervened at that moment, but then the wrong
sides can be given as feedback. Feedback is very important
(P19).

P5 suggested having role plays on intercultural conflict situations and teachers’
development of certain solutions based on what they have learned theoretically
during the training. She also believed that the solutions might be evaluated, as
well. P8 also recommended that feedback to the role plays might also be provided
by the native speakers of that language either face to face or via online platforms
and sample videos. Besides, P13 suggested that the roles might even include being

a teacher and a student in the classroom.

Some other teachers (P12, P21, P25, P27, & P29) also recommended having some
video conferences with people from different cultures. Some of them even
introduced some technological tools such as Skype and Cambly that can be used to
provide interaction with foreigners.
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Teachers (P5, P9, P10, P16, P23, & P25) indicated that the training should be like
a workshop where every teacher can participate and engage in intercultural issues
via interactive activities rather than being a passive listener because of a dull
presentation.

(92) 1 think workshops where teachers are involved in the
activity and brainstorming with regard to cultures is done
(can be implemented). It should not be a teacher-centered
activity. Sometimes that happens in in-service training.
Slide shows turn around and teachers listen to what is
described more passively. I don’t mean that. Certainly, the
techniques in which the teacher participates in one-to-one
activities, can express his / her ideas, interact and perform
vertical exchanges should be used in workshop style. That
is, practical methods and modern approaches should be
exhibited (P25).

Teachers also thought that some projects might also be created. One of the projects
suggested by the teachers was E-twinning projects where people from different
cultures interact. P29 specifically emphasized that there was no need for having
Chinese or Russian people. She believed in the power of having cultural projects

between schools in even different cities in Turkey. P21 also suggested a project

where home and target cultures were integrated.

(92) For example, it is possible to make a project by
combining and blending the characteristics of both
cultures... In both culture, there are some festivals that are
covered in our course books. Their festivals are different
from ours. The children compare at this point. This is the
way in our culture and they do it in that way.’” You know,
for example, combining such activities to produce
something, bringing people from both cultures together,
being invited on those special occasions, going there or
our inviting them. 1 think that kinds of things might be
more effective (P21).

Teachers (P7, P10, P25, P26, & P27) also favored interactive activities where
teachers work in pair and groups. P17 and P22 also mentioned some precautions

that need to be taken regarding the training. The first thing is more about the
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number of the participants attending the program. Both teachers believed that the
number should also be kept minimum so that the training can be interactive
enough. P17 also suggested that the needs of the teachers, and the prejudices and
stance of the country should be considered in the preparation of such training. P7,
P22, and P24 also recommended the implementation of some activities that can be
used in language classrooms, as well. P3, P6 and P10 suggested the analysis of
some critical cases like conflict situations in the training. P2, P22, and P25
suggested having discussion during the training. P3 and P15 also specifically

emphasized sharing experiences and examples during the training.

Regarding the activities suggested by the teachers, some teachers (P6, P7, P14,
P16, P19, P24, &P25) indicated the significance of having more practical activities

in such a training program.

(93) For example, suppose that it is divided into two
parts: there is a theory part, and there should be a
practical part. In other words, the teacher should be able
to apply what he has learned there and put it into practice
so that he can easily convey it to the students when he
returns. I mean, you can’t do a doctor’s surgery on a piece
of paper. You need to get him into surgery. You need to
give him a scalpel. So is teaching (P19).

(94) 1 think that there should be more activities that we can

put into practice and that will not remain on the theory. |

would like to have more practical things we could

encounter in everyday life (P6).
When the activities regarding how to integrate IC in the classroom, P5, P9, and
P10 suggested having demo lessons and microteachings in which they can present
what they have prepared for their students. P2 and P22 also suggested having some
group presentations in which they introduce how to integrate IC into their lessons.
P2 believed that preparing materials that can be used in the classroom might be
another activity. P10 also thought that teachers might be assigned with a task
where s/he focuses on a foreign student in the classroom, use what s/he learned

during the training and share that experience with the others.
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Teachers (P11, P21, P26, P27, P29, & 30) also suggested some activities that
teachers search about a culture or a different country and share it with the other
groups. Some teachers called this activity as ‘station activity’ as can be seen in

excerpts below.

(95) For example, with the station technique, each teacher
can work on a different activity in each station. For
instance, there is an activity on a table and in another one
there is another activity belonging to a different culture,
that is, the teacher can be allowed to do different things by
visiting the stations. I think there must be something for the
teacher to be active (P30).

(96) Teachers can interact in groups and stations. Then
they came out and they exhibit, ‘We went to this country
fictionally, went to school in this country, we saw it, there
was a feast, and we got up and did something like that.’
For example, every teacher makes such a presentation.
Every station, every group and people who came from that
culture say, ‘Yes, you did it right, but we do it like this.” If |
were a student in a school where Turkish was taught
abroad, if something like this was done, it would be very
productive. Supposedly, a foreigner comes here, and If he
says, ’ In Turkey, there is Ramadan Festival, people get up
and they go bowling. ‘, here | will find the error. ‘No, men
go to prayer in the morning, women wear beautiful clothes,
elderly people are visited at their homes, and their hands
are kissed. They have breakfast all together there.’
Consequently, it would be nice if such activities are
carried out together with the participation of teachers
(P26).

In relation to the reading and response tasks, P2, P6 and P10 indicated that teachers
might be assigned some article-reading tasks. P25 and P26 also suggested asking
teachers to read literary pieces such as stories, and tales and having discussions on
them. P22, P24 and P30 thought that there might be some enjoyable activities and
games that might motivate the teachers during the training. P27 and P29
recommended having jigsaw tasks in which teachers learn from each other and

complete the whole.
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Teachers also provided their opinions about the possible materials that can be used
in the training. Some of these were technological tools such as Kahoot, Skype, and
Cambly, authentic materials, literary pieces that represent culture such as tales, and
stories, and movies that represent culture and intercultural communication.
Audiovisual materials, videos about ELF and language and culture relationship,
articles and online platforms for the background and discussions, journals,
newspapers, anecdotes and daily dialogues were other materials suggested during

the semi-structured interviews.

To sum up, teachers believed the necessity of applying what is learned during the
training rather than following the theoretical slides of the presentation prepared by
the trainer. They believed that if the training were like a workshop where teachers
engage in interactive activities and learn from each other, that would be more
effective compared to other teacher-centered trainings. The materials

recommended by the teachers were mostly up-to-date, authentic and audiovisual.
4.3.2.3 Duration of the Module

Teachers were asked the possible duration for the suggested training. Teachers’
responses varied a lot. Some teachers expressed the duration of the program in

days, others described it in weeks, months and years as can be seen in Table 27.

Table 27. Duration of the suggested training program

Codes and categories f

a. extended to a longer period of time 11
(at least 50 hours, at least 2 weeks, 8 weeks- 1 hour
every week, 4-5 weekends, 6-12 months, minimum 6
months, 1 semester, 1 week training+1month
application+1 week training, 1 year)

b. Weeks 10
(1 week, 1-2 weeks, 2-weeks, 2-3 weeks, 3-4 weeks)

c. Days 4
(3 days, 3-5 days, 5-10 days, 10 days )

d. Months 4
(1 month, 1-3 months, minimum 3 months)

e. necessity of being continuous 3
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As it is clear in Table 27, the majority of the teachers thought that it would be more
appropriate to have a long term program rather than a short term one. The shortest
duration suggested was for three days and the longest one was for a year. Teachers
generally favored one-to-two week period for the training. Three of the teachers

suggested that the training program should be continuous rather than one-time.
4.3.2.4 Delivery Method of the Training: Face To Face, Online or Blended

When teachers were asked how the training should be delivered and were provided
with options such as face to face, online or blended, slightly over the half of the
participants favored blended programs, whereas almost half of them preferred face
to face programs. There was also a teacher who thought that both options should be
provided to the teachers so that they can choose based on their availability and

readiness as can be seen in Figure 14.
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Figure 14. Types of training delivery method preferred by the participants

Three of the teachers P12, P21 and P30 mentioned that pure online trainings were
not effective at all. Five teachers indicated that the first part of the training can be
face to face whereas second part can include online training. Three teacher
participants P2, P5 and P19 also believed that it might be better to have theoretical

parts online. Five of the participants also suggested that role plays and interactive
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activities should be implemented in face to face training. Finally, P8 and P29 also
thought that interaction with native speakers online might be a part of blended

program.
4.3.2.5 Evaluation of the Program: How to Do It?

Teachers were asked how the program should be evaluated and how we can make
sure that the program was effective for the teachers. Questionnaire was the most

frequently suggested evaluation tool as can be seen in Table 28.

Table 28. Participants’ views on the process of the evaluation of the program

Codes and categories f
1. Questionnaires (13)
a. questionnaire for the teacher 11
b. questionnaire for the students 2
2. Product/project/performance evaluation (13)
a. evaluating projects/products they created 5
b. evaluating the role plays of the teachers 4
c. evaluating performance-demo lessons 4
3. Exams-tests (12)
a. assessing knowledge with a short test 4
b. pre-test->post-test 3
c. ineffectiveness of online tests 3
d. having exams for students 1
4. Observation (8)
5. Interviews (6)
a. (focus-group) interviews with teachers 4
b. having interviews with the students 2
6. Formative assessment (2
7. Summative assessment (1)

P1 and P20 believed that questionnaires should be implemented to the students as
well so that they can tell whether there is a change in their teachers’ teaching in the
classroom. When teachers were asked about the content of the questionnaire, they
indicated certain questions or statements regarding how effective the program was
(f=5), what teachers gained from this training (f=4), how effective the trainers
were (f=1) whether teacher became interculturally competent (f=1), whether the
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things shared in the program are applicable in class (f=1), and the benefits and
challenges that the teachers experienced when teachers applied what is taught
(f=1).

(97) Questionnaires can be applied for teachers and
students. In this way, whether they are effective or not, and
what they have learned (can be explored). The survey
method is the best (P20).

(98) A form can be filled out about the trainers. Perhaps at
the end of the training, trainers might give us an
opportunity to assess them with a critical point of view,
such as how to be more effective, and whether we have
been effective (P6).

(99) A questionnaire might be developed. For instance, ‘I
have experienced this and that. | agree with that but not
with this one. Those things have developed but not these.’
A questionnaire like this might be implemented (P10).

P14, P21, P22, P26 and P29 also thought that teachers’ projects and
implementations during and upon training might also be evaluated. These projects
might include fairs, end of the year projects, presentations etc. P29 even suggested

sharing of these projects in online environments with other teachers.

(100) We have to look at the departments, the projects that
the teacher has created, and the activities the teacher has
done in the classroom, otherwise there is no exam, no test,
no survey, if you ask me. We can create an online platform.
So we add or upload it to the EBA. We ask teachers to
share them there. These might be pilot samples.
Thereupon, the National Education gives a certificate of
appreciation to the teachers who do these. Well, | don't
know they might even increase their seniority and promote
them. This motivates teachers. | mean, it could be
something like that and be applied systemically (P29).

P3, P5, P19 and P22 also thought that teachers’ performance during the training
might also be evaluated. Teachers might be provided with some roles and asked to

perform a case.
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(101) When we receive internship training, we are given
the chance to practice it, and we are evaluated according
to our current performance. A situation just like in the
workshops can be created by using the drama technique.
And that person is asked to solve it genuinely there, and
the field experts assess whether it is a successful or
unsuccessful example (P5).
P6, P9, P16 and P19 also thought teachers’ demo lessons and micro-teachings can
also be assessed. They might be asked to prepare 40-minute or 80-minute lessons

in which they integrate cultural elements.

P5, P12, P18, and P22 thought that there might be short tests that can be
implemented to the teachers to assess the program. P18 believed that in these tests
questions related to target culture might be asked. P12 also suggested asking about
idioms, proverbs, behaviors, and special days on these short tests. On the other
hand, P22 suggested having some statements and asking which ones should be
done or should not be done, what is right and wrong, and which expression is
correct or false. P4, P8 and P27 also recommended that pre-test and posttest design
can be implemented. In these, there might be both attitude scales and mini tests
about cultural awareness. However, P2, P3, P13 and P25 believed that the tests
applied to the teachers in in-service training were meaningless and ineffective. P2
especially mentioned her previous in-service training experiences and emphasized
that it was meaningless as they responded to the questions with other participants

all together when there was an online test and even trainers did not care about that.

Classroom observations were also suggested by eight participants (P2, P6, P7, P14,
P23, P24, P26, & P30). They believed in the necessity of teachers’ application of
what they learned in the training; therefore, they thought observations would
provide such an opportunity to see whether teachers were able to transfer what they

acquired to their language teaching.

(102) I guess | have not seen it in any in-service training in
Turkey; but 1’ve heard it in the things | 've read before. For
evaluation of the program, I think the teacher should be
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observed in the real classroom... If the program evaluation
is done by observing whether we apply it in real
classrooms after receiving the actual training, or even with
an observation for only a lesson, | think it might be
something that shows whether we are actually practicing
this or not (P2).

(103) We can go to the teachers’ classes at certain times.
For example, let’s say in the four-month first period, at
certain intervals, we could go to that teacher’s class by
informing him not unannounced, because this turns into a
checking mechanism like an inspector. Instead, you can
inform the teacher and go to the classroom one day and
another class on another day once a month, or at a time
when that teacher himself said, ‘I’'m going to cover this
and that point, observe my lesson, assess me, how much
| 've given it to my students, measure that.” And how much
that teacher acquired that skill can be evaluated (P7).

P15 and P20 suggested interviews with the students whereas P10, P11, P17, and

P28 recommended having interviews with the teachers for the evaluation of the

program.

(104) 1 mean interview or open-ended questions like semi-
structured interview questions always seem a bit more
realistic to me. It doesn't have to be face-to-face, but it
makes more sense to have something they can write in
more detail (P28).

(105) They can conduct online interviews with the students.

Rather than talking to the teacher, an interview can be

carried out with the students in the form of, ‘What did you

do and what did you perform during the year?’ (P30).
To conclude, teachers recommended having both formative and summative
assessment tools such as tests, questionnaires, interviews and observations. All
these instruments can be designed and implemented to identify the effect of the
training on teachers’ language teaching practices in the long term. In addition,

students’ perceptions regarding the practices implemented by the teacher might

also be explored.
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4.3.2.6 Rewarding EFL Teachers at the End of the Program

Teachers were asked what might be the reward for the teachers when they attended
such an in-service training program. As it was demonstrated in Figure 15, most of
the teachers indicated that certificates might be provided for the teachers. Almost
half of the teachers expressed that payment should not be done to the participants.
Six of the teachers thought that teachers might be sent abroad for a short visit or a
project as a reward for attending such a training program. Four of them considered

promoting teachers or increasing their seniority in the profession as a good reward.
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Figure 15. Types of reward for teachers suggested by the participants

Some other teachers also recommended that something can be done to have an
effect on the teachers’ salary in the long run. These might include an increase in
their seniority or extra payment such as having extra contact hours. On the other
hand, there were four teachers who believed that reward was not necessary for
such a training program as teachers acquired new knowledge and expertise in that

topic.
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4.3.2.7 Possible Benefits of the IC Training Program

Teachers were asked about the possible benefits of the IC training program they

mentioned. The points that teachers emphasized were primarily related to the

contribution of the program to language teaching in general and to the teachers

themselves as it is listed in Table 29.

Table 29. Possible benefits of the IC training program

Codes and categories f

1. Contribution to language teaching (30)
a. use of different approaches /methods/techniques/materials 9
b. teaching English more effectively and thoroughly 7
c. having more examples to share with her/his students 4
d. how to develop students’ attitudes (breaking prejudices, developing 4

empathy and respect)

e. learning how to integrate culture into language 3
f. motivating language learners more/enjoyment in class 3

2. Contribution to the teacher (37)
a. contribution to teachers’ knowledge 20
b. contribution to teachers’ intercultural interactions 10
c. contribution to teachers’ vision/viewpoints 5
d. contribution to teachers’ motivation & job satisfaction 2

Regarding the possible benefits of training on language teaching, teachers (P1, P6,
P8, P13, & P27) thought that it would contribute to the use of different techniques

by the teachers in their language classrooms. P2, P13, and P16 also thought that

such training would provide different teaching philosophies, approaches and

materials for teachers to use in their classes.

(106) At least I can see my own missing aspects and add to
existing ones. Or, if there are different methods and
applications that I need to know, | think that will
contribute to me in this sense to tell the truth. I mean | may
have certain techniques or similar approaches, but | need
to be open to new methods and different applications all
the time (P13).
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Some participants (P4, P7, P12, P17, P21, P26, & P29) believed that it would
benefit teachers a lot in the sense that they would teach a foreign language more

effectively and thoroughly.

(107) I can teach English more effectively and accurately
(P4)

(108) It can be ensured that the teacher teaches language
more effectively and efficiently in the classroom
environment (P7).

(109) It helps to learn and teach the language better. Since
culture is important, it is more useful in teaching the target
language (P12).

(110) It raises awareness of the language the teacher
about the language that he wants to teach. He teaches the
lessons more efficiently. He creates a better vision for his
students (P26).
P8, P16, P18, and P21 also thought that they would have more examples to share

with their students in the classroom when they attended such a program.

(111) There would be more to say to my students, and, as |

said, the cultural elements that | acquired during this

training and the interaction with that target culture would

provide me with more material in the lesson. There would

be more examples | can give to the children (P16).
P6, P13 and P18 indicated that language and culture were interwoven and this
training might help teachers to integrate both in foreign language teaching. P4 and
P18 also thought that if teachers attended such training, students would be more
motivated. P29 also believed enjoyment and happiness would increase in the

classroom environment.

Moreover, teachers also believed that attending such a training program might
contribute to them in terms of changing their learners’ attitudes towards learning a
foreign language and other cultures. For instance, P21 and P23 thought that it

would assist them to break prejudices against learning L2 and different cultures. P7
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also indicated that a teacher should know how to teach his students to respect other
cultures and show empathy to individuals from other cultures. EFL teachers
advocated that this tentative training program might contribute to not only the
quality and effectiveness of language teaching but also to the teachers.

Teachers thought that program would have the potential to add to the knowledge of
the participants. Some of the teachers (P20, P22, P24, P28, P29, & P30) reported
that the training would refresh teachers’ knowledge and expertise in these

intercultural issues.

(112) Even if we have learned about these in
undergraduate degree, the information may not always be
permanent. It is useful to be reminded periodically because
after the training this takes you quite a bit. In other words,
with the excitement of refreshing your knowledge, you
reflect this directly to your practices and methods in the
classroom, which is a good thing (P22).

Some other teachers (P1, P2, P9, P11, & P27) also believed in the power of sharing
of knowledge and learning from other teachers attending the program. P1, P8 and
P11 also acknowledged that they would learn about other cultures by participating

in such a training program.

(113) I might have the opportunity to see things that |
cannot apply or cannot do individually from different
colleagues... An information flow can be provided and
panel discussions can increase the awareness. If there is
discussion, not just a workshop or a demo lesson, for
example, opinions might be shared (P9).

(114) 1t is important for us to recognize different cultures
because we teach a language that aims to communicate
with different cultures. Maybe we 're teaching a common
language now. It will help in every sense. We can see
human respect, and different experiences from different
cultures. We can learn different things (P11).

Apart from contributing to the teachers’ knowledge, this suggested training was

thought to provide benefits to the teachers’ intercultural interactions, as well. P4
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and P10 believed that it would help communicating with foreign students better. P5
and P8 thought that they would be prepared for a situation where they might

actually have harsh reactions.

(115) There might be some routines and situations in other
cultures which 1 am not aware of and might even react
very harshly. If I am familiar with this, it will enable me to
react more accurately and much better when faced with
such situations. It will provide a preliminary readiness
(P8).

P5 stated that a teacher would not have a culture shock when she encountered
different cultures, on the contrary, they would adapt to these different contexts and

cultures, and solve problems resulting from cultural differences easily.

(116) ...It is not always possible to find someone with
more cultural experience than you. If you receive such
training, you may be a self-sufficient teacher who can
solve her problems without experiencing that shock or
looking for a more experienced person (P5).

P1 indicated that that would also develop human and social relationships. P15
expressed that it would promote self-confidence in language use if program is

carried out abroad.

P6 and P28 believed that it would provide teachers with various viewpoints and

P26 and P27 also thought that it would help broadening teachers’ horizon.

(117) It is very useful in every field, in every sense. This
training can give me different perspectives. I might have
cultural prejudices. We may have a different perspective
on different cultures. It may change my point of view, may
enable me to gain new perspectives, new educational
philosophies and to apply different techniques. So how can
| teach a language differently? How can | integrate culture
into language? It makes me learn a lot of different things
(P6).

(118) 1 think the first benefit is that 1 would have done
something for my field, not only to teach English in class.
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Secondly, since | will be in the same environment with
different English teachers or teachers who teach different
languages, | think learning from them will contribute to
me. | also believe that the theme of training will be a very
high quality and important theme and it will broaden my
horizon, which will benefit me in teaching and learning
techniques. | wish there were such a training program and
we would attend (P27).
P1 and P24 thought that participating in such a training program would provide

motivation for teachers.

(119) I mean, as far as 1’'m concerned, it’s very motivating.

So, your knowledge is refreshed again. The world is

changing very quickly, and you learn something you

missed there and new information. You remember the

forgotten things. Here you get together with younger

teachers and you are motivated when you see them. | think

it’s very motivating (P24).
To summarize, teachers had faith in the benefits of suggested training. They
thought that such training can contribute to not only language teaching with the
supply of approaches, methods, techniques, materials and experiences but also

teachers’ knowledge, viewpoints, and effective intercultural communication.
4.3.2.8 Possible Challenges and Problems Regarding the IC Training Program

Teachers were queried about the possible challenges or problems regarding the
suggested training. As it was illustrated in Figure 16, the concerns were mainly
about the possible problems that teachers can experience during the training. P15,
P28 and P29 thought that teachers might not be motivated to attend the training
and they might have prejudices against being a part of this training just as they had

for other in-service training activities.
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Figure 16. Possible challenges and problems regarding the IC training program

Most of the problems that were predicted for the training were the ones that can be
encountered during the training. The most frequently mentioned problem was
timing and scheduling of the training sessions. With regard to the timing of the
program, P2 and P24 thought that if the program was implemented after the school,
they would have duties such as taking children from school. P10 and P22 believed
that having the training after school would be very difficult for them as they felt

very tired and lacked the motivation.

Some other teachers (P13, P14, P16, P23, & P26) reported that it would create a
big problem if the training was realized during the school time since they would
lose many classes. Some of them even indicated that it would be hard for them to
compensate these courses. P27 even indicated that it would be difficult to take

permission as she was a civil servant.

Many teachers (P2, P3, P10, P11, P17, P18, P23, P25, & P30) also referred to the
difficulty in sparing time to attend the training because of lack of adequate time.

(120) 1 think the biggest challenge is time. Now, when we
think about the workload of all of us, we may have some
problems. For example, we need to see if teacher is
available. | think that a teacher who has an intensive
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course load can have problems in creating this time
because she has also a very intensive work outside the
school (P25).

(121) I have 45 teaching hours a week. Since my working

hours are intense, you know, in terms of time, I will attend

the training after school and I'll be tired, maybe it can be

difficult in that way ... So sparing the time, the biggest

problem for now would be to spare time. I wouldn 't have

had a lot of trouble if we could have the time (P10).
As P10 indicated, P23 and P25 also mentioned the workload of the teachers as a
challenge for the training. P8 and P23 indicated that having the training for a

longer period of time would also create some problems.

In terms of the content of the program, challenges referred by the teachers included
having the content which is not innovative and interesting (f=1), impossibility of
training people for each culture, society or situation (f=1), having only theoretical
training without workshops (f=1), and being limited if there are not people from

other cultures (f=1).

P2, P3, and P30 mentioned possible problems regarding the venue of the program
and transportation. They thought that such training programs were mostly realized
in big cities and it was sometimes difficult for them to leave their own hometowns

because of family issues, too.

When teacher-related concerns were considered, P1 thought that teachers might
feel alienated and P21 also believed religious concerns also might cause problems
if the program was carried out abroad. P26 estimated that teacher might have
difficulty in using English during the program and P2 believed that reading articles

and doing some assignments might be a problem for some teachers.

The problems that were predicted to be experienced after the training consisted of
not having a chance to apply what they had learned (f=2), the difficulty of applying
them in class because of standardized tests (f=1), and dictating this program and
limiting teachers’ freedom in class (f=1).
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P30 mentioned the problem of cascade system and because of that she believed
they would have inexperienced trainers and the knowledge and expertise would not
be transferred thoroughly. P29 also referred to parents’ prejudices against L2 and
other cultures.

To conclude, the biggest challenge predicted for the teachers was time. They were
concerned about not having sufficient time to attend the program and they knew
that they had already a busy schedule because of their lessons and private lives.
They considered many options such as having the training during the school time
and after the school time and they had concerns for both. They were also hesitant
regarding the content of the program as they were not willing to have theoretical

training but rather prefer innovative and practical content.

4.3.2.10 Suggested Solutions to the Predicted Problems

Teachers were also asked to suggest certain solutions to the problems they
mentioned. Their solutions were categorized based on the predicted problems as

can be observed in Figure 17.

[ solutions ]
|
1 1 1 1 1
time trainer- venue motivation content parent
related related related related related related

Figure 17. Participants’ suggested solutions to the predicted problems

Regarding the time related solutions, some teachers (P2, P11, P14, P22, P23, &
P24) suggested that a good timing should be selected for the training program.
Specifically, five of the teachers (P11, P13, P14, P16, & P22) suggested having the
training during MoNE seminar period. P18 and P27 recommended having the
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training during the 15-day semester holiday whereas four of them (P18, P23, P26,
& P27) introduced the idea of taking the training during summer time. P18, P23,
and P25 also suggested that MoNE can give off days for the training. P14 and P30
also thought that the training might be online as a solution to time-related issues.
P8 suggested that married couples can be assigned to take the training at the same
time and P14 and P18 thought that one can spare his or her personal time for the

training.

Teachers also explained the support needed from the trainers. These were trainers’
observation of classes and detecting needs (f=1), trainers’ being tolerant and broad-
minded (f=1), accessibility of trainers whenever needed (f=3), and the chance to
get help from trainers when needed (f=2). It was also proposed that trainers provide
a field to practice what teachers have learned (f=1), and provide guidance upon

training (f=1).

In relation to the venue related problems, P2 and P27 recommended that the venue
of the training should be easy to access. P2 and P26 teachers also proposed that
there should be kindergarten for the children of the trainees or a facility like this
can be provided. P8 also suggested having the training program in in-service

training centers.

Solutions regarding the motivation of the teachers were listed as contacting other
colleagues in similar situations (f=2), paying money for extra hours in summer
(f=1), payment for the trainees (f=1), giving certificates or promotion (f=1), and

motivating oneself (f=1).

For the content of the program P20 suggested that it should be both innovative and
interesting. P5 also recommended having a context-based training rather than a
general one. For the parent related problems, P29 thought that a conversation

might be realized on the importance of IC for the students.

153



4.3.2.11 Desire to Participate in the Program and the Reasons

Teachers were asked whether they would like to attend such a training program.

Out of 30, 29 of them indicated that they would like to attend.

The teacher who did not want to attend indicated that she did not need such a

training program. Other 29 teachers who desired to attend were asked the rationale

for their volunteering for such a training program. They introduced many reasons,

which were listed in Table 30 below.

Table 30. Rationale for the desire to attend suggested training

Codes and categories F
contribution to personal and professional development (26)
o to develop herself/himself (personally) 11
¢ to add her/his knowledge and experience 11
e changing her points of views/broadening teachers’ horizon 2
o effective communication 2
contribution to teaching a7
e teaching target culture and language more effectively 8
e contributing students more 6
e communicating with foreign students more easily 3
need for training (18)
e believing in the benefit of the program 8
e need for such a training 5
e |IC-being a required skill for a language teacher 3
o lack of training programs specifically designed for ELT teachers 2
teachers’ eagerness and openness (7)
e teachers’ eagerness to go abroad and be with native speakers 3
e teachers’ being curious about other cultures 2
e teachers’ being open to innovation 2

As can be seen in Table 30, the list was very similar to the possible benefits of the

training program and teachers believed that that training module would provide

teachers with the professional knowledge and expertise and develop them

personally, as well. Some teachers especially emphasized the benefit of the

program to their personal development.
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(122) To improve myself. 1 don’t want to miss any
opportunity to develop myself. As | said, while teaching the
target language, the aim is to provide communication with
other cultures. If I am competent in this sense, and become
more effective, | will be more beneficial to the students
(P11).

(123) I would love to. I certainly would. I mean, like I said,
| like to develop myself in every sense. That’s why; |'d love
to join in (P17).

Some teachers also indicated that with that training program they would add to
their knowledge and experiences. They would learn new things and exchange ideas
with other teachers.

(124) As | said, as a teacher, in the end, why do we always
attend these kinds of seminars? To add more to what we
have or offer something more to our children. As a result,
times are changing, and technology is changing, so it is
our aim to add to our existing knowledge and experience
with new education systems or trainings to be offered to us
(P13).

(125) It would be nice to learn something, get information
about the projects or have extra knowledge. That’s why,
I'd love to join. There we meet friends, get ideas and
exchange ideas. It is absolutely useful. 1 would love to
attend (P24).

Teachers also emphasized the need for equipping teachers themselves in order to
teach intercultural competence effectively in their language classrooms. Therefore,

having such an in-service training was believed to contribute to that a lot.

(126) ...the teacher must first believe in himself and learn
very well so that the other party can do it. You can't show
that or you can’t have someone do something you don't
know. Therefore, for teachers, especially for English
teachers it is very crucial to have intercultural skills (P26).

(127) Actually, I would like to attend because as | said |
realized during this interview that I didn’t do much indeed,
that is, | did not apply the intercultural aspect sufficiently.
During this training especially when | think about the
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practices, | realized that not many things came to my mind.
The things that came to my mind were generally about the
culture but I am covering the lessons more language-
oriented or Turkish-oriented. So my goal there is to try to
offer a child an intercultural aspect, but | realized that |
didn’t offer anything that the child would experience. It is
more focused on the perception. Perhaps this stems from
the age group, perhaps from the proficiency level of the
student, but also from the choice that main course material
the textbook offers me. I know that, but if | receive such
training, | know that I can create options that can provide
more practice. Naturally, I could not create anything for
my students because | never thought about it in my mind.
When | came across something, at that moment, |
immediately tried to make the children realize it. This is
what | see about myself (P2).

As it was clearly illustrated in P2’s explanation, some teachers also felt the need to
get such an education. Some teachers even acknowledged that they lacked some
skills or training regarding cultural aspects of language teaching.

(128) Because | think that education and culture have
direct relations and I think my education regarding this is
insufficient. If such in-service training was prepared, |
would love to attend (P12).

(129) First of all, we all lack in many areas, and as | said,
culture is closely related to language and our job is to
ensure that children can use the language rather than
teach the language. As | said, language and culture are
related to each other, so | would like to be informed about
this. 1 would like to be more informed as | have
deficiencies, | know everyone has deficiencies.
Considering all these deficiencies, | want to be informed
and learn more of course (P7).

The necessity of teachers’ acquisition of intercultural competence and deficiency

of in-service training activities specifically designed for language teachers were

also emphasized by the teachers.

(130) Yes, it would be really good as there is currently no
education program for the English teachers that the
national education offers us. In general, training programs
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are aimed at all branches. And this intercultural

competence is a skill that all English teachers should have

right now, so all teachers are trying to improve themselves,

and do something, but it would be useful to have a study

that will gather all English teachers together (P9).
To sum up, teachers expressed their desire to attend such an in-service training
program in order to develop themselves by acquiring new knowledge, refreshing
themselves, exchanging ideas with others, and broadening their horizon. They also
desired to contribute to their students, language and culture teaching more by
breaking prejudices of their learners about other cultures and being prepared for
possible foreign students in their classrooms. Their needs and deficiencies in terms
of intercultural issues also encouraged them for such a training module. Finally,
their eagerness to go abroad, interact with foreigners and learn more about other

cultures and their openness to innovation were also some other incentives.
4.3.2.11 Other Contextual Issues

During the semi-structured interviews teachers also revealed certain concerns
regarding the foreign language teaching, pre-service education and in-service
training in Turkey even though the frequency of these codes were quite low. The
points that teachers mentioned were listed as can be seen in Table 31 below.

When concerns regarding pre-service education were considered, P28 and P29
criticized their universities that they graduated from as they were not realistic

about the teaching context they would teach.

(131) If I criticize my own university, my university was a
university that ignored national education. We graduated
like students from Robert or Enka college, and when we
first came to public schools, what we experienced there
was so much because we lacked the material. I couldnt
access a photocopy machine in a school, for example, I
was going outside and having it taken by myself. Crayons
were a luxury for children in the school where | was
appointed first. For some, doing homework with
cardboards was an expensive event. What we did at the
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university was mostly about activities that cost more or
targeted at children with more background knowledge. So,
| criticize my own school. Most of our friends and | had to
find out how to do it for ourselves (P28).

Table 31. Other issues in Turkish context

Categories f
1. Pre-service education 11
2. In-service training 20
3. English language teaching 13

P19 even found the context for internship as very artificial because he believed
they were sent to the private schools or the best high schools in the city. He also
complained about the limited hours of internship for language teaching. P28
referred to the huge gap between the expectations of the MoNE, schools, parents,
and students. P29 also indicated that language teacher education was for all age
groups not specifically designed for young or adult language learners when they

studied in university.

Furthermore, pre-service education programs were believed to lack some
components regarding 1C. P13 suggested that there might be some intercultural
communication courses in bachelor’s degree when she was asked whether there
was anything to add at the end of the interview. P16 supported that exchange

programs should be provided in universities, as well.

(132) As you mention intercultural communication, when |
think from the point of view of teachers, in faculties, i.e. in
education faculties, both academicians and students should
be given more opportunities. You can at least have
intercultural communication courses. Of course, first of
all, in order to get to know their own culture well, first of
all we will take care of this and then if the intercultural
communication course is put in place or | don’t know,
sister universities in other universities can be chosen and
they can share information. There might be video
conferences, or the conferences that can be conducted by
going abroad. When you are in the faculties of education, |
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think it will be much more helpful for teachers who teach

languages in later periods. I think that way..I'm a

graduate of the Faculty of Education. Yes, | received a

very good education. But in that sense, | think it would

have been better if | had been given extra training. As |

said, | think that if we had been given the chance to go

abroad, contact with the educators there, or had been

offered these circumstances and opportunities, our job

would be easier at the moment (P13).
In relation to the in-service training in Turkish context, some teachers (P2, P5, P7,
P8, P16, P24, &P25) indicated that some in-service training activities were
ineffective. P5, P7, P24, & P25 indicated that they had only theoretical
presentations and did not do things based on practice. Apart from that, P8
expressed his discomfort as participation in training was compulsory and he did
not do much but just spent time there. P2 indicated that the multiple choice exams
done at the end of the trainings were responded by all the teachers in groups and
she learned to do things very superficially. P5 also articulated that she did not learn

much, but she tried to find loopholes in the system during the training.

(133) | received my teacher candidate training for about
four hundred hours and it was an incredibly inefficient
seminar where an expert came and told us something.
Unfortunately, 1 couldn’t learn anything for myself.
Therefore, only having face-to-face training is challenging
because | went to trainings every weekday. And after a
while, you obviously want to find the loopholes in the
system. ‘It is okay not to go there if I let someone sign it for
me’. You find such ways for yourself (P5).

P14 and P16 enunciated that they spent seminar periods ineffectively. P1 and P19
believed that it would be better to ask teachers about the training programs while
they were being designed. P25 indicated that many language teachers lacked
overseas experience. P1 also mentioned that they experienced problems when they

applied for exchange programs. P29 suggested having an online portal where

Turkish teachers of English can interact with other teachers from other countries.
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Concerns related to language teaching in Turkish context included problems with
the use of Dynet, materials provided, teaching focus and methodology. P17 and
P29 expressed discomfort with the imposition of Dynet and referred to the
irrelevance of content with what they teach in the classroom. P9 and P20
mentioned inadequacy of materials provided in national education system. They
proposed that they should be updated regularly. P20 specifically emphasized the
need to decrease grammar content in the course books and have more theme-based
course books. P28 also thought that they still had the didactic teaching
methodology just like in 1980s.

To sum up, teachers touched upon a few concerns regarding the general education
system in Turkey such as pre-service education, in-service training and curriculum
of language teaching. Even though they were not directly relevant to intercultural
education, they might provide some insight into the teachers’ teaching context and

implications for further research.
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CHAPTER 5

DISCUSSION

The main results of this current research based on the three research questions were
discussed in this chapter. Initially, teachers’ understanding of IC, an intercultural
competent learner, and an interculturally competent teacher was discussed.
Secondly, the discussion of teachers’ perceptions and practices regarding
intercultural teaching, and their suggestions in relation to how to develop students’
IC was reported. Finally, teachers’ suggestions for the characteristics of a possible
intercultural competence training program were discussed. Before the discussion of
all the findings reported in the previous chapter, an overview of the results can be
examined in Table 32 in order to see the whole picture.

As it can also be seen in Table 32, teachers defined IC with the components
suggested in the literature: attitudes, knowledge, skills of interpreting and relating
and skills of discovery and interaction. In relation to the interculturally competent
learner, teachers both described the characteristics of an interculturally competent
learner and provided the reasons why they believed their learners were
interculturally competent or incompetent. Exactly the same categories were
disclosed for the interculturally competent teacher theme. As a response to the
second research question which was about the teachers’ perceptions and
experiences with respect to IC, the categories included teachers’ general
perceptions and experiences regarding IC, and having foreign students in the class,
challenges and easiness of teaching IC, teachers’ contribution to the development

of learners’ IC, and teachers’ perceptions about how to develop EFL learners’ IC.
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Table 32. Overview of the categories emerged from the data analysis in relation to

research questions of the study

Overview of the categories f
1. Research Question 1 (546)
1.1 IC definition
a. Attitudes 20
b. Knowledge 15
c. Skills of interpreting and relating 15
d. Skills of discovery and interaction 37
1.2 IC learner
a. Characteristics of an interculturally competent learner 67
b. Having interculturally competent learners-reasons 96
c. Not having interculturally competent learners-reasons 69
1.3 IC teacher
a. Characteristics of interculturally competent teacher 87
b. Being an interculturally competent teacher- reasons 86
c. Not being an interculturally competent teacher- reasons 54
2. Research Question 2 (658)
a. Teachers’ perceptions and experiences regarding IC 209
b. Teachers’ perceptions and experiences of having foreign students 52
c. Challenges of IC 68
d. Easiness of teaching IC 25
e. Teachers’ contribution to the development of learners’ IC 154
f.  Teachers’ perceptions about how to develop EFL learners’ IC 150
3. Research Question 3 (756)
3.1 Training experiences
a. BA, MA, & PHD courses 26
b. Not having a specific course 16
c. Workshops, seminars, conferences 10
d. Not having a MoNE training about IC 24
3.2 Suggested training program
a. Content of the training 106
b. Techniques, activities, & materials 131
c. Duration of the training 32
d. Means of the training 30
e. Evaluation of the training 54
f. Reward at the end of the training 52
g. Possible benefits of the training 67
h. Possible challenges & problems of the training 45
i. Solutions for the predicted problems of the training 51
j. Desire to take part in the training 68
k. Other contextual issues 44

Finally, the categories for the possible training included the content, methods,

activities and materials, duration, means, reward, evaluation, possible problems

and solutions, possible benefits and the reasons for the desire to attend the training.
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5.1 Discussion In Relation To Research Question 1: How do EFL teachers in
Turkey describe intercultural competence (IC), an interculturally competent

EFL learner, and an interculturally competent EFL teacher?

Equipping students with the intercultural competence is a critical aim of foreign
language classrooms nowadays because of developing technology, migration and
globalization in every field. In order to assist learners to develop these skills,
teachers also need these global competences and primarily the strategies and tools
to transfer these to their students. However, before asking them to apply the
methods and strategies so that they can enhance students’ IC in the classroom, it is
vital that we probe into what they know about IC or how they define it first.
Therefore, the initial research questions of this study was about what EFL teachers
understand from IC and how they describe interculturally competent EFL learner
and teacher. The components of IC and the characteristics of an interculturally
competent teacher and learner were uncovered in the present study and relevant

discussion can be followed in the subsequent sections

5.1.1 Intercultural Competence in the Eyes of EFL Teachers

There are various definitions of IC in the literature; however, it is hard to develop
strategies and materials to enhance it when there are too many different
understanding of the same concept. Therefore, Deardorff (2006) conducted a
Delphi study by asking experts in the field of intercultural communication so that a
compromise can be reached regarding the definition of IC. However, teachers are
the ones who will implement intercultural learning and teaching in their
classrooms. Therefore, one of the primary aims of this study was to find out
teachers’ own definition and understanding of IC. The aim was not to give them
sample definitions from the literature and ask them to choose the most precise or
appropriate definition. The purpose was to hear their own interpretations regarding

how they define it in relation to foreign language learning and teaching.
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When the definitions of teachers were considered as a whole, their most frequently
uttered definition was very close to the mostly accepted definition of IC in the
literature, though, which is ‘the ability to interact effectively and appropriately in
intercultural situations’ (Byram, 1997; Kramsch, 2003, Deardorff, 2004; Sercu,
2005; Deardorff, 2006; Fantini, 2009, Hismanoglu, 2011). The ability to interact
with others is referred as the ‘desired external outcome’ in Deardorff’s (2006)
pyramid model of IC whereas it was classified under the title of ‘skills of
interaction and discovery’ in Byram’s (1997) intercultural competence model.
However, as it is framed in various studies, the ability to communicate with others

is a commonly accepted component of IC.

Teachers also highly praised the place of English in the international agenda.
Since English is seen as an international language by the teachers, they emphasized
the importance of use of English in the interaction with people from other cultures.
Therefore, it can be said the aim of English language teaching was not regarded as
developing native-like outputs but intercultural speakers as it was also referred in
the literature (Aguilar, 2008; Alptekin, 2002; Byram & Zarate, 1994; Byram, 2008;
Bayyurt, 2006; Corbett, 2003; Kramsch, 1998; Risager, 2007; Selvi, 2014,
Wilkinson, 2012).

Teachers also emphasized the vitality of culture in language learning and explained
its positive impact on learners’ language development. As Crozet and Liddicoat’s
(1997) indication ‘There is no language use without culture and that culture is
central to communication’ (p. 15). Baker (2011) also claimed that it was strenuous
to teach a language irrespective of cultural context where it is exploited because of
the inseparability of language and culture. EFL teachers in this study particularly
referred to the intertwinement of culture and language, which was also mentioned
by the teacher participants in Bayyurt’s (2006) study and they were aware of the
impossibility of teaching a language without making learners aware of that cultural
mindset. Therefore, they even elaborated on their effort to illustrate this to their

students.
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As it was also explained in the results section, while teachers were verbalizing
what they understand from IC, they also referred to certain personal
characteristics such as having empathy for others, respecting other cultures, and
differences between cultures and being open and enthusiastic to learn about other
cultures and societies. In Deardorff’s (2006) Delphi study, one of the components
suggested for IC also included personal characteristics of people such as curiosity,
general openness, and respect for other cultures. Deardorff (2006) also named it
under the title of ‘attitudes’ in the Process Model of IC. They were also congruent
with the ‘attitudes’ component of IC suggested by Byram’s intercultural
competence model (1997, 2008, and 2012). This also supports Elena’s (2014)
definition of IC as being open to other cultures, and accepting cultural differences.
EFL participant teachers also highlighted the importance of understanding other
cultures besides the target culture. ‘Understanding others’ world views’ was agreed
100% as a component of IC in Deardorff’s (2006) study, too.

Teachers’ definition of IC did not just include the ability to interact with others and
have certain positive attitudes towards other cultures, and differences between
cultures. On the contrary, teachers also mentioned one of the common components
suggested in the literature, which is ‘knowledge’. ‘Knowledge’ component was
mentioned in many IC models such as Byram’s (1997) Intercultural Competence
Model, Deardorff’s (2006) Process Model of Intercultural Competence, and
Pyramid Model of Intercultural Competence and finally Ting-Toomey and
Kurogi’s (1998) Facework-based Model of Intercultural Competence. In this
particular study, this knowledge component was mostly explained with special
days, lifestyles, clothes, cuisine, religion, cultural heritage, and habits of the target
cultures. In other words, it did not just include Big C elements. As Byram,
Gribkova and Starkey (2002) and Hatipoglu (2012) indicated knowledge of the
target culture was regarded as the prerequirement for language proficiency in the

target language.
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However, it should also be noted that EFL teacher participants also emphasized the
knowledge of one’s own native culture for intercultural competence. As many
other researchers (Alptekin, 2002, Corbett, 2003; McKay, 2002; Ho, 2009; Kacar,
2019, Kizilaslan, 2010) indicated, students’ native language has a significant role
in intercultural language learning and teaching. As Byram and Wagner (2018)
claimed, knowledge and understanding of other societies requires understanding

and knowledge of one’s own society first.

A few teachers also defined IC adapting to other cultures and environments and
exhibiting culturally appropriate behaviors in intercultural situations. In this regard,
it was compatible with one of the desired external outcomes of Deardorff’s (2006)
Process Model of Intercultural Competence, and fifth stage of Bennett’s (2003)

Developmental Intercultural Competence Model, which is adaptation.

To summarize, the results of the study indicated that even though not all
participant teachers developed a full understanding of IC or conceptualize an in-
depth definition, they mentioned the components referring to various models
suggested in the literature. Teachers elucidated that IC is the ability to interact with
individuals from other cultures effectively, have knowledge about their own
culture and the traditions, values and lifestyles of the target culture and have some
characteristics such as being open to other cultures, being curious about others,
respecting other cultures and differences among cultures. It was critical to know
what they understand from IC so that their practices in relation to IC could be

interpreted appropriately and developed further.

5.1.2 Interculturally Competent EFL Learner

With the purpose of revealing the understanding of IC of language teachers in the
study, they were also queried about the characteristics of interculturally competent
EFL learners. These characteristics were thought to provide more insight into
participant teachers’ perceptions with respect to components of intercultural

competence.
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One of the Jackson’s (2014) characteristics of effective intercultural
communicators was to be sensitive to cultural beliefs, values, and gender
differences. Attitudes such as openness to cultural otherness, respect, and empathy
were also regarded essential competences which need to be acquired by learners if
they are to live in culturally various societies (Council of Europe, 2016). Fantini
(2000) also acknowledged common traits that are listed for the profile of an
interculturally competent person which were empathy, respect, openness, curiosity,
and flexibility.

Similarly, EFL teachers in the present study believed that an interculturally
competent EFL learner was an individual who is open to other cultures and
someone who accepts differences between various societies and has empathy for
others. Having such attitudes were believed to lead to willingness to explore and
probe into other perspectives and modes of life that are distinctive from the
students’ traditional comfort zone that they were raised and bring new perspectives

and experiences in the end (Council of Europe, 2016).

Moreover, Elena (2014) regarded foreign language proficiency as a ‘passport’ for
an individual’s intercultural integration. Aba (2016) also emphasized the necessity
of proficiency in foreign language in order to develop intercultural skills. Moeller
and Faltin Osborn (2014) considered communicative competence as a significant
asset for foreign language speaker that is interculturally competent. Some of the
EFL teachers in the study also thought that a language learner who is
interculturally competent should be proficient in English. Some others also
emphasized the significance of the knowledge and awareness of some language
related contents such as idioms, addressing words, jokes, intonation, and daily

language for intercultural speakers.

Knowledge of one’s own culture, target culture, more specifically knowledge about

their festivals, behaviors, lifestyles, history, cuisine, clothing, conventions, and

family relationship was considered necessary to be an interculturally competent

EFL learner. As East (2008) mentioned, intercultural ability is not just a
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connection between language and culture, or the cultural facts acquired but also a
comparison of these facts across cultures and one’s accommodating
herself/himself in intercultural encounters where we name the interlocutors as
‘others’. EFL teachers also described an effective EFL learner as an individual

who has the ability to compare his own culture with other cultures.

An important finding in this regard was that among 30 EFL teacher participants
only 12 of them indicated that their students were interculturally competent. The
other teachers either believed that their students were incompetent or they had
limited number of interculturally competent students. Students’ prejudices about
learning English, and other cultures, and their consideration of learning about other
cultures something unnecessary were some of the reasons that were revealed
during the interviews. This might be an important contributor to the teachers’
awareness of their students’ needs. Since they are aware of what is missing in their
students in terms of intercultural skills, they can develop strategies and materials to
prevent such attitudes and behaviors. They can even go deeper to make learners
face the realities of the world outside the classroom. Students’ lack of knowledge
about other cultures, countries, and their difficulty in understanding the differences
between various cultures were also mentioned by the participant EFL teacher to

define their students who were interculturally incompetent.

To summarize, teachers were aware of the components of an intercultural speaker
somehow and they knew whether their students had these characteristics or not.
They were able to express why they regarded their students competent or
incompetent and it was obvious that most of the teachers had both interculturally

competent and incompetent students even though the proportion might vary.
5.1.3 Interculturally Competent EFL Teacher

As it was previously stated, in order to raise interculturally competent language
learners who are able to communicate effectively with the individuals from other

cultures in intercultural situations, teachers should essentially be competent in their
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intercultural skills so that they can pass these to their students (Crozet &Liddicoat
1997; Dogangay-Aktuna, 2005; Ghanem, 2017; Sercu, 2006; Deardorff, 2009;
Marczak, 2013; Catalano, 2014; Demircioglu & Cakir, 2015; Kagar, 2019). In the
present study, the characteristics of an interculturally competent EFL teacher were
also asked to the EFL teacher participants during the interviews. In addition, their
opinions with respect to whether they were interculturally competent or not were

consulted.

have knowledge
about home, target
and other cultures

use authentic and
audiovisual materials
to teach about culture

communicate in
English effectively

interculturally
competent
EFL teachers

accept and tolerate

teach language integrated
with culture and show
similarities and differences
effectively

have overseas
experience and foreign
friends

Figure 18. Qualifications of an interculturally competent EFL teacher suggested

by the participants of the study

As it was demonstrated in Figure 18, the results of this study indicated that an
interculturaly competent EFL teacher had various qualities. To reiterate, one of the
most frequently mentioned traits was the necessity of being open to other cultures
and respecting other cultures and cultural differences. Marczak (2013) also
claimed that tolerance, acceptance of otherness and openness were some
qualifications of an intercultural teacher. Brunsmeier (2017) also emphasized the

importance of teachers’ being sensitive to their learners’ attitudes as it is
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considered the base for intercultural learning processes. Furthermore, in MoNE’s
(2017) General Competences for Teaching Profession, specifically under the
domain of National, Moral and Universal Values teachers are expected to respect
both individual and cultural differences. Therefore, an interculturally skillful EFL
teacher is to be open-minded, value the otherness and have respect for the values of
other cultures.

Another finding of the study was that an interculturally competent teacher was
believed to have necessary knowledge about native, target and other cultures so
that s/he can easily respond to the students’ queries about different cultures.
Therefore, as it was indicated by Marczak (2013), a teacher is required to be ready
to encounter situations where they are puzzled and not able to respond to the
questions of their students. In order to manage such a challenge, teachers need to
have some common knowledge and insight in relation to the target culture.
Teachers in this study primarily emphasized the need for the knowledge of the

culture of the societies where the target language, i.e. English, is spoken.

However, having knowledge about the target culture is not the only trait that an
interculturally competent teacher should have according to the EFL teacher
participants. Interculturally competent teachers should primarily know about
cultural practices and products of their own culture so that they can provide
sensible comparisons regarding the variation among other cultures. Ho (2009),
Kizilaslan (2010), and Kacar (2019) emphasized the significance of knowledge of
teachers’ own native culture in order to promote intercultural competence for

language learners.

Teachers also indicated that besides the target culture, which is English culture, an
EFL teacher should also be knowledgeable about other cultures, their cuisines,
lifestyles, festivals etc. There were also teachers who specifically indicated that
they did not define or consider IC in terms of being aware of the target culture only
as they were aware of the importance of ELF and EIL terms in the teaching of

English. The reason of teachers’ awareness regarding English as a lingua franca
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might stem from the studies such as Firth (1996), House (2003), Seidlhofer (2007),
and Jenkins (2000, 2006) because these researchers have been studying the
features of ELF for the last two decades and they have not focused on only one
variety of English or inner circle country pragmatics, phonology or grammar but
the commonalities between the use of English among the non-native speakers of
English who learn English as a lingua franca or foreign language in expanding
circle. Consequently, this view of English language teaching has also implications
for culture teaching and materials in the English as a foreign language teaching
contexts. As Alptekin (1993) indicated even though this is still a strong view that
culture teaching might start with the familiar, one’s own culture and moving to
native speaker English culture; another option might involve transition from one’s
own culture to the international English culture which might include the culture of

English varieties, pop culture, travel culture etc.

As one of the qualifications of an interculturaly competent EFL teacher,
intercultural language teaching skills were also disclosed during the interviews.
As Marczak (2013) asserted an interculturally successful teacher needed to possess
teaching skills which let them to facilitate learner autonomy and learner-
centeredness in class besides skills of materials management. However, English
language teacher in the present study mainly referred to skills of integrating culture
in language classrooms and introducing differences between cultures efficiently.
Furthermore, the use of some materials and activities such as idioms, songs, and
videos to foster IC of learners was also mentioned as one of the traits of
interculturally competent teacher apart from developing attitudes such as openness,

respect and toleration among language learners.

Teachers also pointed out the importance of having intercultural contact to be
interculturally competent EFL teachers. They primarily emphasized the need for
having overseas experience to be an interculturally competent teacher. They also
affirmed that an interculturally competent EFL teacher can easily and effectively

communicate with people from other cultures. In this regard, an interculturally
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competent teacher is also expected to have a good command of English to be able
to communicate with individuals from different cultures. Marczak (2013) also
emphasized the need for an intercultural teacher to excel in the foreign language so
that s/he can have the role of a mediator and cope with the authentic language
explored in various media tools. However, even though the opportunities to have
visits abroad have multiplied in recent years, most of the teachers might still lack
overseas experience. For instance, the pre-survey results of this study illustrated
that 42% of the teachers had not been abroad.

Teachers who regarded themselves as interculturally competent thought that they
had adequate knowledge about the target culture, which was in line with the result
of Kili¢’s (2013) study because instructors in that study also found their target
culture knowledge quite satisfactory. They were also confident that they could
effectively communicate with foreigners. Finally, they had positive attitudes
towards other cultures, have respect and empathy for individuals from other
societies.

However, there were also some other teachers who felt incompetent and the
reasons for their feeling of inadequate was primarily related to their lack of
knowledge and overseas experiences, which were very similar to the findings of
Atay (2005) and Larzen-Ostermark’s (2008) study as the teachers did not have
many insights into cultural aspects and the proper ways to address this in their
teaching. Han and Song (2011) also noted that when students asked about an
unfamiliar cultural element in the text, and teachers were not able to respond to this
inquiry in an Asian context, that would put teachers in a really troubling situation
since teachers were seen as the knowledge providers in that context. As Schulz
(2007) elucidated, it might not be very difficult for the teacher to reach the culture
specific information about the target culture like products and practices, but it
might be demanding for them to see the effect of the cultural perspectives on these

products and practices inasmuch as this requires background information, indeed.
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Lack of teaching sources was also mentioned during the interviews as one of the
factors why teachers felt incompetent. In previous studies in Turkish context
(Demircioglu, & Cakir, 2015; Kahraman, 2016; Korkmazgil, 2015), it was also
acknowledged that there was insufficient materials and limited sources for
language teaching. As Han and Song (2011) asserted, teachers desire to have
chances for more intercultural interaction, ample teaching materials and resources
and professional training in regard to connecting culture and language in language
teaching.

Students’ low English proficiency was mentioned as a drawback for the teacher to
contribute IC development of their learners; however, Brunsmeier (2017)
emphasized that a low proficiency level of English should not be regarded as
something that hinders the process of intercultural learning. Cansever and Mede
(2016) even defended that students should be exposed to the cultural knowledge
even though they had lower English proficiency level. The idea that some parts of
the lesson might be taught in mother tongue of the language learners when the
goals are primarily to have deep cultural understanding and awareness was even
supported in the literature (Byram, 1997; Furstenberg, 2010; Schulz, 2007; Nugent
& Catalano, 2015).

To summarize, teachers’ perceptions in relation to the characteristics of an
intercultural EFL teacher were similar to the characteristics of an interculturally
competent EFL learner and the components of IC. An interculturally competent
teacher was expected to have positive attitudes towards target and other cultures,
tolerate differences and have knowledge of one’s own culture, target culture and
other cultures. An interculturally competent teacher was also required to have a
good command of English and contact with foreign people in order to effectively
communicate with individuals from different cultures. Furthermore, they needed to
have the skills, strategies, materials and activities to pass intercultural competences
to their students. Even though half of the teachers regarded themselves as

competent, other half either stated that they were not competent at all or they were
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not sure about that. Therefore, the need for teachers to be trained, guided and

supported in terms of intercultural skills arises initially here.

5.2 Discussion In Relation To Research Question 2: What are the EFL
teachers’ teaching experiences and perceptions about the development of EFL

learners’ IC?

As Borg (2003) emphasized the importance of relating the classroom practices to
teachers’ cognition, another inquiry that this study aimed was to unveil teachers’
practices because the goal of teacher cognition is to develop an understanding of
“teachers’ professional actions, not what or how they think in isolation of what
they do” ( Borg, 2003, p. 105). In order to probe into teachers’ experiences in
relation to IC in their classrooms, teachers were asked what their experiences with
respect to intercultural competence are, whether they consider IC teaching as a
simple or challenging task, whether they have foreign students or not, how they
contribute to the students’ IC development, how they identify that their students
enhance their intercultural skills and what can be carried out to develop learners’
IC further.

5.2.1 Teachers’ Perceptions and Experiences Regarding IC

Teachers mentioned a variety of issues when they were asked about their
experiences in relation to the intercultural competence. Even though some teachers
explained how their students acquire or develop intercultural competence through
computer games, popular media, social networking and TV series and movies
outside the classroom, some other teachers commented on their students’ lack of
interest in learning about other cultures, and primarily learning English as a foreign
language. In this respect, even though all the participant teachers were state school
EFL teachers, their various contexts or the type of the high school or even the city

might have impacted their view of experiences with regard to IC.
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Regarding the students’ lack of motivation t0 learn about other cultures, Bayyurt
(2006) also found similar findings. Teachers in her study also explained that when
they had students who were not keen on learning about other cultures, they skipped
teaching about the cultures. As it was indicated by the EFL participants in this
study, students’ lack of motivation to learn about other cultures might also stem
from their lack of interest in learning another language. Therefore, the primacy of
learning English as an international language might be emphasized in language
classrooms more by the English language teachers and some opportunities where
students’ awareness will be raised can be created. For instance, foreign students
might be invited in language classrooms so that students realize that they need to
talk in English to communicate with foreigners not just native speakers of English
or videos about the necessity of knowing English to survive in different parts of the

world can be watched in the lessons.

The findings also revealed another contradiction among the ideas of teachers with
regard to the content of the course books used. Some teachers defended that the
books provided by MoNE lacked the cultural and intercultural components,
whereas some other teachers indicated that the content of the books included not
just target culture but cultures of other societies as well. In this regard, conducting
some course book evaluation in state schools in terms of integration cultural issues
can be a further step and if need arises, revision of the course books considering

the updated themes and intercultural and global issues might be considered.

A few teachers also referred to their experiences of being questioned by their
colleagues and parents as some people in the society view learning a language or
culture as losing one’s cultural identity, and imposing another culture. The fear of
otherness was even mentioned by one of the participants. This finding was peculiar
as the studies in the literature did not reveal such a concern of language teachers.
The reason might underlie the contextual difference inasmuch as previous studies
were mostly conducted at tertiary level where instructors are accustomed to work

with people from a variety of backgrounds though this study targeted high school
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and middle school teachers who may not have an opportunity to work with
teachers from diverse backgrounds and are required to handle parents’ demands

besides their directors and students.

The results of the study in terms of teachers’ practices were in line with the
previous research studies (Atay et al. 2009; Gonen, & Saglam, 2012; Kahraman,
2016) conducted in Turkish context. In this particular study, even though the
results showed that teachers introduced a variety of tasks and activities that they
apply in the classroom, the practices of teachers were limited as the frequency of
these codes was quite low as can be reexamined in Table 17. Moreover, Génen and
Saglam (2012) also indicated that teachers did not spend extra time for culture
teaching but they dealt with the issues when it arose in the text books. In
Kahraman’s (2016) study, textbook was the most frequently material that was used
to promote IC. The results of the present study also suggested that teachers were
highly dependent on the materials provided by the course book such as the units
and the themes in the text books.

As it is the case in Gonen and Saglam’ (2012) study, EFL teachers in this study
also referred to knowledge, attitudes and skills components of IC; however,
knowledge dimension was emphasized more in both studies. In Kili¢’s (2013), and
Cansever and Mede’s (2016) studies, instructors regarded customs, traditions and
values as the most important aspects of culture in EFL teaching. Han and Song
(2011) also elucidated that some of the most frequently engaged topics in the
classrooms were daily life, routines, values, and beliefs. In addition to these,
traditions, folklore and tourist attractions of the target cultures were also frequently
dealt with. Bayyurt (2006) also indicated that the cultural content introduced by
the Turkish teachers were habits of eating and drinking, rituals, traditions, life
styles, family relations, and festivals in addition to the differences in educational
systems. The results of this study was very similar to Bayyurt’s (2006) study
inasmuch as festivals, cuisines, clothing styles, currency, education, other cities

abroad, ethics/manners, climates, lifestyles, extreme sports, and historical artifacts
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were the issues that were covered in language classrooms according to participant
English language teachers in this study. As Gay (2013) indicated, teachers focused
on ‘safe’ topics about intercultural issues like traditions, cuisines, costumes, and
celebrations rather than critical cultural issues like ‘inequities, injustices,
oppressions, and major contributions of ethnic groups to societal and human life’
(Gay, 2013, p.57).

Teachers also explained that they benefitted from class discussions where they
mainly focused on cultural issues. During the discussions, students should be able
to articulate what they believe freely but in a respectful manner and with their
rationale for their judgments, which would contribute to critical cultural awareness
(Nugent & Catalano, 2015). In recent years, structured debates are also exploited
in secondary and tertiary education to increase students’ awareness about global
and intercultural issues and primarily to develop their strategies for argumentation.
Such practices might help learners to verbalize ideas that are different from their
own (OECD, 2016).

In order to develop students’ IC, a few EFL teachers also indicated their effort to
expose their students to intercultural contact by inviting foreigners in their
classrooms which was similar to the findings of Demircioglu and Cakir (2015) as
teachers in their study also preferred inviting people from other countries or
nationalities. If it was not possible to supply students with an overseas experience,
this might be a good but limited way of providing students with an intercultural

contact.

Even though in some contexts teachers indicated that they did not bring realias in
their classrooms to promote IC (Han & Song, 2011), exploiting authentic
materials in the classroom was one of the activities practiced by a few language
teachers in this study. Demircioglu & Cakir (2015) also found that use of authentic
materials was one of the ways that teachers preferred most for intergration of

intercultural elements in the classroom.
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Teachers also proferred that assigning some research tasks where language
learners may discover some knowledge cuisines, city, country, and festivals of
other societies was one of the practices they implemented in the classroom. Corbett
(2003) also suggests the use of intercultural enquiry as the topic of a curriculum
and designing tasks that promote learners’ active engagement. This search for
cultural information is believed to have an impact on language behavior of the

students.

Very few teachers referred to their effort to develop students’ critical cultural
awareness by trying to prevent marginalization, persuading students that they do
not lose their culture when they learn about other languages and cultures,
correcting students’ mistakes and misconceptions about cultural issues and
encouraging learners to tolerate the differences. The results were in line with the
previous studies conducted in Turkish context. Gonen and Saglam’s (2012) study
found out that only ten percent of the teachers participating in their study talked
about stereotypes regarding other cultures, societies or countries. Atay et al.’s
(2009) study also revealed that 301 teachers out of 503, which is the 60% of the
teachers overall, never discussed the prejudices towards the foreign culture with
their learners. It might be concluded that teachers’ efforts for the development of
IC of their learners were quite limited to the provision of culture specific

knowledge in their classrooms.

To sum up, students’ prejudices towards learning a foreign language, which is
English in this particular context, lack of motivation to learn about different
cultures and not being open to target and other cultures were some issues in
English language classrooms. Foreign language teachers integrated IC in the
classroom by giving information about different cultures including their festivals,
cuisines, clothing styles, currency education etc., making students watch movies,
videos, documentaries, and utilizing visuals, sceneries and authentic materials.
Doing some projects such as pen pal activities, having discussions on cultural

issues, sharing of their overseas experiences, inviting foreigners, and comparing
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different countries and cultures were also revealed during the interviews. Fewer
teachers also indicated that they put some effort to prevent marginalization and
increase the awareness about intertwinement of culture and language. The results

supported previous studies in terms of teachers’ practices in relation to IC.

5.2.2 Teachers’ Perceptions and Experiences of Having Foreign Students in
the Classrooms

The study aimed to reveal any critical experience that might contribute to the
process of intercultural learning and teaching. Therefore, teachers were asked
whether they had any students whose native language is not Turkish, almost half of
the teachers indicated that they had non-native speakers of Turkish. However,
teachers’ experience with the students who were non-native speakers of Turkish

varied depending on students’ native mother tongue.

As teachers and students might not be from the same cultural, social and ethnic
backgrounds in such a globalized world, it is possible that some challenges might
arise because of cultural differences and these may have some impact on language
learning and teaching process. A feasible strategy ‘for teachers to mediate these
differences is to build bridges across cultures’ (Gay, 2013, p. 67). In this study,
teachers who had Syrian students in their classroom had hard times while trying to
communicate with these students and they tried to develop some other strategies
like use of body language or using more knowledgeable students. Some even
benefitted experienced Syrian students as translators or interpreters. Teachers who
had Kurdish students encountered communication problems and parents’ and
students’ certain prejudices, and teachers of these students tried to adapt
themselves in the context and illustrated learners their desire to know about
different cultures. On the other hand, teachers who had British, German or French
students saw this as an opportunity to compare various cultures and believed in the

benefit of having these students in the classroom for their Turkish students.
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When teachers who did not have any non-native speakers of Turkish in their
classes were asked what would change in their classrooms if they had foreign
students in the classroom, they believed that existence of students from other
nationalities would increase both teachers’ and students’ use of English in the
classroom. This was the most frequently expressed benefit of having foreign
students in the classroom. From the explanations of the teachers, it might be
concluded that even though most of the teachers aimed to teach the lessons in
English, it was clear that they sometimes turned into Turkish because of their

students’ lack of understanding or even their students’ pressure.

Teachers believed that that would also contribute to their teaching in terms of their
learners’ awareness of the significance and necessity of speaking in English in the
classroom. Moreover, it was also stated that it would also contribute to the
exchange of cultural information even though the frequency of the code was not as

high as the use of English.

5.2.3 Challenges and Easiness of Teaching IC

Integrating intercultural communicative awareness in the classroom might not be a
simple job to do especially when teachers did not have sufficient knowledge about
how to implement it (Gobel & Helmke, 2010; Demircioglu, & Cakir, 2015).
Therefore, in order to explore more about teachers’ experiences and challenges in
regard to intercultural competence, and get deeper understanding on what is really
going on in the classroom while teachers try to integrate IC in their language
classrooms, teachers’ opinions regarding the difficulty or easiness of teaching IC

was consulted.

As it was mentioned in the result section, half of the teachers directly indicated that
teaching IC was really grueling. The reasons indicated by the participant EFL
teachers were very similar to the concerns revealed in Diaz’s (2013) study. Diaz

(2013) discovered that what impedes intercultural teaching is ‘lack of time,
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curricular issues, lack of materials and assessment tools and sustainability of

intercultural approach’ (p.15.)

Larzen-Ostermark (2008) study also revealed that the decrease in the number of
English courses in their context was an obstacle for teachers in the teaching of IC.
It was also the same considering the participant EFL teachers’ concerns regarding
the limited time to teach English and integrate intercultural elements in the
classroom. Restricted time was also mentioned in previous studies (Demircioglu,
& Cakir, 2015; Gonen, & Saglam, 2012; Kahraman, 2016) in Turkish context, too.
Yet these were stated as the reasons of why they did not practice IC adequately in
the classroom rather than seeing this as a challenge of teaching IC.

One of the challenges indicated by the teachers was the limited component of the
course books exploited in language classrooms. Han and Song (2011) also
expressed his criticism on the restricted cultural information presented in the
course books besides indicating the outdatedness of the themes in them. Not every
teaching source is satisfactory in this sense and as Gay (2013) indicated, they
might be far from being ideal, yet ‘they are not hopeless’ (p.59). Therefore, critical
analysis of the course books and other teaching materials by the teachers, and
compensating for insufficient aspects when necessary is critical (Gay, 2013;
OECD, 2016). Gay (2013) suggests even students’ own critical analysis of
textbooks, literary sources, and mass media. However, it should also be noted that
‘textbooks are only one component of the complex dynamics that come into play in
classroom language learning. The role of the textbook depends on individual
teachers and learners, their understanding of and interest in the materials, and their
ability to meet the content part way in terms of comprehending and exploring it’
(Chapelle, 2010, p.45).

The current concern is that teachers generally depend on the course book as the

main sometimes only material to use in the classroom. Therefore, teachers’

criticism on the course books should be dealt further to understand how they

exploit and how they see it as a component of language classroom. As Robatjazi
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(2008) suggests, a textbook is sometimes considered as a trainer in terms of
teaching teachers and students how to progress and what feedback is needed.
Therefore, authors of the language textbooks should be knowledgeable about the
history, geography, customs and traditions. Moreover, they should be aware of the
cultural stereotypes, important people and events in the target cultures. Writers
should not be biased and should not view the target culture either solely positively

or negatively.

In terms of the curriculum concerns, as Demircioglu and Cakir (2015) indicated,
when the college English curriculum was based on IC, teachers carried out cultural
tasks about traditions and global issues. The context in their study was a private
institution and their curriculum was intentionally based on intercultural skills. Yet,
in national education or state schools, teachers might not be fully aware that IC
was also included in the curriculum, inasmuch as some participant EFL teachers in
this particular study emphasized the need for adding intercultural components to
the curriculum. It might be because that it was not specifically or adequately
emphasized in the curriculum or the teachers might not be referring to the
curriculum frequently. In order to encourage teachers to integrate more
intercultural components, the curriculum for state schools can be revised and more
intercultural elements, especially objectives can be added in the curriculum of high

and middle school students.

One of the challenges reported by the teachers was the lack of technological
facilities such as smart boards, projectors or the Internet connection. This was also
mentioned as one of the possible reasons of why teachers did not practice IC much
in their classrooms in Atay et. al.’s (2009) study. Therefore, while designing the
trainings for the intercultural development of learners, the physical conditions and
the facilities provided for the school contexts should also be taken into

consideration.

Another challenge mentioned by the teachers was that students did not have many
opportunities to go abroad and interact with foreigners. Therefore, they regarded
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IC teaching quite challenging. Aba (2016) also reported that ‘travelling abroad and
attending intercultural events were not common among Turkish higher education
students. When higher education was compared with the high and middle schools,
it might be simply predicted that this rate would be far lower for the lower levels of

education.

On the other hand, there were also eight EFL teachers who did not consider the
teaching of IC as a strenuous job. They believed that their students were
enthusiastic to learn about other cultures. They also acknowledged that language
culture were connected and they had the facilities such as smart boards, projectors
etc. A few teachers indicated that when the conditions were available, teaching IC
was not a hard thing to do. These conditions were primarily pertinent to students’
enthusiasm and being open to learning about other cultures besides having time
and finance. Robatzaji (2008) also believed in the ease of elevating learners’ IC as
one is not required to go overseas thanks to the opportunities such as instructional
tools such as media. As Gong, Hu and Lai (2010) indicated, one important factor
impacting teachers’ cognition in relation to ICC teaching might be accessibility to
computer. If some facilities such as computer, smart board, and projector are
available in the language classrooms, teachers might use both audiovisual materials
in their classroom and they might provide chance for students to contact with

people from other cultures.

To summarize, teachers regarded the lack of students’ interaction with foreigners,
lack of time for IC teaching because of curriculum overload, limited cultural
components in the course books and some facilities like internet and projector as
the challenges of teaching IC in language classrooms. Consequently, teachers’
concerns should be taken into consideration by the curriculum developers, material
designers and other stakeholders. Equipping teachers with the knowledge and skills
in relation to intercultural education might not be adequate if they do not have

facilities and stuck with such problems.
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5.2.4 Teachers’ Contribution to the Development of Learners’ IC

As opposed to Han and Song’ (2011) study, the results of which indicated that
approximately half of the participants acknowledged that they hardly ask their
students about their experiences regarding target culture because most Chinese
college have not been abroad, in this study teachers indicated that there was a
sharing of experiences of intercultural contact with their students. Even though
students might not have been exposed to the foreign culture abroad, participant
foreign language teachers indicated that students were willing to share what they
have seen or heard in the classroom. As Busse and Krause (2016) suggested
stimulation of students’ own intercultural experiences and their reflection on these
are some promising ways of achieving intercultural learning. Therefore, various
types of activities and tasks should be designed to promote discussion and learning
from learners’ own experiences of other cultures or what they have read or heard
about them (Byram, Gribkova, & Starkey, 2002). However, Brunsmeier (2017)
acknowledges that handling the learners’ queries, and encouraging them to share
their experience necessitates a high task-in-process competence for the teacher, so

that should also be approached cautiously.

Another finding of the study was that teachers mainly contributed to the students’
IC development via the available course books as they provided themes where
teachers could make of them as discussion topics or present the culture of others.
Gonen and Saglam (2012) also found that teachers dealt with the cultural issues
when they appeared in the course books. Nugent and Catalano (2015) also
suggested ‘connecting critical cultural awareness to themes that are already being
explored in the regular foreign language curricula’ (p.27). EFL teachers also
indicated that they made use of audio visuals such as videos about other cultures

and countries, TV series, and movies in order to develop students’ IC.

Very few teachers mentioned that they tried to raise students’ critical cultural

awareness by breaking students’ prejudices about other cultures, making them

tolerate differences, and assisting them to develop empathy, prevent
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marginalization, preserve their ethnic identities and broaden their horizon. To
reiterate, the limited effort to avoid stereotyping or prejudices about other cultures
was also one of the findings of previous research (Atay et. al., 2009; Gonen, &
Saglam, 2012). As Marczak (2013) noted, destereotyping the picture of other
through the analysis of the biases students have towards the other cultures can be a

very critical role for the teacher, indeed.

Students’ sharing of what they know and have learned during the class
discussions was the most frequently mentioned way of teachers’ understanding of
whether students developed interculturally. Teachers did not indicate any tool or
any conscious attempt to assess intercultural competence. They just indicated that
they ask questions during the class discussions and they see the development in
students’ behaviors and interests in other cultures. As Schulz (2007) suggested,
portfolios might be preferred to encourage learners to have some self-evaluation
and reflection on their experience. In addition, such a practice would provide
feedback and guidance for the teacher.

On the other hand, nine of the teachers reported that they could not contribute to
the students’ development of IC adequately because of such reasons teachers’
feeling of inadequate, lack of interaction, curriculum and material related

problems, which were very similar to the findings revealed in the previous studies.

Han and Song’s (2011) study also found out that teachers’ unfamiliarity with
certain components of the target cultures apart from the insufficiency of
intercultural elements in the teaching materials led to restricted content for
intercultural education. Demircioglu and Cakir (2015) also reported the limited
teaching practices of language teachers because of time concerns, curricular
overload, and lack of materials and teachers’ lack of preparation. Demircioglu and
Cakar (2015) also acknowledged that teachers did not have adequate knowledge
about ICC, how to practice it and how to assess it in language classrooms. So, it is
a question of ‘how teachers can teach something they themselves are not familiar
with’ (Elena, 2014, p.115). According to Orange and Smith (2018) teachers do not
185



need to have comprehensive knowledge of the target culture as it can be acquired
via students’ and teachers’ exploration instead of transmitting predetermined
content. Marczak (2013) also indicated that it might be impossible for a teacher to
have complete or perfect intercultural knowledge, but she believed that a teacher
might create situations where the learners have the potential to engage in
intercultural mediation. Moreover, EFL curriculum and textbooks need such
content that many cultural contexts and intercultural elements are integrated in
order to elevate learners’ intercultural awareness, therefore leading to their

effective communication (Robatjazi, 2008).

As Gay (2013) indicated some teachers might be resisting culturally responsive
teaching with the excuse of incompetence (i.e., “I would do if I knew how”)
without putting any dedication to enhance essential knowledge and skills and
others might require certainty of success before even attempting any culturally
responsive teaching. However, most of the EFL participants in this study were
willing to integrate cultural elements in their classrooms as also revealed in
previous research ( Atay et. al., 2009; Demircioglu, & Cakir, 2015; GoOnen, &
Saglam, 2012; Kahraman, 2016) although it might be controversial to what extent
they achieved their goals regarding IC teaching

Kelly (2012) acknowledges that even though there is a growing interest in the
production of resources for intercultural learning, shortage of materials to support
intercultural practices in language learning and teaching context is evident.
Participant EFL teachers in this study mentioned the deficiency of materials as one
of the reasons why they could not contribute students’ IC development. They
believed they lacked he extra materials to support the course book which is limited
in terms of intercultural components. Korkmazgil (2015) also mentioned concerns
regarding the ineffectiveness of course books that were provided by MoNE in
general. Therefore, course book evaluation studies might be carried out and if
necessary, the course books can be revised based on the needs of language learners

and teachers.
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All in all, it is obvious that ‘the teachers are looking forward to more opportunities
of intercultural contact, abundant resources for teaching materials, and professional
development in the integration of language and culture teaching’ (Han & Song,
2011, p.190).

5.2.5 Teachers’ Perceptions about How to Develop EFL Learners’ IC

Regarding the ways to develop learners’ IC, ample scientific evidence is available
on the fact that intercultural dialogue diminishes intolerance, prejudice and
stereotyping, promotes constructive engagement across various cultures, develops
the unity and harmony of democratic societies and assists to resolve conflicts
(Council of Europe, 2016). According to Jackson (2014) first-hand experience
with the people from other language or cultural background might help challenge
the stereotypes about that particular group and if open-mindedness is valued,
negative images and misperceptions can disappear as one gets deeper

understanding of others’ values, beliefs and practices.

EFL participant teachers in the study primarily suggested exchange programs so
that students can have intercultural experiences and go through some cultural
differences. The literature also suggested a positive relationship between
intercultural competence and intercultural experience ( Hismanoglu, 2011; Mahon,
& Cushner, 2014; Aba, 2016; Terzuolo, 2018).

Students experience cultural distinctions and increase their IC through exchange
programs such as Erasmus (Aba, 2016). Hismanoglu (2011) found out that
overseas experience had greater impact on the increase in the intercultural
communicative competence of the students compared to the ones who lacked that
opportunity. Mahon and Cushner (2014) also reported that there was a positive
impact of overseas experience on intercultural sensitivity level of students.
Terzuolo (2018) observed that students who had studied abroad only for one
semester had higher scores in Bennett’s (2003) DMIS inventory compared to the

control group who studied in home campus. Students with intercultural
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experiences were also reported to be more respectful towards other cultures and
more open minded (Penbek, Yurdakul, & Cirit, 2012; Aba, 2016). Kelly (2012)
also emphasized the great opportunity that exchange programs provide for the
development of intercultural skills. Therefore, Han and Song (2011) suggested
that more exchange programs need to be arranged to elevate students level of IC

irrespective of whether they are short-term or long-term oriented.

However, it should also be noted that how much interaction that the students had
with the foreigners was also important. Behrnd and Porzelt (2012) found that
students who had been abroad for a longer period was cognitively more
interculturally competent and the length of the stay abroad was more significant

than going abroad.

Moreover, it should also be cautioned that having only intercultural experiences do
not necessarily lead to positive attitudes and productive approaches toward
difference (Kapler Mikk, 2015). Research on university students also revealed that
travelling abroad did not necessarily result in advanced cultural awareness and
some supplementary activities especially reflections were necessary (Busse &
Krause, 2016). Kelly (2012) also noted the importance of equipping students with
a reflective approach so that they can contemplate on their experiences during their
stay abroad. Besides, it is significant to gain knowledge of a place, its culture,
appropriate behaviors before engaging in an intercultural interaction (Hofstede,
2009, p.95). Therefore, the preparatory stage, fieldwork phase, and follow-up
phase activities need to be considered (Byram, Gribkova, & Starkey, 2002).

As proposed by EFL teachers in this study, the Web-based exchanges might
supply learners with the necessary conduit to develop real in-depth understanding
of different cultures (Furstenberg, 2010). Email, chat rooms, instant messaging,
and tandem learning can be utilized and synchronous chat room-type
communication or asynchronous email exchanges can be realized with language
students and teachers in other countries (Baker, 2011). Students might enhance
their intercultural skills as they learn about the foreign culture through written or
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spoken exchanges with members of the other culture with a key-pal experience.
‘These exchanges would also promote cultural comparisons as students present and
compare their own experiences to those of their classmates’ (Moeller & Faltin
Osborn, 2014, p. 677). Kelly (2012) also indicated that e-twinning of the
institutions and an interactive forum that connect various institutions might be
benefited though teachers might also need to catch up with the new technologies as

their students might be more competent in the use of communication tools.

In Cultura program, reported in Bauer et al. (2006) and Furstenberg’s (2010),
American students tried to learn French participated in online discussions with
French students who were learning English. They compared and analyzed texts
from each culture. In this program students exchanged many cultural information
and they even had discussions regarding topics such as hierarchy, privacy, religion
etc. Ceo-DiFrancesco, Serna Collazos and Mora’s (2016) telecollaborative project
between English and Spanish course students in Colombia also contributed to the
students’ level of IS. In Thome-Williams’ (2016) project, Portuguese and Brazilian
college students were paired and students’ interaction via Skype and a closed
group on Facebook provided learners with a new cultural framework and reflection
on their own culture, and values. In their literature synthesis study, Cift¢i and
Savas (2017) emphasized the contribution of these projects to students’ knowledge,
interest, curiosity, and awareness towards other cultural perspectives besides their

local culture.

Any means of ‘otherness’ actually can constitute an invaluable intercultural
experience that might promote being an intercultural speaker (Elena, 2014). EFL
participants in the study also suggested bringing foreign from other countries into
their classrooms. They even suggested that can host language experts in their
lessons, which was also recommended by the teachers in Han and Song’s (2011)

study.

Introducing different cultures was another recommendation provided by the
teachers. Teachers thought that information about lifestyles, clothing, ethics,
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politics, history, and behaviors of the people in other cultures can be provided and
interesting points about other cultures can be shared with the students. Suchankova
(2014) also suggested similar steps to develop students’ IC which were ‘providing
information about different cultures, identifying cultural differences, and informing
about possible communication barriers, training expectations-possible behaviors
and attitudes or counterpart (p.1443). As Ho (2009) indicated comparing the native
culture with the target and other cultures might result in students’ reconsideration
of their own values and substantially add to the learners’ knowledge, acceptance,
and tolerance. On the other hand, the probability that such a cultural comparison
might lead to averse stereotyping among the learners should also be considered. In
that case, Marczak (2013) proposed to have two-sided analysis that might help
learners to see from both their own perspectives and target culture perspective.
There should not be an emphasis on a specific culture more than the other in order
to create a third space and avoid stereotyping or prejudices towards the target or

other cultures.

Indeed, as Byram et al. (2002) and Moeller and Faltin Osborn (2014) claimed
teachers were not expected to be the experts of other cultures and provide detailed
information about other cultures and countries as they are just facilitators and need
to know how to realize discovery learning in which students themselves explore,
discover and analyze in their classrooms. ‘Thus, as curriculum developers, teachers
must find authentic instructional materials that allow their students to make these

discoveries’ (Moeller & Faltin Osborn, 2014, p.680).

According to Nguyen (2008), developing ICC requires more than lecturing about
the facts regarding the culture. It is necessary to promote individuals’
understanding of how and why people act in certain manners and exhibit attitudes
in cross-cultural interactions. In Busse & Krause (2016) study, the experimental
group who engaged with the critical incidents had the ability to revise their
perspectives and developed more strategies to deal with the situations described.

Students become aware of how their background or the view of normality might
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have an impact on their perceptions in a situation and reflect on strategies for their
behaviors (pp.86-89). EFL instructors in this study also recommended the use of
critical cases to develop learners’ IC. Therefore, EFL teachers might benefit from
the critical incidents where their students reflect on a cultural conflict and try to
unravel the problem in language classroom in order to help their learners develop
intercultural communicative skills. They might even ask their learners to role play

such critical cases.

Role plays were also recommended by EFL teachers in the study. Busse and
Krause (2016) also regarded such activities as role plays and simulation games as
promising in intercultural learning. Byram et al. (2002) indicated that role plays
and simulation activities would help to activate learners’ schemata and background
knowledge about other societies, and countries, and this type of an experiential
learning was beneficial in elevating self-awareness and developing positive

attitudes towards other countries.

Teachers also suggested the use of authentic materials for intercultural learning.
Especially they emphasized the use of audiovisual materials related to other
cultures and societies and use of some realias such as films, TV series, clothes,
foods, and Google maps in language classrooms. In addition to the TV series and
movies mentioned by the teachers, Baker (2011) also suggests the inclusion of
radio, newspapers, and magazines and Moeller and Faltin Osborn (2014) also
acknowledge that authentic language resources such as podcasts, videos, films, and
images can serve the task and activities to enhance IC of language learners.
According to Robatjazi (2008), not only learners are motivated thanks to the
authentic materials but also teachers are provoked to better deal with the target
language culture they are teaching. Besides, students can start to unveil the cultural
values expressed via by studying proverbs (Hiller, 2010).

Moeller and Faltin Osborn (2014) believed in the benefit of authentic texts as they

provide the opportunity to contact with other cultures and analyze the evidence of

the culture in its real and lively form. As Baker (2011) indicated literature was also
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used for the purpose of developing students’ cultural understanding. English
language teacher participants in the study also believed that literary texts such as
novels, and stories might contribute to intercultural learning. However, it should
also be considered that a literary piece can be an invaluable tool as long as it is
analyzed appropriately. Therefore, it might require a dialogical approach where the
learners decode the perspective of the authors (Marczak, 2013). Singh, et al. (2017)
also reported that intercultural reading program in which students read four short
stories and then discussed them in the classroom environment contributed to

students’ improvement of their intercultural level. Even students’ own stories can

Teachers’ and students’ sharing of their experiences in the classroom was also
recommended by the teachers as a very simple method for enhancing learners’ IC.
Baker (2011) also believed that teachers’ own experiences of other cultures can be
used as content for language classroom or specifically even as a discussion topic.
Not only teachers’ experiences but also students’ experiences can also contribute to
such an intercultural language learning environment. Students might share their
experiences of intercultural communication and reflect on these and discuss what
went right or wrong and how they felt about that. In OECD (2016), ‘Story Circle’
approach, which has been used in a variety of classrooms all around the world, was
suggested to allow students to practice intercultural components such as respect,
cultural self-awareness and empathy. In this approach students work in groups, and
share their experience based on a prompt provided by the teacher such as ‘Tell us
about your first meeting with someone from another culture.” Later, in a “flash
back” activity, students take turns and share the most memorable point from each
story (OECD, 2016).

Assigning students some tasks such as searching and presenting cultural
information was also one of the techniques proposed by the participant EFL
teachers. Suggested cultural content included search about footballers, authors,
scientists, national and religious festivals, and cities abroad. As Marczak (2013)

emphasized learners should experience an active engagement in exploring
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intercultural elements so that they can discover thought patterns and perspectives

or others in addition to their referential schemata.

To conclude, as it was also suggested in the literature section of this study, Beltran-
Palanques’s (2014) instructional approach which consists of five stages (i.e. getting
started, exploring and reflecting, observing, interacting and receiving feedback)
might help English language teachers to develop learners’ IC in Turkish context. In
the first phase, culture, intercultural competence and role of intercultural speaker in
the society can be discussed. Students’ reflections on their own culture and the
target can be promoted in the second phase. In the third phase, authentic texts and
audiovisuals can be used for learners to observe what is discussed in the second
phase. Both synchronous and asynchronous modes via online tools can be used to
provide learners with communication with linguistically and culturally different
people in the fourth stage. The final stage, feedback session, can be realized
through collaboration between learners and teacher in view of the outcomes such
as attitudes, knowledge and skills in regard to IC.

5.3 Discussion In Relation To Research Question 3: What kind of an in-service
training course/ module do EFL teachers in Turkey suggest to support
language teachers in terms of developing their intercultural competence and

knowledge and skills to teach intercultural competence in EFL classes?

5.3.1 Turkish EFL Teachers Previous IC Training Experiences

In order to reveal teachers’ perception and needs regarding an in-service training
program related to intercultural competence, teachers were primarily inquired

about their previous experiences and how effective they considered them.

Out of thirty teachers, six of the teachers expressed that they did not have any
courses regarding IC or cultural aspects of language teaching. Sixteen of them
indicated that they did not get a specific course named as intercultural competence

or cultural aspects of language teaching, but they thought that these topics were
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covered in other courses. Some of these courses were English Language and
Literature, American Culture and Literature, Language and Culture,

Sociolinguistics, Language Transfer, Language Acquisition and Bilingualism.

Even though colleges and universities provide an array of opportunities for the
students to engage in intercultural learning, ‘there are no specific guidelines on the
incorporation of intercultural components into particular courses’ (Marczak, 2013,
p.80). Kacar’s (2019) thesis study also demonstrated that pre-service English
teachers did not have sufficient knowledge and competence to convey intercultural
skills to their prospective learners. As Demircioglu and Cakir (2015) elucidates,
there is not sufficient formal education about intercultural language teaching in
universities. Thus, both components of intercultural competence and how to
facilitate intercultural language teaching need to be emphasized more in the
Departments of Foreign Language Education. Demircioglu and Cakir (2015) also
indicated that the guidance for intercultural competence teaching was also very
limited for both pre-service and practicing teachers. Therefore, they suggested that
how specific components of IC can be promoted in language instruction should be

examined and emphasized in in-service education.

However, the method of training should not be like imposing a pre-determined
program for the teachers. Their needs, their concerns about what is to be provided
in such training should be considered before they were asked to attend a program.
Therefore, this study aimed to reveal teachers’ needs, perspectives and
recommendations regarding a possible ICTP. The proposal the components of
which were provided by the participant EFL teachers can be examined in the

following sections.

5.3.2 EFL Teachers’ Suggestions for the Possible ICTP

The mission of language teachers is more crucial than ever and it should not be
restricted to assisting students to acquire linguistic and communicative

competence. Foreign language teaching curriculum is required to expand its scope
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not only by including intercultural competence but also making it one of the main
goals of the language classes (Furstenberg, 2010). Moreover, EFL teachers should
revise their techniques for teaching language and culture if the aim is to have
interculturally competent speakers of the language (Moeller & Nugent, 2014). To
reiterate, teachers should be able to help their learners to handle intercultural
differences and situations (Mirzaei & Forouzandeh 2013). Therefore, ‘teachers
need to be better guided and supported in order to introduce intercultural topics in
their classrooms’ (Gobel & Helmke, 2010, p. 1580). There is a need for the
‘integration of intercultural elements and cross-cultural awareness into teacher

education programs and teacher training courses’ (Gong, Hui & Lai, 2018, p.230).

Teachers participating in this phenomenological study were asked to provide their
suggestions regarding the content, duration, evaluation of the ICTP. They were
also probed into the approach, techniques, methods and materials that can be used
in this ICTP.

5.3.2.1 Content

Bennett (2015) defines intercultural competence training as the design,
development, and delivery of the programme which promotes the knowledge,
skills, and attitudes of individuals interacting across cultures. Bayar (2014) claims
that teachers are the agents who participate in these PD activities and they are
liable for turning the knowledge into effective classroom teaching. Therefore, as
Saphiere (2015) suggested, an effective intercultural training is based on a theory
and research in addition to the needs analysis provided through data. One of the
purposes of this study was to identify the needs of the EFL teachers in terms of

developing their and their learners’ intercultural skills.

As Kappler Mikk (2015) indicated, in an intercultural training ‘learning outcomes
are frequently divided into cognitive (knowledge acquisition), affective (emotional
responses, e.g., empathy), and behavioral (skill development) (p. 815). To reiterate,

the results of this particular study also revealed that the content should include
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awareness and knowledge about target and different cultures, cultural similarities
and differences, IC teaching skills and development of positive attitudes such as
respect, empathy, openness and curiosity even though the last components were
referred by very few teachers during the interviews.

Bennett (2015) differentiated between culture-specific and culture-general training.
Whereas the former refers to the study of culture of a specific culture, the latter
primarily focuses on describing cultural similarities and differences that are
applicable in various cultures, which fosters competence in any culture. In this
study, some teachers referred to target culture knowledge while some mentioned
the cultures of others in general. Intercultural trainers must be adept at sharing
culture-specific information, tendencies, and guidelines and they should also be
good at demonstrating the importance of culture, without exaggerating differences

or stereotyping (Saphiere, 2015).

With regard to the knowledge component, Marczak (2013) asserted that an
intercultural training requires the analysis of traits of social groups in terms of
differences in age, ethnicity, class, region. Marczak (2013) also indicated that
teachers need to have opportunities to encounter otherness via the comparative
texts or media analysis. ‘Since proverbs are often inaccessible to outsiders because
typically they are handed down in families from one generation to the next, a unit
of study on proverbs would provide a way to explore the attitudes of those from
another culture’ (Moeller & Nugent, 2014, p.11). In this study, teachers mainly
emphasized the need to know about other cultures in terms of their education
system, lifestyles festivals, literature, clothing, cuisines, history, national anthem,
popular music, traffic system, films, movies, cartoons, greetings, idioms,
proverbs, wise sayings, target country, body language, and to do /not to do lists in

different cultures.

English language teachers in the study also believed that intercultural contact is
necessary to develop their own intercultural skills. Gébel and Helmke (2010) also

found a positive relationship between teachers’ cultural contact and the quality of
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intercultural teaching in language classes. Even the topics chosen for an
intercultural course was different from the topics chosen in the courses led by
teachers who had less cultural contact experience. Teachers who had higher level
of cultural contact were more likely to integrate intercultural issues explicitly by

providing information on tangible cultural topics (p.1577).

A unique chance for teachers to enhance intercultural competence and teaching
philosophies is provided via intercultural immersion experiences in study abroad
programs in universities (He, Lundgren, & Pynes, 2017). Yet, there are many EFL
teachers who did not have any study abroad experience in Turkey. As can be seen
in the demographics of the participants of pre-survey conducted at the beginning of
the study, almost half of the teachers did not have any overseas experience.
Therefore, during the interviews some teachers suggested that a part of this training
might include an overseas experience. There were even teachers suggesting that
this program might be implemented abroad or participants of this training can be
sent abroad as a reward at the end of the training.

On the other hand, ‘the overseas experience itself is not sufficient in preparing
teachers to take advantage of the cross-cultural learning opportunity’ (He et al.,
2017, 155). PD programs should organize meaningful activities that teachers can
take with them into their language classrooms, thereby getting the best benefit out
of such an overseas experience. For instance, as Fowler and Blohm (2014)
suggested, such immersion programs might require field trips and visits such as
going to restraints, grocery stores or some ethnic neighbors to explore. Teachers
might even be asked to have some interviews with the public and collect anything
that they can use as a resource in the classroom. These would definitely contribute
to a training implemented abroad. Otherwise, implementing exactly the same
seminar that can take place in Turkey abroad would not contribute to the teachers

more.

Another significant finding in relation to the content of the suggested training
program was that teachers emphasized the need to have some IC teaching skills
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related to intercultural issues. These skills ranged from what to do with the foreign
students in the classroom (i.e. how to behave, and communicate with them, how to
adapt them to the new environment) to what kind of materials and tasks can be
used to promote IC in the language classrooms. This should definitely be a part of
the intercultural training which targets language teachers because teachers who
were given more specific directives on intercultural teaching focused on
comparison of cultures, subjective culture and they exploited learners’ experiences
and ideas in the lessons more than the teachers who were only provided with
general directives (Gobel & Helmke, 2010).

5.3.2.2 Method, Techniques, Activities and Materials

When teachers were asked about the approach and methodology of a possible
ICTP, majority of the teachers emphasized the significance of having a workshop
style where experiential learning occurs. Lectures might be useful to introduce
new issues, and illustrate models or clarify points (Fowler, & Blohm). However,
participant EFL teachers explicitly indicated their indisposition towards lectures
where teachers present the components through the reading of slides in a big hall.
This concern was also raised in Bayar’s (2014) study and in Korkmazgil’s (2015)
dissertation. Bayar (2014) revealed teachers’ complaint regarding the lack of active
engagement during the professional development activities provided to them.
Kokmazgil (2015) had a study with the EFL teachers in Turkey and she also found
out that teachers were not happy with the in-service trainings as they found them
impractical, unrealistic and completely unfruitful. Consequently, she suggested

reflective tasks that might require higher order thinking rather than the lectures.

It is also urgent that intercultural training be developed and implemented in such a

way that the teachers are able to comprehend and relate key learning points to the

context of their lives and profession (Bennett, 2015). Borg (2003) also put

emphasis on connecting classroom practices to teachers’ cognition because the

goal of teacher cognition is to develop an understanding of “teachers’ professional

actions, not what or how they think in isolation of what they do” Kelly (2012)
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advocates that ‘having an intercultural module can be effective if it is integrated in
language teacher education programme and connected in practical ways to the

trainees’ experience of language teaching and learning’ (p.418).

Participant EFL teachers suggested an intercultural contact as a method of
training just as they considered it as a component of content of the program. As a
technique, they recommended that people who are either native speakers of
English or people who are non-native speakers Turkish can be brought into the
training program so that intercultural learning can be realized. Some other teachers
also suggested more feasible ways to connect teachers with the foreigners such as
online chats. This intercultural contact would definitely give an opportunity to the
English language teachers to discover some new mindsets, thought patterns, and
raise their own critical cultural awareness about different cultures. In addition, they
might develop positive attitudes towards both target and the other cultures, analyze
their partners’ negotiation of meaning and have something to talk about with their

students, which eventually would contribute to their own intercultural skills.

Bennett (2015) also suggests that training which does not stimulate or engage
teachers during the process will not reach its outcomes. Participant EFL teachers in
this study even put forward that the activities and the materials that they can make
use of in the classroom can be applied to them in the training. Teachers are the
ones who will provide a model as an intercultural speaker for their learners.
Therefore, they also need to be aware of how to become an intercultural speaker
(Elena, 2014). Therefore, as suggested by the teachers in the study, during the
training the implementation of the tasks that the teachers might use in their classes
might contribute the teachers a lot in terms of illustrating them the procedure of the
tasks, as well. According to Bennett (2015) these experiential learning activities
might include paper-based or online inventories, role plays, and critical incidents

which were also indicated by the EFL teacher participants during the interviews.

Role plays might be implemented in various ways during the training. Teachers
might either assume the role of a student and practice how to be the new foreign
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student in the classroom or the interlocutor, either a teacher or a student who
welcomes a new student in the classroom. Role plays might also be used to
illustrate a miscommunication between two speakers who do not know each
other’s native language and try to communicate in English. That would help
teachers to discover how they can implement such practices step by step during
their own teaching. However, as Fowler and Blohm (2014) proposed, in role plays,
selected situation should be appropriate or critical to the trainees’ profession. The
trainer’s style is also impactful in the case of role plays. If the trainer is supportive
and constructive, the process might run more smoothly whereas if the trainer
believes that an intercultural training should be harsh for the real life world

relevance; a simple role play can end up with frustration (Fowler & Blohm, 2014).

Critical incidents or critical cases analyses were also suggested by the EFL
teachers in the study. Critical incidents are defined as ‘brief descriptions of
situations in which there is a problem of cross-cultural adaptation or
misunderstanding, problem or conflict arising from cultural differences between
interacting parties. They may involve situations to be resolved or decisions to be
evaluated and analyzed by the learner.’(Fowler, & Blohm, 2014, p.58). Critical
incidents both reveal the differences between cultures and fosters the exploration
of the reasons of the similarities and differences (Sercu, 1998 as cited in Marczak
2013)

Teachers also recommended having some tasks where they search for cultural
information and present it to the others. Some of the teachers called this activity as
‘culture stations’ where a different country or society is handled. However, if the
training is culture-specific, then different elements of the same culture can be
studied in each station and participant teachers might walk around and see what the
others have created or organized just in like poster presentations. Thereby,
teachers might be offered an opportunity to explore other cultures through internet
search or sharing of their own experiences with the group members and then

present what they have compiled with others.
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When materials that might be utilized in ICTP were considered, teachers suggested
online platforms such as Skype, Cambly for teachers’ interaction with others and
Kahoot activity to increase teachers’ motivation. Authentic materials, literary
pieces and audio visual materials were also recommended by the EFL teachers.
Some teachers elucidated that movies which represent culture and intercultural
communication can be exploited. Fowler and Blohm (2014) also declared that film
segments might motivate teachers besides offering scenarios for cultural analysis
and video clips on other cultures, their decision making process, and public space
might also help (p.53-54). Articles for the background discussion, journals and
newspapers, anecdotes and daily dialogues were also some of the materials

introcuced by the teachers.

To summarize, the results evinced that EFL teacher participants did not favor
lectures and they were enthusiastic to have training which adopts a workshop style
and includes some experiential tasks that they can benefit for their own language
classrooms. They also suggested the use of online platforms or bringing foreign
people in the training so that teachers can also experience this intercultural
communication, thereby encountering otherness. The evidence of need for training
sessions based on practice rather theory was also explored in previous studies in
Turkish context. Any training that aims intercultural learning and teaching might
consider these suggestions in the planning and implementation of the training

module.

5.3.2.3 Duration

Acquiring new skills and knowledge, and practicing things that are new to teachers
necessitate both time and effort (Guskey, 2002). Therefore, an extended process of
reflection is needed for a more impactful professional development for language
teachers rather than a short term training solely presenting cultural information
(Liddicoat et al., 2003). As Kappler and Mikk (2015) indicated development of
intercultural competence is a lifelong process, and a 1-hour workshop and even
semester-long classes might be quite limited.
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The duration for the possible training program to develop teachers’ IC and
teaching skills to develop IC of their language learners was asked to the teachers in
the study, as well. To reiterate, the majority of the teachers thought that it would be
more appropriate to have a long term program rather than a short term one. The
shortest duration suggested was for three days and the longest one was for a year.
Teachers generally favored one-to-two week period for the training. Bayar (2004)
also found out that Turkish teachers thought PD activities were mainly short-term
oriented and they lacked the impact on teachers’ teaching skills. Therefore,
participants’ expectations and the outcomes of the training should be given priority

during the decision for timing.

5.3.2.4 Delivery

According to Fowler and Blohm (2014) computers are excellent tools to provide
required information. However, if the aim is to develop sensitivity, and
intercultural effectiveness, and establish intercultural relationships, computer is not
a good option, so coaching or face-to-face training is needed (Fowler, & Blohm).
Martin and Meares (2015) also believe that online discussion boards cannot fully
facilitate intercultural learning as this might require face-to-face interaction.
However, they also advocate that online classrooms can foster development of
attitudes and awareness as each participant would be required to participate and

interact with others.

When teachers were asked how the training should be delivered and were provided
with options such as face to face, online or blended, slightly over the half of the
participants favored blended programs, while almost half of them preferred face-
to-face programs. It can be concluded that teachers believe in the necessity of
having face-to-face interactions rather than the use of purely online platforms.
Fowler and Blohm (2014) define blended learning as the incorporation of both
computer-based and face-to-face learning. E-groups, web conferences and
discussion boards were some current technologies exploited in the blended
learning programs.
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To sum up, prospective ICTP might have both online and face to face components
based on the aims of the training and nature of the tasks that were planned to be
integrated in the program. Therefore, as it was aforementioned, designing a
blended program for intercultural competence training might contribute to teachers

and ease their job more.
5.3.2.5 Evaluation

Fowler and Blohm (2014) acknowledged that it might be impossible to assess
attitude changes in a short period as it might require observation of behaviors,
approach o critical events and relationships over a sustained period of time and this
might make it hard to evaluate the effectiveness of the program at the end of it. If
new practices are desired to be maintained and alterations in teachers’ views and
practices are aimed to last longer, the participants of the training might need
regular feedback on the impacts of their efforts (Guskey, 2002, p.387).

For the evaluation of the prospective program teachers suggested both formative
and summative assessment tools such as tests, questionnaires, interviews and
observations. They believed that not only teachers’ opinions but also students’
perceptions of about the effect of training on teachers’ teaching should be
explored. As Easton (2018) believed, looking at student growth and achievement
might even be considered to identify teachers’ change in the way s/he practices

intercultural learning and teaching.

Pre-tests and post tests can be conducted to assess the cultural knowledge and
awareness, and the questionnaires, and interviews might be conducted to explore
teachers’ and students’ perceptions regarding the effectiveness of the program. As
Guskey (2002) suggested attitudes and belief changes might occur when the
teachers see the effectiveness of the training after they implement what they have
learned in the classroom. Therefore, even such attitude questionnaires might be
implemented after teachers have time to apply what they have learned in their

classrooms. Regular observation can also be conducted to see the overall
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effectiveness of the training program in the long term only if this is preferred by
the participant teachers. However, as it was also suggested by EFL teacher
participants ongoing assessment might also be considered and some tasks similar
to the ones to be implemented in the training can serve as assessment tools during

the training as well.

5.3.2.6 Reward

Considering the aim and benefits of an intercultural competence training program,
it might be the reward itself to participate in such a program, which was also
indicated by some of the EFL teacher participants in the study. Yet, some extrinsic
incentives might also contribute to the desire of attending such PD activities.
Therefore, teachers were asked what kinds of rewards they would expect for their

attendance to such a training program.

Almost half of the teachers expressed that payment should not be done to the
participants. Six of the teachers thought that teachers might be sent abroad for a
short visit or a project as a reward for attending such a training program. Four of
them considered promoting teachers or increasing their seniority in the profession
as a good reward. Some other teachers also recommended that something can be
done to have an effect on the teachers’ salary in the long run. These might include
an increase in their seniority or extra payment such as having extra contact hours.
On the other hand, there were four teachers who believed that reward was not
necessary for such a training program as teachers acquired new knowledge and

expertise in that topic.

To sum up, if the training program serves the needs of the teachers and offers
practical insight in relation to intercultural learning and teaching, even attendants
may be ready to pay money to attend such a training as it was also mentioned one
of the participants in the study. The quality of the content, methodology and the
trainer of the program in addition to the timing of such training programs are

critical components to consider.
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5.3.2.7 Possible Benefits and Desire to Participate in the Program

Guskey (2002) advocates that teachers’ desire to be a part of professional
development is that they believe such an activity will contribute to their growth,
knowledge and skills and enhance their teaching and impact students’ learning.
One of the findings of this was that teachers had faith in the benefits of suggested
training. They thought that such training can contribute to not only language
teaching with the supply of examples, techniques, materials but also teachers’

knowledge, viewpoints, and intercultural interactions.

Ngai and Janusch’s (2015) case study with 25 Korean teachers also revealed such
benefits. Teachers acquired the awareness regarding how the ways that English is
used affect the intercultural communication. Moreover, teachers had some plans to
utilize authentic materials like such as magazines, stories, and videos when they
return to their hometowns. They also believed that they would depend on their own
cross-cultural awareness acquired via this overseas training to lead their students to
decode cultural meaning on language use. Gen¢ and Bada (2005) also indicated
the benefits of a culture course for the pre-service teachers such as raising cultural
awareness of the student teachers, improving their language skills, and altering
their attitudes towards target language people, and contribution to the their
teaching profession. Bektas-Cetinkaya’s (2014) cultural program also contributed
to students’ cultural knowledge, intercultural skills, and intercultural awareness

even though their attitudes did not change significantly from pre-test to post-test.

EFL participant teachers also referred to the need to attend intercultural
competence training as they felt inadequate in terms of contributing to their
students’ IC development. One of them even indicated that she realized this
insufficiency in her practices through this interview. Some other teachers indicated
their openness to any kinds of professional development in order to acquire various

new points of views, exchange ideas with others and learn from them.
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All in all, perceived benefits of such intercultural competence training such as
contribution to personal and professional development, and acquisition of different
points of views, teaching approaches, techniques, and resources led to the desire to
attend this type of a training program.

5.3.2.8 Challenges and solutions to the problems

When teachers were consulted about the possible problems and challenges
regarding an intercultural training program, the biggest challenge predicted by the
teachers was time. They were concerned about not having sufficient time to attend
the program and they knew that they had already a busy schedule because of their
courses and private lives. They considered many options such as having the
training during the school time and after the school time and they had concerns for
both. Moreover, they were also hesitant regarding the venue and content of the
program as they were not willing to have theoretical training but rather prefer

innovative and practical content.

Therefore, in the design of in-service training programs, some practical issues such
as time, and workload of the teachers should also be considered as it was also
suggested by Korkmazgil (2015). If the precautions were taken earlier, then the in-
service program might be implemented smoothly. If anything that might
demotivate teachers was underestimated and ignored in the design of a program,
the program might not be impactful as it was desired. In other words, some
concerns might seem trivial initially before they are experienced, but when
encountered suddenly, urgent attention might not be given because of the
complexity of the situations at that moment. Therefore, the solutions suggested by
the participant EFL teachers should be considered.

With regard to the timing of the training, some of the teachers suggested that it can
be conducted during the seminar time as they do not use their off time at that
period and they spent the time at school unproductively. That would really make

sense as teachers are already supposed to be at school to develop themselves
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professionally, therefore such a program might be arranged at that time. Some
other teachers also suggested having such training either in 15-day semester
holiday or during summer holiday. However, that might create some other
problems because teachers may aspire to spend their holiday time with their
families and they might need a real long break after the long hours of teaching
during the semester. Some teachers also considered that the training might be
implemented after school, but they also referred to some other possible problems
such as feeling of fatigue, need for taking children from school and a low

concentration and motivation because of such concerns.

When teachers were asked what kinds of support they need for the training, some
of the teachers mentioned the qualifications and attitudes of the trainers. They
thought that a tolerant and open-minded trainer might help during the process. In
relation to the quality of the teachers, Korkmazgil (2015) also suggested that
trainers need to be experts in the field instead of hiring other teachers working at
public schools (p.180). This was also mentioned one of the participants in the study
when she complaint about the cascade system and the ineffectiveness of the
trainers’ transmission of their knowledge and skills when they turned back to their
own contexts. Participant English language teachers also indicated their desire to
be able to reach the trainer and get assistance from him/her when they need even
after the program had ended. Korkmazgil (2015) also referred to a similar concern
regarding the lack of follow-up activities in Turkish context. Therefore, ongoing
follow-up and relentless support are necessary (Guskey, 2002). As a result, these
should also be taken into account when the trainers are selected. Furthermore,
some follow-up activities, projects and reflections should be offered at the end of

the training programs.

As Easton (2008) also elucidates, professional development programs are generally
implemented in central places. A very similar concern was referred by the EFL
teacher participants regarding the venue of the training in the study. They thought
that transportation or leaving the hometown might be problematic during the
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training for them. Therefore, they proposed that there might be some safe facilities
such as kindergarten where they can leave their children. On the other hand, Easton
(2008) suggests that even teachers might be gathered in central places at intervals,
the mentoring, observation and coaching might be realized within the schools in

teachers’ hometowns.

All things were considered, the content of the program should also be innovative
and practical apart from meeting the needs of the teachers in relation to
intercultural language teaching. In order to avoid a dull and ineffective training, the
recommendations that are provided by the EFL participants in the content and
methods and activities sections should be considered.

5.3.3 Data Driven Suggested Sample IC Training Model and the Module

When English language teachers’ perceptions, practices and recommendations in
the previous sections were considered, the necessary components were identified
and the model for the intercultural competence program was compiled as it can be

examined in Figure 19.

The program itself has also been presented in Table 33 with the details regarding
the objectives, content, tasks and activities, suggested materials and assessment
tools. For the details and descriptions of the activities suggested in the program,
Appendix M can be examined.
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Table 33. Suggested intercultural competence training module for state school EFL teachers

SUGGESTED INTERCULTURAL COMPETENCE IN-SERVICE TRAINING MODULE

Aim : To increase EFL teachers’ awareness and competence in promoting intercultural competence (IC) of EFL learners

Sessions Objectives Content Methods & Suggested Assessment Rationale based
Techniques Materials on need analysis
1 To make teachers | Definition of IC | -Assigning articles | -Articles on ELF | -Kahoot game | -Teachers’ need to
aware of IC term, | in ELF context online & EIL and (questions that | be aware of
(2 hours) | intertwinement of | The -Providing article | intercultural are related to | intercultural
Blended | culture and inseparability of | review and competence definition, competence
language, and EIL | culture and reflection (Byram, Bennet, terminology (check suggested
language questions Deardorff etc.) and the content, methods,
ELF concept and | -In-class group -Reflection sheet | authors) techniques and
IC components | discussions In class materials for ICTP)
-Debriefing
2 To broaden Exploration of -Group work -Teachers’ mobile | -Peer -Teachers’ lack of
teachers’ other cultures -Culture stations phones for assessment knowledge about
(6 hours) | knowledge and (cuisine, activity research Teachers’ the target and other
Face-to- | awareness about traditions, -Teachers’ evaluation of | cultures (check the
face other cultures festivals, presentations/ each other’s rationale
education, life posters projects forteachers’ not
styles) -Rubrics for peer | - Debriefing | Peing interculturally
assessment competent, the

challenges of
teaching IC)
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Table 33. Suggested intercultural competence training module for state school EFL teachers (Continued)

Non-verbal -assigning (Berglund, 2015 in | -Kahoot game
communication in | readings J.M. (world
various cultures -Group work Bennett,2015) knowledge
(face expressions, | -presentations questions
body language, about different
personal space cultures
etc.) - Debriefing
Speech acts in -Group work Austin (1962)
various cultures Searle (1979)
(directness-
indirectness)
Proverbs -Group
(How do proverbs | discussions
reflect culture?) -Jigsaw activity
3 To enable teachers | -The concept of -Assigning -Brown and Teachers’ desire to
to compare their face articles online Levinson (1987) -Debriefing prevent breakdown
(2 hours) | own culture with -Hofstede (2000) in communication
other cultures -National -The Peace Corps -teachers’
Blended dimensions -Comparison and | Cross-Cultural insufficient
(individualism, contrast activities | Workbook (e.g. competence,
collectivism, p.44,46,47) sensitivity to have
femininity -Concept -Moeller & Faltin comparisons of
masculinity etc.) investigation Osborn, 2014, p. other cultures.
-Values in other | (group work) 678, jigsaw (check
cultures activity characteristics of IC

-Jigsaw activity

teacher ,and
suggested content)




[4%4

Table 33. Suggested intercultural competence training module for state school EFL teachers (Continued)

4 To enable teachers | -Sharing of -Inner circle- -Some questions -Reflection Teachers’ desire
deal with intercultural outer circle related to the task for the knowledge
(4 hours) | intercultural experiences activity intercultural on both and skills to
Face-to- | conflicts and experiences of the | teachers’ own | manage foreign
face manage the teacher for circle | experiences students in the
classrooms with activity and colleagues | classroom (check
students from experiences suggested content
diverse -Critical case -Group -Critical cases -Role plays for ICTP)
backgrounds analysis discussions worksheets ( -Peer
-Role plays Nugent & assessment
-Teachers’ Catalano, 2015,
creation of new p.25)
cases -role play task
(e.0.
Deller & Stahl,
2015, p.16)
-Rubrics to
evaluate peers
5 To make teachers | -Teachers’ -Group -Critical questions | -Teachers’ Teachers’ need to
(1 hour) | aware of their practices in the discussions worksheet feedback on share their
Face-to- | intercultural classroom the session practices and
face teaching desire to learn

experiences

from others
(Check benefits of
suggested ICTP, the
reasons for the
desire to attend the
training)
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Table 33. Suggested intercultural competence training module for state school EFL teachers (Continued)

6
(6 hours)

Blended

To enable teachers
integrate IC in
their lessons

-How to -Assigning readings | Baker (2011) -Peer- Teachers’ need for
integrate IC in | -Group discussions | Marczak (2013) assessment the knowledge and
the classrooms | -Presentations on the skills to integrate
selected five best IC in classrooms
techniques (check the methods,
techniques for the
training, rationale
for interculturally
incompetent EFL
teachers, challenges
of teaching IC,
benefits of
training,& desire to
attend training)
-Materials -Group discussions | -Sample course -Debriefing Teachers’ need for
evaluation in on what to look at in | books materials that can
terms of IC the evaluation -Sample checklists promote IC in
-Group work- for course book learners

evaluating sample
course books

evaluation

(check the rationale
for interculturally
incompetent EFL
teachers, challenges
of teaching IC,
benefits of
training,& desire to
attend the training)
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Table 33. Suggested intercultural competence training module for state school EFL teachers (Continued)

-Materials & -Computers -Peer-
activity -Pair work -Sample cultural | assessment
development materials and
activities
Lesson plan -Pair work -Sample lesson
evaluation and -Individual task plans (both good
development and bad samples)
—lesson plan
format
-Feedback form
for peers
Demo lesson Individual -Lesson plan Peer
Performance formats provided | assessment
-Rubrics to
evaluate peers
7 To enable teachers | -Introduction of Teachers’ Teachers’ need for
have an websites and -group -PPP written/spoken | an intercultural
(3 hours) | intercultural platforms where discussions -Online platforms | reports of their | contact (check
Blended | experience teachers can make | - trainer experience of suggested content

international
friends

presentation

making friends
and learning
about cultures
of others.

for ICTP, the
rationale for not
being an IC teacher,
and characteristics
of an IC teacher)
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Table 33. Suggested intercultural competence training module for state school EFL teachers (Continued)

-online interaction
with individuals
from other
cultures

- online chat

-computers or PC
tablets
-Skype

-sharing of
intercultural
experience session

-presentations of
teachers




CHAPTER 6

CONCLUSION

In this chapter, a brief summary of the whole study is provided and implications
for practicing teachers, trainers, and curriculum and material developers are also
reported. Finally, this chapter concludes with the limitations of the study and

recommendations for further research.

6.1 A Brief Summary of the Study

Globalization, migration, trade advances in transportation, and the information
communication technology led to the intertwinement of cultures at an alarming
rate. Equipping learners with both cultural and linguistic skills for successful
communication with people in diverse settings necessitates the development of
their intercultural competence (IC). Teachers’ cognition and their practices have a
vital role in the development of learners’ IC in an EFL setting. Thus, the aims of
this interpretative phenomenological study were to expose EFL teachers’
perceptions of IC, explore their teaching practices in relation to IC and develop a
training program/module in view of the teachers’ perceived needs in the
development of their learners’ IC. In view of these purposes, in-depth semi-
structured interviews were conducted with the EFL teachers. In addition, a survey
was carried out prior to interviews so as to access to interview participants and get
deeper insight into their background and working contexts. MAXQDA, as data
analysis instrument, was utilized and interpretative phenomenological analysis was
carried out. The results illustrated that teachers’ definition of IC was in line with
the suggested literature and their experiences and suggestions regarding how to
develop IC of learners had the potential to provide insight for language educators.

Teachers” recommendations for the possible training program were also
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meticulously analyzed and a training module for in-service EFL teachers was
designed based on these. This qualitative study might contribute to the relevant
literature in Turkish context in terms of revealing praxis of EFL teachers and
suggesting a tentative in-service training module based on Turkish EFL teachers’

needs.

6.2 Implications of the Study

This study uncovered EFL teachers’ perceptions, experiences, classroom practices
and challenges in the process of integrating intercultural competence in EFL
classrooms. Therefore, this study is a novel and significant step to identify the
needs of teachers in order to develop their learners’ IC as a result of globalization
of the world. There are implications for not only for teacher educators and in-
service trainers but also curriculum developers and materials designers for
language learning and teaching. These were listed in more detail in the following

sections.

6.2.1 Implications for Pre-service Education

Although the CEFR and the national curriculum emphasize the essentiality for
intercultural competence, it is generally in the discretion of teacher to teach or not

to teach it in the classroom. Therefore,

e the curriculum of Department of English Language Teaching in universities
should have and intercultural communicative course in order to develop
teachers who are both interculturally competent and able to teach or
transfer these skills to their students when they graduate. The content of
these courses might include the understanding of intercultural language
teaching, the rationale behind such an endeavor, and the ways and practical
implementations that might enable the pre-service teachers to apply them

during their in-service.
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the exchange programs should be supported more and a part of students’
internships can be arranged in another country so that these students can
encounter people from other cultures and develop their skills through
personal contact.

before and after the exchange programs or before and after the internship
abroad as stated earlier, short period courses should be offered in order to
support pre-service teachers’ intercultural experience and help them reflect
on what they acquired overseas and how they will benefit these experiences
when they become language teachers. Moreover, Cohen, Paige, Shievely,
Emert and Hoff”s (2005) techniques and materials such as Students’ Guide,
a pre-departure orientation and e-journaling with the researchers can also
be benefited as their study revealed positive impact of such intervention on
students’ language and culture development during study abroad

experience.

6.2.2 Implications for In-service Training

Context specific suggestions for further development of the in-service training in

MOoNE can be examined in the list below.

Teacher may not be forced to attend in-service training sessions if they do
not feel the need in these areas. They might be offered more options so that
they can choose among various workshops and training modules.

Teachers believed that the cascade system might not work very well. In
order to avoid such problems, in-house trainers might be trained in the long
term for the effectiveness of the trainings.

The methodology of the training programs in-service training can be
revised. More practical and experiential techniques and activities can be
exploited in the style of a workshop rather than having sessions where there

is a long theoretical presentation in a crowded hall.
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The assessment of in-service trainings at the end of the training can be
developed further with innovative and more effective ways instead of
having online tests where all the teachers respond to them together.

In the long term, the training programs designed for in-service teachers
might be evaluated with both formative and summative evaluation
techniques. Both questionnaires and interviews can be carried out to reveal
teachers” perceptions regarding the effectiveness of the programs.
Furthermore, the performance of the teachers can also be evaluated and
their real classrooms can be observed to identify the effect of the program

in the long term.

6.2.3 Implications and Suggestions for Curriculum and Materials Developers

As the present study unveiled some concerns regarding the inadequacy of the

materials in MoNE and teachers’ lack of time for preparation, some suggestions

were provided in the list below.

A material office in which teachers who volunteer for the development of
materials can work together might be designed in MoNE. These teachers
may be trained further to create supplementary materials to the course
books. These supplementary materials may be shared with the teachers via
online systems like EBA so that they can easily reach these sources.

Both course books and supplementary books can be evaluated in terms of
integration of intercultural issues. If need arises, it can be revised with the
addition of home, target and other cultures in order to provide learners with
an international perspective.

Coursebooks or supplementary materials may not only include some
information about the target or other cultures, there might also be some
activities where teachers and learners discuss the importance of respect for
other cultures, tolerance and empathy towards other cultures and avoidance
of stereotypes, and marginalization if our aim is to raise ‘the awareness of

universal, national, moral, humane and cultural values and ethics as well as
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the competence in both oral and written communication skills’ (9th-12th
Grades English Curriculum, MoNE, 2018, p. 9).

Upon teachers’ complaints about the ineffectiveness of the Dynet
application, the validity of the online programs created for language
students and teachers can be checked. That is, whether they actually match

the objectives of the curriculum or not examined.

6.3 Limitations of the Study

Just as this thesis reveals some limitations in the teaching of intercultural skills and

teachers’ concerns in relation to intercultural language teaching, the study has its

own limitations and the researcher has some concerns about the study, as well.

Some of these restrictions are listed below.

The study is limited as it only focused on the middle and high school
teachers working in state schools in Turkey. The study is also limited to
only 30 teachers; therefore, the results of the study cannot be generalized to
the whole population.

With respect to the design of the study, interviewing technique was central
to the this particular phenomenological study as it was recommended in the
literature (Creswell, 2013). Nonetheless, this might have also restricted the
study in terms of revealing the essence of their experiences because the
experiences, needs, challenges that teachers indicated that they had gone
through were all based solely on their perceptions. This is an issue that
should be taken into consideration when interpreting the study.

The study is restricted as teachers expressed a variety of experiences
regarding intercultural competence and these variances might also stem
from their previous teaching contexts or educational backgrounds even
though they were all teaching in the stated schools in Turkey at that
moment. Nonetheless, having diverse experiences of teachers in this
particular study also contributed to the study and the researchers’

understanding of IC phenomenon. Yet, it might have been better to keep

220



the variables at minimum for a qualitative study, especially in the design of
a phenomenology.

e The analysis of the study was carried out from a holistic point of view
considering a group of teachers with foreign experience of less than six
months and no separate analysis was made according to variables such as

age and teaching experience.

6.4 Suggestions for Further Research

As it was already stated in the previous section, the study was restricted and there
were components that might be developed further. Therefore, recommendations for

the further studies were listed below.

e More research can be conducted to validate the findings of the study. Most
of the studies in the literature were based on quantitative instruments such
as surveys; therefore, more qualitative oriented studies similar to this
research can be conducted in various contexts and the studies can be
supported with observations in order to reveal deeper understanding of the
contextual factors as well.

e Case studies might also be conducted to discover IC practices in private
institutions. This might bring a totally different perspective on what is done
to improve learners’ IC in the classroom or outside the classroom and what
can be done further to develop learners’ IC.

e The impact of the suggested training program on teachers’ inclusion of
intercultural skills in their own classroom can be explored by applying the
proposed curriculum in different contexts.

e Comparative studies might be conducted on the perceptions and
intercultural practices of novice and veteran English language teachers as
their practices and view regarding IC might also vary.

e Comparative studies can be carried out to investigate the practices of

intercultural language learning and teaching in different regions of Turkey
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as this study implied certain variation between the perceptions of teachers
who work in different regions.

Teachers’ cultural backgrounds and the languages they speak might also
have an effect on the teachers’ perceptions and practices of intercultural
language learning and teaching, so this might also be inquired in further

studies.
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APPENDICES

APPENDIX A: DEMOGRAPHICS OF THE INTERVIEW PARTICIPANTS
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20- | F| . 2 o MA in-
5 24 High Agn T&I progress | -
6 32' Flhigh |3 |Erzuum |ELT |BA - -
25- Primary | 4 MA in-
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. 1. Montenegro less
8 ;g M| High 8 | Kocaeli ELT P:]oDrlens_s 2. Serbia than 1
prog 3. Macedonia month
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5.  Montenegro
1. France
25- | F . 6 : 2. Belgium less
10 Middle Istanbul ELT |BA ' than 1
29 3. Holland
month
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. . . less
11 | 35 | F|Primary 113 | A pkara Lingu | PhD in- |, England than 1
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month
. 1. England, less
12 gg M| High |8 | Afyon ELT NII‘?:’Z;S 2. ltaly than 1
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13 gg Flhigh |14 | Ankara ELT |BA - -
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less

14 | 2> Middle | | Bursa ELT |BA 1. ltaly than 1
29 2. Prague
month
1. Germany less
15 30- Middle 12 | Kahraman- ELT | BA 2. Frange than 1
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26 Middle Istanbul ELT BA ' . than 1
34 3. Serbia month
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25- Primary | 5 ; MA in- 1. ltaly, less
27 29 Middle Istanbul ELT progress | 2. France than 1
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3. Spain month
4. Romania
5. Macedonia
1. ltaly less
28 | 30 | Flpigh |12 | Kahraman o oo pn 2. England than 1
34 maras .
3. Spain month
4-6
months
. 1. Spain 1)
Primary
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APPENDIX B: SEMI-STRUCTURED INTERVIEW QUESTIONS
(ENGLISH)

1. Could you please define intercultural competence in relation to foreign language
learning and teaching?
2. What do you think are the characteristics of an interculturally competent foreign
language learner?
a) Do you think that your students are interculturally competent?
b) How do you understand that? Could you please provide some details or
examples from your daily teaching practices?
3. What do you think are the characteristics of an interculturally competent foreign
language teacher?
a) Do you think that you are interculturally competent? Why or why not?
b) How do you understand that you are interculturally competent or
incompetent?
4. What are your teaching experiences in relation to intercultural competence?
a) What are some critical experiences regarding the intercultural issues in class?
b) How difficult or easy is to promote foreign language learners’ intercultural
competence in EFL setting?
c) To what extent do you think you are able to promote intercultural competence
of your language learners?
d) How do you achieve that? / Why do you think you are unable to achieve that?
e) How do you know that their intercultural competence is developing? Do you
have any specific technique that helps you to discover that?
f) Are there any students whose native language is not Turkish?
e If yes, how do you think they approach to the similarities and differences
between Turkish culture and their own culture?
e How does having students from other cultures affect your language
teaching?
¢ If no, how would having students whose native language is not Turkish
would make a difference in your language teaching?
5. How do you think foreign language teachers can help learners to develop their

intercultural competence?
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a) Ingeneral? b) In the teaching of EFL?

Have you taken any course related to IC or cultural aspects of in Bachelors,

Masters or Doctorate Degree?

a. What were those courses and what is included in it?

b. How do you benefit from these courses when you consider your language
teaching now?

Have you ever been in a training program/workshop about intercultural

competence?

a) If yes, how was it? What were the components of the training program?

b) What kind of knowledge, skills or attitude did you gain from such an
experience?

c) What features of the training program did you find useful or useless? Why?

If a training program or module were designed to support foreign language

teachers in terms of developing their intercultural competence and knowledge and

skills to teach intercultural competence,

a) What kinds of knowledge, attitudes or skills should be integrated?

b) What kinds of approaches, methods and techniques should be used?

c) What kinds of tasks, activities and materials should be integrated?

d) What should be the time duration for the training?

e) How should it be delivered? Should it be face to face training, an online
module or a blended course? Why?

f) How should it be assessed?

g) What should be the reward at the end of the training? (Certification, payment,
etc.)

h) What might be the benefits of having such a training program for you as a
foreign language teacher?

i) What might be the challenges or difficulties of having such a training program
for you as a foreign language teacher?

j)  How would you deal with those challenges as a foreign language teacher?

k) What do you need to overcome such challenges? (What kind of a support do
you need?)

1) Would you like to attend such a training program? Why? Why not?
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APPENDIX C: SEMI-STRUCTURED INTERVIEW QUESTIONS

(TURKISH)

1. Kiiltiirlerarasi beceriyi yabanci dil 6grenimi ve dgretimi ile iligkili olarak

tanimlayabilir misiniz?

2. Sizce kiiltiirlerarasi yetkin bir yabanci dil 6grencisinin 6zellikleri nelerdir?

a)
b)

Sizce sizin d6grencileriniz kiiltiirleraras: yetkin mi?
Bunu nasil anliyorsunuz? Giinliik 6gretim uygulamalarinizdan detaylar ve

ornekler verebilir misiniz?

3. Sizce kiiltiirleraras1 yetkin bir yabanci dil 6gretmenin 6zellikleri nelerdir?

a)

b)

f)

Kiiltlirlerarasi yetkin oldugunuzu diisiiniiyor musunuz? Neden yetkin oldugunuzu

diisiiniiyorsunuz? Neden yetkin olmadiginizi diisiiniiyorsunuz?

Kiiltlirlerarasi beceri konusunda yetkin olup olmadiginizi nasil anliyorsunuz?

Kiiltiirlerarasi beceri ile alakali olarak 6gretmenlik deneyimleriniz nelerdir?

Sinif igerisinde kiiltiirleraras1 konular ile ilgili olarak yasadiginiz dnemli

buldugunuz deneyimleriniz nelerdir?

Yabanci dil olarak Ingilizce dgretilen ortamda dgrencilerin kiiltiirlerarasi

becerilerini gelistirmek sizce ne kadar kolay ya da zor?

Sizce dgrencilerinizin kiiltiirlerarast becerisini gelistirmesine ne kadar katki

saglayabiliyorsunuz?

Bunu nasil basariyorsunuz? Bunda neden basarisiz oluyorsunuz?

Onlarin kiiltiirlerarast becerilerinin gelistigini nasil biliyorsunuz? Bunu

kesfetmek i¢in herhangi belirgin bir tekniginiz var mi1?

Sinifinizda anadili Tiirk¢e olmayan 6grencileriniz var mi1?

e Varsa bu 6grencilerin Tiirk kiiltiirii ile kendi kiiltiirleri arasindaki
benzerliklere ve farkliliklara nasil yaklastigini diisiiniiyorsunuz?

e Varsa, sinifinizda farkl kiiltiirden 6grencilerin olmas1 dil 6gretiminizi nasil
etkiliyor?

e Yoksa eger sinifinizda anadili Tiirk¢ge olmayan 6grenciler olsaydi, bu durum

dil 6gretiminizde nasil bir farklilik yaratirdi?

5. Sizce yabanci dil 6gretmenleri 6grencilerin kiiltiirlerarasi becerilerini gelistirmelerine

nasil yardimci olabilir?
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a) Genel olarak?

b) Yabanci dil olarak ingilizce gretiminde?

Lisans, yiiksek lisans ve doktora egitiminizde kiiltiirlerarasi beceri ile ilgili ya da dil
Ogretiminin kiiltiirel yonleri ile alakali bir ders aldiniz mi1?

a. Bu ders/dersler nelerdi ve iceriginde neler vardi?

b. Bu derslerden simdi dil 6gretiminizi diisiindiigiiniizde nasil faydalaniyorsunuz?
Daha once kiiltiirlerarasi beceri ile ilgili olarak herhangi bir egitim programina ya da
calistaya katildiniz m1?

a) Eger katildiysaniz nasild1? Egitim programinin igeriginde neler vardi?

b) Bdyle bir deneyimden ne gibi bilgi beceri ve tutum elde ettiniz?

c) Egitim programinin hangi 6zelliklerini faydali ve faydasiz buldunuz? Neden?
Yabanci dil 6gretmenlerinin kendi kiiltiirlerarasi becerilerini ve kiiltiirlerarasi beceriyi
ogretmek i¢in bilgi ve becerilerini gelistirmesini destekleyecek bir egitim programi
ya da modiil dizayn edilse,

a) Ne gibi bilgi beceri ve tutum bu egitim programa dahil edilmeli?

b) Ne gibi yaklagim metot ve teknikler kullanilmali?

€) Ne gibi gorev, aktivite ve materyaller kullanilmali?

d) Egitim programinin siiresi ne olmali?

e) Egitim programi nasil verilmeli? (Yiiz yiize mi ¢evrimi¢i mi yoksa karma

sekilde mi?)

f) Egitim programi nasil degerlendirilmeli?

g) Bu egitim programi sonunda miikafat ne olmali? (sertifika, 6deme vb.)

h) Boyle bir egitim programinin bir yabanci dil 6gretmeni olarak sizin i¢in

faydalar1 neler olabilir?

i) Boyle bir egitim programinin bir yabanct dil 6gretmeni olarak sizin i¢in

zorluklar ve sikintilari neler olabilir?

j)  Yabanci dil 6gretmeni olarak bu zorluklarla nasil basa ¢ikabilirsiniz?

k) Bu zorluklarla basa ¢ikabilmek igin nelere ihtiyag duyarsiniz? ( Ne gibi bir

destege ihtiya¢ duyarsiniz?)

I) Boyle bir egitime katilmak ister miydiniz? Neden?
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APPENDIX D: INTERVIEW QUESTIONS AND RESEARCH QUESTIONS
MATCH

Semi-structured Interview Questions
(Turkish)

Research questions

Could you please define intercultural
competence in relation to foreign language
learning and teaching?

1.How do EFL teachers in Turkey describe
intercultural competence (IC), an
interculturally competent EFL learner and
teacher?

What do you think are the characteristics of an
interculturally competent foreign language
learner?

1.How do EFL teachers in Turkey describe
intercultural competence (IC), an
interculturally competent EFL learner and
teacher?

Do you think that your students are
interculturally competent?

How do you understand that? Could you
please provide some details or examples from
your daily teaching practices?

What do you think are the characteristics of an
interculturally competent foreign language
teacher?

1.How do EFL teachers in Turkey describe
intercultural competence (IC), an
interculturally competent EFL learner and
teacher?

Do you think that you are interculturally
competent? Why or why not?

How do you understand that you are
interculturally competent or incompetent?

What are your teaching experiences in relation
to intercultural competence?

2. What are the EFL teachers’ teaching
experiences and perceptions about the
development of EFL learners’ IC?

What are some critical experiences regarding
the intercultural issues in class?

How difficult or easy is to promote foreign
language learners’ intercultural competence in
EFL setting?

To what extent do you think you are able to
promote intercultural competence of your
language learners?

How do you achieve that? / Why do you think
you are unable to achieve that?

How do you know that their intercultural
competence is developing? Do you have any
specific technique that helps you to discover
that?
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Are there any students whose native language
is not Turkish?

e If yes, how do you think they approach
to the similarities and differences
between Turkish culture and their own
culture?

e How does having students from other
cultures affect your language teaching?

e If no, how would having students whose
native language is not Turkish would
make a difference in your language
teaching?

How do you think foreign language teachers
can help learners to develop their intercultural
competence?

a) In general? b) In the teaching of EFL?

2. What are the EFL teachers’ teaching
experiences and perceptions about the
development of EFL learners’ IC?

Have you taken any course related to IC or
cultural aspects of in Bachelors, Masters or
Doctorate Degree?
a) What were those courses and what is
included in it?
b) How do you benefit from these
courses when you consider your
language teaching now?

3. What kind of an in-service training course/
module do EFL teachers in Turkey suggest to
support language teachers in terms of
developing their intercultural competence and
knowledge and skills to teach intercultural
competence in EFL classes?

Have you ever been in a training
program/workshop about intercultural
competence?

a) If yes, how was it? What were the
components of the training program?

b) What kind of knowledge, skills or
attitude did you gain from such an
experience?

c) What features of the training program
did you find useful or useless? Why?

If a training program or module were designed
to support foreign language teachers in terms
of developing their intercultural competence
and knowledge and skills to teach intercultural
competence

3. What kind of an in-service training course/
module do EFL teachers in Turkey suggest to
support language teachers in terms of
developing their intercultural competence and
knowledge and skills to teach intercultural
competence in EFL classes?

a. What kinds of knowledge, attitudes
or skills should be integrated?

b. What kinds of approaches, methods
and techniques should be used?

c. What kinds of tasks, activities and
materials should be integrated?

d. What should be the time duration for
the training?
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How should it be delivered? Should
it be face to face training, an online
module or a blended course? Why?

How should it be assessed?

What should be the reward at the end
of the training? (Certification,
payment, etc.)

What might be the benefits of having
such a training program for you as a
foreign language teacher?

What might be the challenges or
difficulties of having such a training
program for you as a foreign
language teacher?

How would you deal with those
challenges as a foreign language
teacher?

What do you need to overcome such
challenges? (What kind of a support
do you need?)

Would you like to attend such a
training program? Why? Why not?
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APPENDIX E: PRELIMINARY SURVEY

The aim of the study is to reveal EFL teachers' perceptions of intercultural
competence (IC), and explore their teaching practices in relation to IC. As a sampling
strategy, this preliminary survey questionnaire was prepared to reach teachers who
fulfill the criteria for the participants of the study and have background information
about the possible participants’ teaching context. Therefore, it is crucial that you
provide us with truthful information so that the results of the study will be reliable.
Please note that participation in the survey is voluntary. Your personal
information and the answers to the questions in this survey will be used for this
research study only. You can stop participating for any reason and at any time. If you
want to get further explanations regarding the study, you can contact us using the
contact information below.
The survey questionnaire is expected to last for 5-10 minutes. Thank you in
advance for your participation.

Contact Information: Nur GEDIK BAL nurgedikbal.academic@gmail.com

1. ‘I am taking part in this survey voluntarily. | understand that | can cease at
any point during the survey without completing it. | accept that the
information that | have given in the survey can be used in a scientific
research study and be shared in conferences and journals. The information
that | have given is complete, precise and reliable. ‘If you accept the terms

here, please tick the box given below. *

Approved
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A) EXPERIENCES ABROAD

2.

Have you ever been abroad?

a) Yes (continue with 10™ Question)
b) No (continue with 18" Question)

B1) Study/work/live/travel Abroad

3.

In which country/countries have you been? Please list 5 countries where
you have stayed longer ( e.g. 1. England 2. Spain etc.). etc.)
1) ...

4. What was the purpose of your stay? Please tick the boxes.

Erasmus
Comenius
European project
Summer school
studies

Work and travel
Touristic
purposes/touris
Other

1% country

2" country

3 country

4" cou ntry

5™ cou ntry

How long did you stay there?

Less than 1
manth

1-3 months
4-6 months
7-9 months
9-11 months
1-3 years
4-6 years
More than 6

1st
country

2nd
country

3rd
country

4
country

50
country
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B) CULTURE

6. Have you taken any courses related to cultural aspects of language
teaching as part of your Bachelor’s degree?
i. Yes b)No

7. If you say yes to the previous question, please list the courses you
attended in your Bachelor’s Degree (e.g. 1. Language and Culture 2.
Cultural Aspects of Language Teaching etc.)

8. Have you taken any courses related to cultural aspects of language
teaching as part of Master’s degree?
i. Yes b)No c) Not applicable(l don’t have a Master’s
Degree)

9. If you say yes to the previous question, please list the courses you
attended in Master’s degree. (e.g. 1. Language and Culture 2. Cultural
Aspects of Language Teaching etc.)

10. Have you taken any courses related to cultural aspects of language
teaching as part of Doctorate degree?
i. Yes b)No c) Not applicable (I don’t have a
Doctorate Degree)

11. If you say yes to the previous question, Please list the courses you
attended in Doctorate degree. (e.g. 1. Language and Culture 2. Cultural
Aspects of Language Teaching etc.)

12. Have you attended any professional development activities related to
the cultural aspects of language teaching? (E.g. conferences, seminars,
MoNE workshops, action research etc.)

i. Yes b)No

13. If you say yes to the previous question, please list the professional
development activities you attended. (e.g. 1.Conference: cultural
issues in the 21st century 2. Workshop: Culture and Language etc.)

14. Have you attended any in-service training program related to the
cultural aspects of language teaching?
i Yes b)No

15. If you say yes to the previous question, please list the in-service
training programs you attended. (e.g. 1. 8-Week Training Program on
Culture and Language 2. 3-day Training program in culture and
language learning and teaching etc.)

C) DEMOGRAPHICS/ EDUCATIONAL AND TEACHING BACKGROUND

16. Age:
a) 20-24 b)25-29 c¢)30-34 d)35-39 e)40-44 f)45-49 g) 50-54 h)
55+

17. Gender
a) Male b) Female c) Rather not say

18. In which department did you study at university?
a) English Language Teaching/Foreign Language Education
b) English Language and Literature/ American Language and Literature
c) English Language and Linguistics/Philology
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d) Translation and Interpretation
e) Other

19. Do you have a Master’s degree?
a) Yes b) In progress c) No

20. Do you have a Doctorate (PhD) degree?
a) Yes b) In progress c)No

21. How many years have you been teaching English? ......

22. At which level are you teaching? Check all that apply.
a) Primary school
b) Middle school
c) High school
d) University

Thank you very much for filling out the survey. This survey is intended to reach
teachers who meet the criteria for the study and have background information
about the possible participants’ teaching context. Our main source of data will be
based on the interviews. If you would be willing to participate in an interview (it
can also be done through phone calls, Skype, Google hangouts etc.), it will be
appreciated. Please note that your identity will not be revealed and your answers
to the questions in the interview will be used for only research purposes.

23. Please write your email address and phone number if you would be willing
to participate in a semi-structured interview as part of this study.
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APPENDIX F: PILOTING-PRELIMINARY SURVEY DEMOGRAPHICS

Age | Gender | Gra | depa | Ma/PhD | Teachin | Level Abroad experience Duration
duat | rtme g
ion nt experien
year ce
27 | Female | 2012 | ELT | MA 6 years High 1) Cyprus Less than 1
school 2) Romania month
3) Greece
4) Saudi Arabia
Italy, France,
Hungary, Spain,
Belgium, Germany,
Netherlands,
Austria, Bulgaria,
Serbia, Makedonia,
Croatia, Slovenia,
Czechia.

28 Female | 2014 | ELT | MA 4 years High 1) Romania Less than 1
in school 2) Germany month
progress 3) ltaly

4) Portugal

26 Female | 2013 | ELT | MA 5 years High No
in school
progress Middle

School

36 | Female | 2005 | ELT | x 11 years | High No

school

28 Female | 2013 | ELT | MA 6 years Primary 1) Spain 1)7-9
in school 2) France months
progress High 3) ltaly 2 and 3)

school less than a
Univers month
ity

30 Female | 2010 | ELT | MA 7-8 years | Middle | 1) England Less than 1
in school 2) Hungary month
progress 3) France

4) Serbia
29 Female | 2018 | Othe | MA 8 months | High 1) Australia 1-3 months
r school
26 Female | 2014 | ELT | MA 3 years High No
school
33 | Female | 2007 | ELT | - 13 years | High No
school
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APPENDIX G: PILOTING- INTERVIEW DATA ANALYSIS TENTATIVE
THEMES AND CATEGORIES

IC DEFINITION

[} *

relation between

inseparability of knowledge about a process and a
ICand FL learner

motivation

language and other cultures subskill

culture
l IC LEARNER
| |
1 1

Characteristics of Not having

interculturally interculturally

competent
learners learners /reasons

l IC TEACHER
vy
|
I

Characteristics of Not being an

Being

interculturally interculturally interculturally
competent competent competent
teacher teacher/reasons teacher/reasons
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IC TEACHING EXPERIENCES

Difficulty of Easiness of
teaching IC/ teaching IC/
reasons reasons

l IC TRAINING

— previous

training/participation
suggested in workshops
module
. . possible possible
l content | l method | l duration | l benefits | l challenges Il . |
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APPENDIX H: PILOTING- INTERVIEW DATA ANALYSIS TENTATIVE
CATEGORIES AND CODES

Codes and categories (Piloting) f
IC DEFINITION
o relation between IC and FL learner motivation 1
¢ knowledge about other cultures 1
e itisaprocess and a sub skill 2
e inseparability of language and culture 3
Codes and categories (Piloting) f
IC LEARNER
not having IC learners/reasons 1
e not being aware of other cultures and lifestyles 2
characteristics of IC learner
e Not marginalizing the cultural events of others 1
e knowledge about festivals and rituals of other cultures 4
e having a similar point of view even though they are foreigners 1
¢ reading, analyzing and performing one of the Shakespeare’s 1
plays
e participation in Modal united nation and representing 1
e studying hard for international exams 1
e being aware of /searching international summer courses 1
e being in contact with students from other countries 1
e being curious about learning a language and its culture 1
e asking questions 2
e searching for the topics they are curious about 2
e having communication skills 1
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Codes and categories (Piloting)

IC TEACHER
Not being an interculturally competent teacher/ reasons

lack of knowledge about other cultures

Being an interculturally competent teacher/ the reasons

observing that there are students who are willing to go abroad
showing learners that there are other people and cultures abroa
informing students about why they are learning the language
arousing curiosity among the students

making learners familiar with the cultures

students' changing their perspectives in time

having positive output/outcomes

Qualifications of an Interculturally competent teacher

love of profession

observing various lifestyles abroad

being knowledgeable about other cultures

speaking English fluently

guiding learners about intercultural competence

Forcing learners to have different points of views when they re
Providing learners with the viewpoints of foreign people

Searching how other foreign language teachers approach
language

P P NONR R

P NERPNERPNRP R

Codes and categories (Piloting)

HOW TO DEVELOP IC

illustrating things about the cultures of other countries (lifestyles,
festivals
comparing different cultures in terms of their festivals, films

chat with foreign students through Skype

Projects ( e.g. eTwinning, Erasmus etc.)

developing productive skills

encouraging learners to search what is going on in other countries
encouraging learners to reach authentic sources

making learners gain different points of views

informing learners about the importance of the foreign language
informing learners about the absence of global frontiers
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Codes and categories (Piloting)

IC TEACHING EXPERIENCES
teachers' daily practices
e providing explanations about other cultures
e arousing curiosity about culture
e covering cultural topics when the CB unit requires to do
e using reading texts which have various viewpoints
e students' sharing their memories abroad
e teachers' sharing their experiences abroad
e raising awareness about the various accents and pronunciations
¢ informing the learners ab. how important to know Eng. and culture
e making learners world citizens
e gaining learners a different viewpoint
e raising awareness about the marginalization and prejudice
e imposing Anglophone culture through must and elective courses
e having projects (e.g. Erasmus), sending learners abroad
¢ teaching how to adapt to the requirements of the other culture
e working with students who have various cultural backgrounds
e partially contributing to the learners' development of IC
o Delief that every teacher has a cultural perspective
difficulty of teaching IC& reasons
o learners' lack of interest in cultural issues
e necessity of making new friends
e necessity of speaking English fluently
easiness of teaching IC/reasons
e students' being ready to develop such skills
e living in a world where foreign cultures are not marginalized
e accommodating materials and learners' memories

P PR P RPRPRPRPRPNRPRPNRPRPNRPRREONRWERE-DN

256



Codes and categories (Piloting)

IC TRAINING

e necessity of exchange programs in pre-service education
e participation in workshops that emphasize culture and communication
e no training/workshop before

content
°
°

having a cultural exchange program

knowledge about other cultures

having sister schools and sharing of sources

need for teachers to share their ideas

need for teachers to revise their cultural perspectives
communication skills

language skills

creating a platform where teachers can communicate with
foreigners
asking teacher to implement a project ( e.g. eTwinning, Erasmus

asking teachers to work in collaboration with the teachers abroad
training teachers about exchange programs

methods/techniques

use of realias
task based/ project based learning
collaborative learning

challenges of IC training

workload
financial/budget concerns
time concerns

solutions/suggestions to the challenges of IC training

moral and material support from admins or MoONE
loving (our) profession more

facilitating the acquisition of passport or visa
financial support/payment

arranging teaching hours

teachers' having their own personal solutions
appropriate allotment of budget

arranging time appropriately

making the program a volunteer work

desire to take part in such a program/reasons

making English learning more fun

being useful for her students

to develop herself

desire to be aware of other cultures, approaches and techniques
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benefits of IC training

being aware of and knowledgeable about other cultures
self -development

making teachers feel more self-confident

improving world-view

embellishing one's teaching

increasing job satisfaction

helping teachers who do not know how to do IC teaching
increasing the eagerness to teach English

making new friends abroad

making learners more motivated to learn English

rewarding the teachers at the end of the training

reflecting what she has gained in her class
not demanding anything

seeing program as a reward indeed
payment

certificates

evaluation of the program

online exams language ( communication skills, knowledge of other
cultures)

portfolio
activity report
designing a survey/questionnaire

fulfilling the requirements of the course (implementing some tasks
in her classrooms, completing 6 hours of online program, visiting
foreign cultures twice)

not testing with exams

duration of the module

4 weeks
1 week F2F + 1 semester online
2 years

need for piloting with the teachers who are ready to do it first
means of training

both face to face and online (blended)
ineffectiveness of pure online programs

N N e W N R B R R R B NN

N
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APPENDIX J: DETAILS OF SEMI-STRUCTURED INTERVIEWS

Duration Word count
P1 41.03 minutes 4917 words
P2 84 minutes 10533 words
P3 30.48 minutes 3376 words
P4 20.25 minutes 2365 words
P5 57.45 minutes 6639 words
P6 30.35 minutes 3250 words
P7 39.30 minutes 4080 words
P8 25.5 minutes 2936 words
P9 31.10 minutes 2964 words

P10 22.15 minutes 2581 words
P11 16.02 minutes 1987 words
P12 28 minutes 3037 words
P13 29.17 minutes 3339 words
P14 20.43 minutes 2490 words
P15 23.19 minutes 2183 words
P16 32.30 minutes 3395 words
P17 33.56 minutes 3786 words
P18 23.15 minutes 2354 words
P19 47.26 minutes 5789 words
P20 21.58 minutes 2628 words
P21 29.21 minutes 3542 words
p22 31.78 minutes 3546 words
P23 25 minutes 2957 words
P24 26.30 minutes 3166 words
P25 28.15 minutes 3129 words
P26 43.15 minutes 4849 words
P27 29.39 minutes 3444 words
P28 46.16 minutes 5189 words
P29 57.18 minutes 8309 words
P30 43.12 minutes 4867 words
Total 1015.71 117627
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APPENDIX K: SAMPLE THEMES AND CATEGORIES DISCOVERED
DURING THE CLOSE READING PROCESS

™ Code System

v ™ Code System
¥ Ug ICDEFINITION
o Attitudes
» knowledge
# Skills of interpreting and relating
» Skills of discovery and interaction

¥ Ug|ICLEARMER

o characteristics of |C learner

¢ having IC learners-reasons

¢ not having IC learners-reasons

¢ having limited number of IC students
W

# |C TEACHER
¢ characteristics of | teacher
¢ being an C teacher/ the reasons
¢ not being an |C teacher/ reasons
¥ Ug ICTEACHING EXPERIENCES
» what students do
# what teachers think/perceive
¢ what teachers do -teachers’ daily teaching practices
» not having any learners who are not Turkish
o having learners who are not Turkish
¢ difficulty of teaching I & reasons
easiness of teaching IC & reasons
teachers’ contribution to learners’ IC development
v | DEVELOPMENT
bringing L2 learners and foreigners from other culturestogethe
encouraging learners to contact with other cultures
use of materials
in-class activities & tasks
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APPENDIX L: THE LIST OF THE THEMES AND CATEGORIES

Research Question 1
IC definition
e Attitudes
e Knowledge
e Skills of interpreting and relating
e Skills of discovery and interaction
IC learner
e Characteristics of an interculturally competent learner
e Having interculturally competent learners-reasons
¢ Not having interculturally competent learners-reasons

Research Question 2
e Teachers’ perceptions and experiences regarding IC
e Teachers’ perceptions and experiences of having foreign students

e Easiness of teaching IC
e Teachers’ contribution to the development of learners’ IC
e Teachers’ perceptions about how to develop EFL learners’ IC

Research Question 3
Training experiences
e BA, MA, & PHD courses
¢ Not having a specific course
e Workshops, seminars, conferences
¢ Not having a MoNE training about IC
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APPENDIX M: DESCRIPTION OF THE ACTIVITIES SUGGESTED IN
THE PROGRAM

Description of the activities

Culture station activity: In each station there is a group of 3-4 teachers. Each
group decides on a country or society and they search about this country. They
focus on their cuisines, education systems, traditions festivals, daily life etc. Then
each station presents their culture like a poster presentation and the other teachers
observe, listen to each group and evaluate their performance based on the depth
and accuracy of their research and presentation. They ask questions and discuss the
values in this particular culture.

Proverbs-jigsaw activity: Teachers work in groups of 4 and they find the most
common proverbs in a specific culture. They try to explain how this is reflected in
their culture. Then a member from each group comes together and shares the
proverbs that he discussed in his previous group. Therefore, teachers learn about
proverbs in at least 4 different cultures and what they mean in those cultures.

Concept investigation: Each group chooses a concept and search for the meaning
of this for a particular society. For instance, the concept might be ‘coffee’, ‘tea’,
‘martyr’, etc.

Comparison-contrast activities: American view — Turkish view (Culture Matters
The Peace Corps Cross-Cultural Workbook can be used)

e Attitude Towards Age

e Concept of Face

e Concept of Equality

e Attitude Towards Change

Jigsaw- car brand. Each group decides on a car brand (e.g., Toyota, Mercedes,
Volkswagen, Porsche, BMW etc.). They analyze their advertisements and what
kinds of cultural values are embedded in these advertisements by checking the
words, and images on the advertisement in their expert groups. Later, in the second
round one member from each group comes together and introduces the brand and
the advertisement. The member explains how the culture might be represented in
the advertisements. Students discuss possible interpretations, as well.

Inner circle & outer circle activity: There are 5 students in inner circle and 5
students in outer circle. Students turn back to each other and everyone has a partner
to talk. When the trainer gives the prompt such as ‘talk about your first encounter
with a foreigner’ says ‘start’ and partners discuss this question. When the trainer
changes the song or says ‘change’, the partners exchange their place and outer
circle moves around in that way. The purpose of the activity is to share the
experiences with more than one partner in a very short time. It is both enjoyable
and easy to do.
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APPENDIX N: TURKISH TRANSCRIPTS OF THE EXCERPTS

. Kiiltiirlerarast beceri 6grencilerin ve 0gretmenlerin cesitli kiiltlirlere sahip
bireylerle birlikte konusurken ya da diyalog halindeyken konusmay1 idame
ettirebilme becerisi olarak tanimlayabilirim (P9).

. Kiiltiirleraras1 beceri, bana gore pek ¢ok kiiltiirden insana veya gittiginiz
yere uyum saglayabilme ve iletisim kurabilme becerisi, adaptasyon gibi
geliyor bana (P28).

. Yani kiiltirler aras1 beceri farkli kiiltiirden olan bireylerin etkili bir sekilde
iletisim kurmasi, bence. Yani bir birini anlamasi (P21).

. Kiiltiirleraras1 beceri baska kiiltlirleri anlayabilme, onlarin sahip olduklari
farkliliklar1 fark edebilme diye tanimlanabilir. Bu farkliliklar dogrultusunda
da ona yonelik hareket etme, davranma diyebiliriz (P11).

. Bence kiiltiirleraras1 beceri bir kiiltiirde var olan davranisi ya da bir olay1
algilama ve onu hayata doniistiirme bi¢imidir yani durumu algilayip ona
gore davranma bi¢imidir. O kiiltiirdeki karsiligina goére davranisi hayata
dokme bicimidir (P.30).

Kltlrleraras: beceri deyince benim aklima gelen sey ilk olarak empati
kurma becerisi ile dogru orantili oldugunu diisiiniiyorum. Sdyle, ben simdi
ornegin kendimden ornek verecek olursak benim yasadigim yerden
geldigin yere bakacak olursam benim kiiltiiriim daha farkli su an ¢alistigim
yerdeki kiiltiir cok daha farkli bu farkh kiiltiirlerde empati kurabilme ¢abuk
adapte alabilme kiiltiirler arasi beceri bence bunlar iligkilendiren bunlari
kapsayan bir sey oldugunu diisiiniiyorum (P6).

. Bence Kkiiltiirleraras1 beceri, 0grencinin kendi kultlrini bilmesi, karsi
kiiltiirii tanimas1 kendi kiiltiiriinde olan kars1 kiiltiirlinde olmayan seyleri
kiyas yapabilmesi (P3).

. Kiiltiirleraras1 beceri, bir milletin bir ulusun diliyle kiiltiiriiyle hemhal
olunma, onlarla ilgili bilgi edinebilme, onlarin kiiltiiriinii  olumlu

karsilayabilmedir bence, kiiltiirleraras1 beceri (P18).
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10.

11.

12.

13.

14.

Bence Kkiiltiirlerarasi beceri baska kiiltiirlerden olan kisilerle etkili ve dogru
bir sekilde iletisim kurabilme ve kurdugumuz iliskiyi anlamlandirabilme
yetenegidir. Mesela, farkli kiiltiirlerdeki, yani bizim disimizdaki kiiltiirlerde
farkliliklar1 ve benzerlikleri kabul ederek empati kurabilmek. Farkliliklara
saygl duyabilme becerisine denir. Aym1 zamanda farkli kiltiirlerle bilgi
edinmeye istekli olmak da Kkiiltiirleraras1 beceridir. Ben bu sekilde
tanimlayabilirim(P4).

Yani o kilttre ait olan insanlarin davranislarin, 6zel giinlerini, yemeklerini,
ne bileyim, kiyafet tarzlarini belki, davranis sitillerini, giinliik hayatta
kullandiklar1 konugma dillerini tiim bunlar1 gorebilmektir. Bilmektir,
farkinda olabilmektir (P10).

Kiiltiirleraras1 bir beceriye sahip yabanct dil Ogrencisi en azindan
konustugu dille ilgili, hani, o insanlarin tonundan bile, sakalarindan,
bayramlarindan haberdar olma, bunlar1 diline yansitabilmesidir bence
(P18).

Ogrenci 6grenmekte oldugu dilin drnedin Ingilizce. Ingilizceyi 6grenmek
istiyorsa bu Ingilizcenin konusuldugu iilkeler toplumlar kiiltiirler bunlar
hakkinda da bilgi sahibi olur ¢ocuk dili hem dil bilimsel hem de kiiltiirel
olarak tarihini gegmisini gelenegini her seyiyle birlikte az da olsa tamamini
miimkiin degil tabi ki edinmis olmas1 bu konularda fikir sahibi olmus
demektir (P26).

Yani bu aslinda temel olarak hangi dili 6grendigine bagl. Ingilizce grenen
birisi i¢in hani Ingilizcenin nerelerde konusuldugu kullanildig1 contextler
bir yani bir lingua franca olmasi ona hangi olanaklar1 saglayabilecegi yani
bence bunlarin farkinda olmasi. Diye diisiiniiyorum (P27).

Kiiltiirleraras1 yetkin bir yabanci dil 6grencisi oncelikle o dile daha hakim
bir 6grencidir. O konustugu dili veya iletisim kurabildigi dili daha iyi bilir.
Ornegin bugiin ¢ocuklar arasinda mesela sadece Ingilizce olarak
diisiinmememiz gerekir. Cocuklar arasinda, gengler arasinda mesela Kore
dizileri veya Kore miizik gruplart vs ¢ok fazla etkin bir sekilde populer

durumda. Mesela bu popiilerlik sayesinde cocuklar bu dile karsi nasil
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15.

sOyleyelim; bir hevesleri var, istekleri var, 6grenmeye ¢alistyorlar. Ayni
zamanda da bu dilin kiiltiirlinii de 6grenmeye ¢alisiyorlar. Mesela, bir Kore
kiiltiriinii 6grenmeye ¢alisiyorlar. Mesela, glndelik hayatta bu gruplardan
dizilerden vs’lerden bahsederken onlarin giinliik hayatlarini, yasamlarini,
iste, birbirlerini misafir agladiklarinda vs’de nasil davrandiklarini, giincel
hayatta aile iliskilerinin nasil oldugunu vs de 6greniyor. Yani, bir gocugun
kiiltiirler aras1 yetkin olabilmesi i¢in bu tarz konulara da hakim olmasi
gerektigini diislinliyorum. Yani, o dildeki insan, o dili konusan insan ne
yapar, nasil yasar? Yani, olaylara karsi tabi ki kisisel tepkiler evrensel
olarak belki bakamayiz pek bir durumlara karsi, sosyal durumlara tepki
veririz ama en azindan belli durumlarda nasil reaksiyon gosterebilecegini
bilmemiz gerekebilir. Ornegin bizde el sikismak ¢ok sey bir duygudur,
normal bir davranistir. Fakat mesela, Ingilizler icin kaba bir davranis olarak
goriilebilir.  Ciinkli belli bir yasin {istiindeki insanlarla tokalasilir,
digerleriyle tokalasilmaz. Bu mesela, bunu bilmek bile 6grencinin o dilde
daha yetkili iletisim kurmasi agisindan onemli, olumlu bir sey oldugunu
diigtiniiyorum ( P19).

Yabanct dil 6grencisi olarak bence oncelikle farkli kiiltiirlere acik olmasi
gerekiyor 0grencinin. Yani bu eski tabirle hani aman bunlar gavurlar bunlar
hani sokakta biiyliklerimizin sdyledigi gibi onlar1 sanki otekilestirmekten
ziyade diinya kiiltlirlerine acik bu kiiltiirleri tanimaya merakli hevesli ve
bunun yaninda bu kiiltiirleri taniyabilmesi i¢in ilk once bir yabanci dil
ogrenmesi gerekiyor Bunun en baslicasi Ingilizce gibi goriiniiyor. Ciinkii
diinyanin her yerinde konusuluyor ancak Ingilizce ile kalmamis diger dilleri
ogrenmeye merakli bireyler bu konuda pozitif attitude gelistirmis bireyler

olarak tanimlayabilirim (P2).

16.Birincisi bence empati kurabilmeyi bilmelidir. Eger farkl kiiltiirlere kars

savunmaci ya da saldirgan tavirlar sergilerse kesinlikle o kiiltiire dair higbir

etkilesim i¢ine giremez o yiizden oncelikle empati (P25).
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17.

18.

19.

20.

21.

22.

Empati ve saygi. Yani empati duyabilmeli karsiya karsisindakine empati
duyabilmeli ve saygi duyabilmelidir yani onlarin hani bazi gelenek
goreneklerine boyle burun kivirmamalidir (P20).

Diger kiiltiirlere de birazcik klasik olacak ama saygi duymalar1 gerektigini
diistinliyorum. Her kiiltiire bdyle 1yi bir gozle bakabilmeliler farkl kisilerin
gelenek goreneklerini farkli insanlarin kiiltiirlerini ben kotii gdzle bakmak
yerine onlara saygi duyabilmeleri bilmeleri gerekir diye disiiniiyorum (
P7).

Kiiltiirel sok yasamayacak seviyede yani, bir farkliligi gordiigiinde bunu
tolere edebilecek seviyede ve bilingte olsa 6grencim bence kiiltiirlerarasi
yetkinlige erigsmis demektir. Yani, en azindan yasadigi seyin, kendi
kiiltiirtinde ¢ok abes olsa da yabanci bir, yeni bir kiiltlir, yeni bir dil
Ogreniyor bunun, bunu tolere edebilecek seviyedeyse kiiltiirlerarasi
yetkinlige erismistir benim goziimde (P23).

Bana gore en 6nemli 6zelligi farkl kiiltiire ait 6zelliklerin kendi kilturinde
belki tuhaf karsilanacak belki de kabul gormeyecek bir rutini gordiigiinde
hani bunu elestirmek yerine ya boyle sey mi olur demekten ziyade Bunlar
da olabilir Demek ki bunlar da bu normaldir diyebilecek diizeyde olmasidir
(P8).

Yani mesela boyle, ¢ok ilgi duyanlar var mesela atiyorum *‘festivals’’ diye
bir linitemiz var. Hemen ¢ocuk orada atiyorum chinese new year var iste
Easter isliyoruz hemen onunla ilgili bilgi verebiliyor size. Evet, Paskalya
var sunu yapiyorlar, iste yumurta boyuyorlar, tavsanlar1 var; attyorum bir
Chinese New year’in ¢ok az da olsa, genis bir bilgisi yok ama hafif bir
bilgisi var, hani, orada anliyoruz kiiltiirlerarasi bilgileri var diye (24).
Ortaokul seviyesi 6zellikle yedi sekizler kulttr olarak yani intercultural
competence lar1 var. Soyle var diye diistiniiyorum. Yani artik bir sarki
ogrettigimizde Ingilizcede bir filmden bahsettigimizde Ingiliz kiiltiiriine
yonelik attyorum bir kraliyetten bahsettigimizde veya dedigim gibi Easter

gibi bagka Christmas’tan bahsettigimizde bunlar1 yabancilamiyor onlar. Ne
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23.

24,

25.

oldugunun farkindalar. Sadece ona yonelik terimleri 6grenmis oluyorlar
metinleri okumus oluyoruz (27).

yani, mesela hedef dildeki 6zel giinlerden, festivallerden, onlarin yemek
kilturlerinden haberdarlar. Son olarak yani birebir o kdltirin icinde
bulunmamalarina ragmen en azindan bilgi anlaminda haberdarlar (22).

.. her okulda oldugu gibi biz devlet okulunda c¢alisiyoruz bir kismi ¢ok
istekli ¢ok farkli seyler arastirtyorlar ediyorlar sosyal medyay1 ¢ok giiclii
kullaniyorlar Instagram sayesinde {inliilerin attiklar1 storyler kisa videolar
vesaireler bunlar1 ¢ok takip ediyorlar biliyorlar ama bir kismi1 da yani sosyal
medyay1 sadece bizim {ilkemizde {inlii olan fenomenleri takip edip iste ne
kadar para kazantyorlar ne yapiyorlar bununla ilgilendikleri i¢in. Ama diger
kism1 mesela sadece ingilizce degil mesela su an liselerde kore ¢ilginligi
var mesela her sey koreyi ilgilendiriyor, kore dili Kore sarkilar1 Kore'nin
iinlii BTS miydi yani yanlis sdyliiyor olabilirim mesela o grubun ¢ilgimnlari
ya inanilmaz bir sekilde devam ediyor ya da animeler olsun hani o kiiltiir
olusmus onlarda mesela izlerken yadirgamiyorlar ya da bunu gectim iste
mesela farkli ¢cevrimi¢i oyunlar savas oyunlar1 var savas oyunlar1 vesaire
ben mesela bilmiyorum onlari uluslararasi oynanan oyunlar var Onu
oynayan Ogrencilerimiz de var onlar bir tik daha 1iyi c¢linkii mecbur
kaldiklar1 i¢in konugmaya calistyorlar Simdi bir iki tane de 68rencim var.
Su uygulamalar var bu yabanci iilkedeki insanlarla goriisebildiginiz onlar
kullananlar var simdi onlar bir tik daha iyi oldu hatta kullanmaya
basladiklarindan beri derste onun disinda geriye kalanlar ingilizceyi bir yiik
olarak ya da iste yabanci dili bir gereksinim olarak gérmiiyorlar (P30).
Buras1 Tirkiye ve bu agidan baktigimizda bu g¢ocuklar yabanci iilkeyi
deneyimlememis olan c¢ocuklar biiylidiikleri iilke Tiirkiye ancak sosyal
medya sayesinde diziler sayesinde birka¢ tane c¢ocukta yeni kiltdrleri
tanima hevesini gormeye basladim ben. Ornegin bir dgrencim sosyal
medya Uizerinden Koreli bir arkadasiyla Ingilizce sohbet ettiginden bahsetti.
yazigtyorlarmig birbirlerini tanimaya calistyorlarmis oradaki kiiltiirii

tanimaya calistyormus bir diger 68rencimse kendi meraki derste bir konu
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26.

217.

28.

esnasinda tesadiifen Hong Kong dan bahsediliyordu gramatik bir parca idi
bu arada egzersizimiz comparative superlative ile ilgili bir karsilastirma
climlesi yazmas1 gerekiyor iki farkli ssehrle ilgili ve orada hi¢ kimsenin
Hong Kong ile ilgili bir bilgisi yokken o kiz 6grencim Hong Kong aslinda
hani kendi alan igerisinde Hayir bulundugu iilkeye bagli degil gibi ekstra
bilgiler vermeye calist1 siniftakiler hemen bir etklendi oo bunu sen nereden
biliyorsun diye. Daha sonra kizla sohbet ettigimde oOzellikle bu Asya
kiiltiirlerine Japonya ve Cin'de karsi ¢ok merakli oldugunu Japon Kilturini
ogrenmeye c¢alistigint Japonca Ogrenmeye calistigini 6grendim kendi
kendine bunu 6grenmeye calistyor Hani ¢ocuklarda bunu saglayan bence
sosyal medya internet medya ve iletisim araglar televizyon da buna dahil
yani diziler filmler bir farkindalik yaratma ve tanima istegi var ama bu
cogunluk acisindan m1? Azinlik diyebilirim su asamada (2).

Ogrencilerimiz kiiltiiriin pek farkinda degil; en basitinden bir bayramin bile
ne i¢in kutlandigini, hangi tarihlerde kutlandigin1 pek anlayamiyorlar. Yani
pek farkinda degiller, bilmiyorlar, 6rnek veremiyorlar bu noktada (P18).
Ormnegin, ben ilcelerde ¢ok c¢alistim. Kendi kiiltiirlerini iyi taniyorlar
Ogrenciler ama buradan c¢ikmadiklar1 i¢in baska kiiltiirleri 1iyi
taniyyamiyorlar. Bunlari, yemek filmlerinden tutun da derste farkh kitapta,
karsilastig1 farkl kendi kiiltiirlerinden olmayan resimlerle karsilastiklarinda
ya da farkli uygulamalarla karsilagtiklarinda bunlar1 sagma bulduklarindan
ya da anlayamadiklarindan anliyorum(P12).

Farkli farkli tepki gosteren oOgrencilerim var mesela derslerde ozellikle
Ingiliz kiiltiiriine ait davranislardan bahsedildiginde, hani bunlar1 ¢cok tuhaf
karsilayip ya ne kadar sagma sey bunlar diyenler var... En basitinden tiim
Ingilizce kitaplar1 ‘fish and chips’ ve sttlii caydan bahsedilir hani bu
culture boliimlerinde. Kimi 68renci buna Cayla siit mii i¢ilir bu ne abes sey
diye tepki verirken bunlar ¢aydan bile anlamiyor diye tepki verirken kimisi
de ya ne var bunda ben de denemek istedim enteresan bir deneyim olurdu
diye tepki gosteren 6grencilerim de var hani benim igin kriter bu verdikleri

tepki (P8).
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29.

30.

31.

Yani, en bastaki su sorgulama, neden biz Ingilizce 6greniyoruz? Iste, onlar
neden Tiirkge 6grenmiyorlar? Tarzinda bir sey. Ya da bizim kiltirimizde
olmayan iste, ‘‘Halloween’’ gibi, iste Cadilar Bayrami tarzindaki
festivaller, bayramlarla ilgili bir konu gegtiginde kitabimizda ya da baska
bir yerde, iste, ‘bu bizde yok ki, biz bunu niye 6greniyoruz? Tarzinda bir
sey olabiliyor, sorgulama olabiliyor. Bir taraftan giizel sorgulamalar1 ama
diger taraftan her sey bizim Kkiiltiirimiizde olmasi gerekmiyor. Farkli
kiiltiirlere agik olmadigini bu sekilde anlayabiliyorum (P14).

Seyler oluyor iste Christmas Robin Hood gibi bdyle seyler textler oluyor
okuma metinleri. Mesela onlar1 veriyorum Ama adamlar bdyle sanki ben
hani uzaydan bir sey getirmisim c¢ok boyle alakasiz bir sey onu
Ogretiyormusum gibi bdyle bakiyorlar. Sagma sapan yorumlar yapiyorlar.
Yani sey ilgilerini cekmiyor bir kere hani zaten Ingilizce 6grenmek gibi bir
dertleri yok bir hevesleri yok. O yiizden hani sey kiiltiirel manada da hani o
kisim onlart ¢ok ilgilendirmiyor ¢ok gereksiz bir sey yapiyormusum gibi
hissediyorlar (P16).

Birincisi 6gretmen agisindan yani kiiltiirleraras1 yetkinlik diye diislinlirsem
ogretmenin bir kere kendisinin de farkli kiiltiirleri tanimaya hevesli ve agik
olmas1 gerekiyor. Yani sabah ogretmenlere de iletisim halindeyim onuncu
yilint ¢alisiyorum Ogretmenlikte bazen goriiyorum biraz daha bireysel
acidan yani 6gretmenin Once bir birey olarak farkliliklar1 tolere eden birey
olmasi1 gerekiyor. Simdi biz daha &gretmenimiz eger kendi kiiltlirlindeki
cesitlilikleri bile tolere edemiyorken yabanci bir kiiltiirii tolere etmesini
beklemek c¢ok zor bir sey. Bu bu acidan bence ilk sey farkliliklar1 tolere
eden bir birey olmas1 gerekiyor farkli yasam tarzlarina farkli tiirleri tolere
eden bireyler yetistirmemiz gerekiyor. En basitinden belki konuyla alakali
olmayacak ama somutlastirmak i¢in bu Ornegi vermek istiyorum.
Yabancilarla ilgili temizlik konusuydu bizim okulun c¢ay ocaginda
bahsedilen temizlik hakkinda bir sohbet yapiliyordu. Ogretmen arkadaslar
yabanci dil 6gretmeni degildi. Bazis1 edebiyat bazisi cografya hepsinin

yurtdiginda akrabalar1 var birinin kardesi iste kiminin baska bir seyi ve
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oradan edindikleri bilgileri paylasiyorlar yani iste oradan bir tanesi diyor ki
kardesim diyor Ingiltere'de mesela diyor biz evlerimize ayakkabiyla
girmeyiz ama iste orada hani bunlar yapiliyor diye anlatiyor ama diyor ¢ok
temiz olduklarini sdyliiyor diyor mesela her giin dus aliyorlarmig diyor Bir
digeri de diyor ki yok ya diyor iste Amerikalilar sdyle pis falan gibi bir alg1
dan bahsediyorlar ama bunu bireysel olarak deneyimlememis daha cok
akrabasindan arkadasindan 6grenip aktarmis. Ve bir negatif kodlama var
yani biz daha temiziz biz daha iyiyiz. Ama hani pozitif anlamda da onlari
da degerlendiriyor. Ya onlarin sokaklari ¢cok temiz bizim evlerimiz ¢ok
temiz gibi degerlendirme yapilabiliyor. Bence 6gretmenin 6nce yani farkl
olana bu ister temizlik konusu olsun ister kullandig1 bilgisi yasam tarzi
Once onu tolere edebilen bir 6gretmenimiz olmasi gerekiyor (P2).

Eger bir 6gretmen bu noktada her seyi tolere edebiliyorsa yani, dini inanig
olabilir, kiyafet olabilir, tavir olabilir, yani, kiiltiirii bdyle daha da
genisletiyorum ben. Boyle diisiiniiyorum yani. Biz bu konuda eger anlayish
davranabiliyorsak hani, ag¢igina, kapalisima anladin mi; dindarina
inangsizina, laikine her seye biz o konuda belli saygi sevgi ¢ercevesinde
bakabiliyorsak o zaman ¢ocugumuzda ona gore yetisir, gelecek nesil. Bu
da gercekten intercultural competence’da var yani. Biliyorsun, yurtdisinda
senin kapali olman, namaz kilman, ibadet etmen, carsaf giymen, ateist
olman ya da iste, viicudunun tamaminin dovmeli olmasi, her yerinin
peercing olmasi hi¢bir 6nemi yok, hi¢bir 6nemi yok yani. Karsisindaki
adamin tipinin hi¢bir 6nemi yok. Bu o kadar 6nemli bir sey ki (p29).

En basta tabi ki Ogrencilere bunu oOgretmek igin Ogretmenin kendisi
kiiltiirleraras1 iletisime agik olmasi, yatkin olmasi gerekir. Bu anlamda,
firsat1 oldugu siirece 6gretmenlerin farkl iilkeler, yabanc {ilkeler, yabanci
kiiltiiler gormeleri, tanimalar1 gerektigini diisliniiyorum. Hatta farkli bir
iilkeye gitme sans1 olmuyorsa bile yabanci bir arkadas edinebilir. Yabanci
bir kiiltiirii tanimak i¢in elinden geleni yapabilir. Ya da eminim herkes film
izliyor ama bu filmleri izlerken, yabanci iilkelerin filmlerini izlerken ne

kadar agik bakip kiiltiir tanimaya calisiyor, onu diisiinmesi gerekir. O
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anlamda, yine filmlerde de bazen kiiltirlere hakim olabilir. Yani kendisi en
basta bu kiiltiire acik olup, kiiltiirii 6grenmeye yatkin olup, ondan sonra
cocuklara tabi bunu 6gretmesi gerekir diye diisiiniiyorum (P14).

Yani, mesela, Ingilizceyi anadil olarak konusan insanlarla rahatlikla
iletisim kurabiliyorum. Yabanci dil konusan arkadaglarimla rahatlikla
iletisim kurabiliyorum. Kiiltiirler iizerine bilgi aligverisi yapabiliyorum.
Etkili bir sekilde iletisim kurabiliyorum ve ayni zamanda hani, yabanci
dilde izledigim dizi ve filmler de bana o kiiltiir hakkinda pek ¢ok sey
Ogretiyor. Hani, bu yiizden, 6grettigim dilin kiiltiiriinii yeterince bildigimi
diisiiniiyorum. Fakat hani, dedigim gibi daha da, mesela yurtdisina gidip
ogrenme imkanim olsa o kiiltiir hakkinda daha iyi bilgi edinebilecegimi
diisiiniiyorum (P4).

Ben iki defa Amerika’ya gitme sansim oldu. Bu bana kiiltiirel agidan ¢ok
fazla faydali oldugunu diisiiniiyorum. En azindan orada yasami, oradaki
yasam standardini, insanlari gozlemleme sansim oldu. Ogrettigim dille
alakali da bu gozlemin bana ¢ok faydasi oldugunu diisiiniiyorum. Benim
gibi yetkinlik konusunda ¢ok net bir kriter sunmak zor ama en azindan
ortalamaya gore kendimin ortalamanin iizerinde oldugunu diisiiniiyorum.
Yani, kendim yetkin miyim degil miyim? Yetkinlik konusunda daha fazla
baskin olabilir. En azindan genel olarak da olsa bir bilgim var. Yani,
ogrencilerim bana kiiltlirle alakali, o kiiltiirle ilgili sordugu sorulara %90
oraninda cevap verebilecek kadar o kiiltlire hakim oldugumu diisiiniiyorum
(P19).

Ben, cogu meslektasima gore bir tik daha iyi oldugumu diisiinliriim ¢iinkii
hem edebiyat derslerine yatkinligim vardi iniversitedeyken hem de
Ingiltere’ye gordiim, ii¢ tane sehrini. Orada, onlarm kiiltiiriiyle ilgili gok
soru sordum, gozlemledim. Bunu yapmayanlara gore iyiyim ama direk
yetkinim diyemem c¢linkii bu bir egitim de gerektiriyor olabilir. Genel
kiiltiir olarak bir egitim aldim daha once insan iligkileriyle ilgili, kiiltiirin
ne oldugu vardi ama yabanci dil 6gretimiyle ilgili bir egitim olmadig i¢in

ikisi iligki arasinda tamamen yetkinim diyemem (P12).
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Ormnegin, Ingilizcenin konusuldugu iilkelerdeki insanlarm belirli bir
yasanmislik belirli bir olay karsisinda verecegi tepki iste ritiielleri
gelenekleri. Bunlar1 ¢ok iyi bilmiyorum hala da okuyup Ogrenmeye
calistyorum. Bu ylizden kendimi yetkin olarak gérmiiyorum. Hicbir zaman
da yetkinim de diyemem, yani bu benim haddimi asmak olur (P26).

Mesela karsima yeni bir sey ¢iktigi zaman, aaa! Bunu bilmiyorum, bu
boyleymis. Yani zorlaniyorum bazi seyleri iletmekte mesela, o zaman
olmadigimi anliyorum. Hani arastirma ihtiyaci hissettigim zaman, 6grenme
ihtiyact hissettigim zaman, cevap verme konusunda zorlandigim zaman
(P21)

Tabi ki hani eksikliklerim var mesela bir yurt dis1 tecriibbem yok. Yurt
disina ¢ikmadim. O yiizden ben de bizden farkli kiiltiirleri yerinde
gormedim ama hani Tirkiye'de yani farkli sehirlerde sonugta farkli
kiiltiirler ben iste Kastamonuluyum. Karadeniz’den I¢ Anadolu bdlgesine
geldim. Burada farkli bir kiiltir var biraz daha buraya Iste adapte
olabilmem bile zaman zaman zor olabiliyor kaldi ki bir yurtdisina gitmeden
benim ¢ocuklar1 bunlar1 anlatabilmem biraz daha zor oluyor yani tam daha
yetkin oldugumu diistinmiiyorum. O yilizden. Bizzat orada yasayip iste ne
bileyim Ingilizce dgretiyoruz Ingiltere’yi keske gorsek daha yetkin bir yere
ulagabilirdik ve ya iste bazen Ulkeleri ve dilleri dgretiyoruz onlarla ilgili
kiiltiirleri aktariyoruz 6grencilere ama ben bizzat orada yasamadigim igin
tabi o konuda biraz zorluk ¢ekiyorum bazen( P7).

Dersin sonunda simdi burada yetersizligi mi ki su noktada goriiyorum.
Ingilizce aktaramiyorum. Intercultural bir bilgim var, awareness var, farkli
kiiltiirlere dair. Ve bugiinkii noktamiz iste bu ilkel kabileler ile ilgili.
Cocuklarda negatif bir kodlama oldugunu gordiim ciinkii onlar1 yamyam
olarak negatif bir sekilde kodladilar. Ve ben bunu asmak istiyorum. Derse
sonundaki birka¢ dakika mi bu noktayr ayirdim; ancak burada Ingilizce
anlatamadim cocuklara. Bu belki proficiency acisindan yetersizliktir. Yani

cocuklarin beni anlayamayacagi gibi bir kaygim vardi ve siirem de ¢ok
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fazla yoktu. Bir ikincisi elimde extra materyalim de yoktu. O sadece bir
dinleme egzersizi idi (P2).

Iki y1l énce ¢ocuklar derslerimde yabanci dil proficiency daha yiiksek olan
cocuklart ilgimi ¢ekmeye baslayip sohbet ettigimde, bu ¢cocuklarin yabanci
dili 6grenme metodu olarak ders calismadigini aksine bilgisayar oyun
oynadiklarini dizi izlediklerini goérdiim ve bununla birlikte sadece bilgi ile
kalmiyor bu, onu fark ettim. Cok farkl kiiltiirlere maruz kaliyorlar. Merak
edip kendileri de 6grenmeye basliyorlar. Oregin bir 6grencim bu dgrenci
dil kursuna giderek Ingilizce grenmeye calistyordu gitti bir siire kursa, su
an Ingilizcesini devam ettirmek igin Japon kiiltiiriinii merak ettigi igin NHK
world diye yazilan bir kanal var Oray1 takip ediyor diizenli olarak. Ciinkii
diyor ki ‘Hem Ingilizce dgreniyorum hem de zaten merakim var hocam
Japon Kkiiltiiriine o kanaldan iste Asya kiiltiirleri ile ilgili ile Cin ile alakali
Japonya ile alakali seyler 6greniyorum.’ diye bahsetmisti(P2).

Ingilizce dgretmeni olarak yabanci bir hocamiz var ona siirpriz yapmak
istedik Halloween doénemiydi. Ve c¢ocuklarda gorsel sanatlarda maske
tasarlamislardi. Onlart takip siirpriz yapalim dedik. Bazi velilerim iste
rahatsiz oldular. Ogretmenimiz iyi hos da ama cadilar bayramini mu
kutlamak istiyor? Gelen adama adam diyorlar gelen 6gretmen i¢in ‘Gelen
adama bizim kandillerimizi ramazan bayramimizi kurban bayramimizi
anlatmas1 gerekirken onun Halloween niye bizim 6grencimize 6gretiyor?
Cocuklarimiz1 gadvur mu yapmaya c¢alisiyor gibi hani bu tiir zorluklarla
karsilagiyoruz biz veli zincirini kirabilirsek zaten 6grencilerde de o farkli
hani genis ag1y1 gorebiliyoruz (P26).

Kendimi degerlendirsem eger bir d6gretmen olarak yani ben intercultural
becerimi ¢ok yeterli bulmuyorum, ama az ¢ok yurtdis1 deneyimim var bir
seyler duyuyorum falan. Ama bunu dersine entegre etme agisindan
ogretmenlerimize profesyonel egitim gerekiyor bence ciinkii dersimizde su
anki ders kitaplarinda evet diinya kiiltiirii tanitilacak egzersizler var ve
bunlar ¢ok giizel igsellestirilmis. Cocuga sadece bir Target Culture degil

biitlin diinyadan farkli farkl iilkelerin farkli farkli yasam bicimlerini tanitan
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egzersizler sunuluyor. Bu gayet glizel ama Ogretmenim bunu nasil
yansittigi ¢ok onemli. Bu noktada 6gretmeni belli bir training verilmesi
gerekir diye diisiiniiyorum(P2).

Ben daha ¢ok yani Ingilizce alam1 bayag: diger kiiltiirlere de bagli oldugu
icin ¢ogu Ogrencilere yabanci kisilerden de yurtdisindaki yerlesim
yerlerinden bilgileri aktariyoruz veya 6rnekler veriyoruz; ama mesela hani
benim yabanci bir 6grencim yok. Keske bir yabanci 6grencim olsa en
azindan Suriyeli Ogrencilerim olsa onun da smifta 6grencilere faydali
olacagimi diislinliyorum ama yani ben yine dedigim gibi dersle alakali
miifredatla alakali zaman zaman farkl kiiltiirleri gorsiinler 6grensinler diye
videolarda film kesitleri bunlari sunuyorum veya miizik iste resimler
gorseller. Bunlar1 cocuklara veriyorum iste. Bakin su iilkede bdyle
yapiliyor. Ekstrem sporlar tinitesi var iste diyorum. Bizim iilkede olmayan
bir extreme spor Amerika'da var diyorum ya da Ingiltere’de var var
diyorum bu sekilde aktarryorum ya da iste Kanada'min soguk ikliminde
insanlarin yasam tarzi tamamen farkli orada ilgilendigi seyler tamamen
farkli diye anlatiyorum yani (P7).

Mesela ddevlendirme oluyor. Ulkelerin iki farkli {ilkelerin yemek kiiltiirleri
arastirmalar1 gerekiyor ¢ocuklarin mesela. Ben de onlarin arastirmalari i¢in
biraz silire veriyorum. Nasil yapacaklarini anlatiyorum. Onlar gelip bana
sunuyorlar. Sunum da oluyor ama bana yazip sozli anlatim da
yapabiliyorlar. Bir seyler dgrenebiliyorlar gibi diisiiniiyorum bu sayede.
Daha biraz kendileri arastirdiklar1 zaman daha etkili oldugunu
diistinliyorum. Daha verimli gectigini diisiinliyorum en azindan onlar igin.
Ya da ben smifa videolar getiriyorum. Daha fazla gorseller resimler
fotograflar getiriyorum. Ogrencilerle bir tartisma konusu olusturuyoruz iste
bir anlattm yoluyla bu getirdigim materyallerle ilgili bilgiler
veriyorum(P6).

Simdi, benim beg y1l dnce yaptigim bir proje vardi. Grundtvig projesiydi
bu. O zaman meslek lisesinde calistyordum. Ilkyardim konusu vardi, iste,

Avrupa’da, gesitli iilkelerinden gelen 20 katilimciya, o zaman kiigiik bir
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ilgedeydim. Simdi, onu bire bir yasadim diye bilirim, ¢ok da etkili oldu.
Yani, kiigiik bir yerde yasadigim igin, iste, o 20 katilime1 o kiigiik ilgede bir
10 giin boyunca kalma firsat1 buldu. Dolayisiyla biz sadece hani, onlari
egitme anlaminda degil biz onlar1 kendi derslerimize de Kkattik. Iste
Ogrencilerle bire bir mesela ders disi, okul dis1 faaliyetler yaptilar.
Ogrenciler bunlar1 kendi evlerine aldi yemege. Hani bu gercekten ¢ok
faydali olmustu. Hani ¢ocuklardan daha sonra geri doniit aldigim zaman;
hani hocam iste, onlarin kiiltiirleriyle ilgili ¢cok cesitli seyler 6grendik. Hani
bizden farkli yanlar1 da varmis, bize benzer yanlar1 da varmis gibi. Hani, bu
tarz sOylemler olmustu. Hani, kiiltiirel anlamada birebir ne kadar, yani
kitaptan 6grenme, iste duyma, arastirma ¢ok etkili olmuyor ama bu tarz
seyler, projeler, onlar1 birebir dahil etmek ya da iste bizim birebir gidip
orada yasamamiz ya da iste kalmamiz, onlarin kiiltiirlerine dahil olmamiz
cok ¢ok etkili oluyor bence. Hani, hem dilin kazanilmasina bir pozitif seyi
oluyor, bakis agis1 oluyor. Hani, ondan sonra ¢ocuklarin o dile karsi olan
ilgileri de artti. Hani, hocam biz iste, baska bu tarz projeler yapacak miy1z?
O zaman iste Ingilizcemiz daha iyi olsun, kendimiz daha iyi ifade edelim
gibi, yani hep olumlu pozitif seyler, doniitler almigtik ondan sonra (P21).
Cocuklarla kendi tecriibelerini deneyimlerini paylasmaya calisiyorum
farkliliklar1 tolere edebilmeleri i¢in ugrasiyorum ama bunu bir davranig
olarak dgretmenligin 6zii bu zaten aslinda sizin davranig olarak gostermeniz
gerekiyor farkliliklar tolere etmeyi daha sonra ¢ocuktan bunu beklemeniz
gerekiyor (P2).

Bazen toplumda soyle bir yanhs algilama da olabiliyor bazi durumlarda
iste, bir dili 6gretmek farkl bir kiiltlirii empoze etmek gibi. Ben bunu bdyle
degerlendirmiyorum. Bir iilkenin bir kiiltiiriinii 6grenmek, o kiiltiirle alakali
bilgi almak demek senin Kkiiltiirlinlin yok olmasi anlamina gelmez.
Cocuklara ben bunu da sdylemeye ¢alisiyorum (P19).

Anadili Tiirk¢e olmayan 6grencilerim olsa, en azindan benim derslerde ana
dil kullanma diizeyimi oldukea diisiiriirdii Hatta belki de sifira diisiiriirdii

yani su an her ne kadar yine de iletisim dilimiz tamamiyla Ingilizce olsa da
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arada bazen Tiirk¢eye kactigim noktalar oluyor. Gozlerinde o bos bakisi
gordiiglimde birkac¢ kelime code switching gibi Tiirk¢eye ge¢ip aciklayip
Ingilizce devam ediyordum ama ana dili Tiirkce olmayan dgrencilerim olsa
bunu yapmamin da ¢ok da bir anlami olmayacak. Ogrencilerimde miithis
bir farkindalik yaratirdi. Hani Ingilizcenin evrensel bir iletisim araci
oldugunu gosterirdi onlara en azindan. Birakin Tirkiye disinda yasadiklar
sehir disinda hatta sehirde bile farkli kiiltiirlerden birisi ile iletisim kurma
ihtiyaci oldugunda orada Ingilizcenin miikkemmel bir ara¢ oldugunun harika
bir 6rnegi olurdu (P7).

Harika bir sey olurdu. En azindan c¢ocuklara Ingilizce konusmak
zorundayim ve zorundasinizi gosterirdim. Ciinkli sizi anlamayan beni
anlamayan biri var smifta derdim ve yani Tiirk¢e konusmalarini 6nemli
Ol¢iide engellerdim. Cok giizel olurdu olsaydi (P16)

Kolay degil, ¢iinkii simif i¢inde Ingilizce konusmay: saglamak cok zor.
Yani bir de sdyle belirli bir miifredatla gitmek zorunda oldugumuz igin.
Miifredatlar da mesela atiyorum Istanbul'un fethinden bir iinite boyunca
konugmamiz gerekiyor falan ya boyle bir contextten ilerliyorsunuz ya da
iste biraz daha farkli seyler katiyorsunuz. Yani biraz daha bdyle su an sey
ogeler daha fazla geliyor bana miifredatta. O zaman da Ingilizce
konusmaya adaptasyon ¢ok zorlasiyor bu tarz bir Tiirk¢e diisiiniip Ingilizce
konusmaya calismak gibi oluyor. Yani o diinyaya ¢ok giremiyorsunuz bazi
seylerde; ama mesela bazi ya sunumlar araciligi ile bunu ¢ok sagladim ben.
Tartigsmalar yaptirdim mesela diinyada ful 6zgiirliik miimkiin miidir okul
olmali m1 olmamali m1 gibi basit konularda mesela tartismalar yaptirdim,
paneller yaptirdim. Full Ingilizce konusma seyinde ama bunlar hep 6nden
hazirlikli oluyor tabii ki. Yani kendiliginden ingilizce konusma ortamini ne
yazik ki haftada dort saatlik bir seyde ve ilerleyen seviyelerde buna
motivasyon ¢ok azaliyor. Ciinkii bizim Ingilizce {iniversite sinavinda
cikmadigr icin zaten motive degiller. Sadece yabanci dil bolimii i¢in bir
motivasyon oluyor onun disinda bizim O6grencilerimiz benim calistigim

okulda heniiz Ingilizcenin kariyerleri i¢in ¢ok dnem arz ettigi vs. bunlarm
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bilincinde degiller. Tiirkge okumak istiyorlar mesela benim ben 2003
girisliyim iiniversite bizim donemimizde {iniversiteyi Tiirkce okumak
isteyen insan sayist azdi aslinda yetkin olan da. Su anda Tiirk¢e okumak
isteyen kisi sayisi ¢ok fazla mesela ben oradan bile anliyorum (P28).

Yani devlet okulunda calisan biri olarak su anlamda zor ¢iinkii sadece
bizimle Ingilizce konustuklar i¢in hani ¢ocuklarin sosyal ¢evresi pek genis
degil acikgasi. Hani bir yurtdigina gitme olanaklar1i veya yabancilarla
tanisma olanaklar1 ¢ok sinirli o ylizden sadece bizim anlatti§imiz kadariyla
bu biraz onunla sinirl kaliyor (P27).

Kltirel olarak bizim kendi kultlrimiz olarak da hep bir korkumuz var.
Bir seyi 6grendigimizde ya da bir dili 6grendigimizde vesaire sanki kendi
seyimizden benligimizden bir sey kaybedecekmisiz korkusu var. O
anlamda da zor aslinda. Ciinkii size birden sey bir ortama doniisebilir,
"Empoze mi ediliyor bize bu kiiltir?’ diisiincesine doniisebiliyor. O
anlamda da zor, ama tamamiyla dedigim gibi sizin hitap ettiginiz kesimin
ozelligine bagli zorlugu veya kolayligi. Daha a¢ik, daha farkinda, daha ufku
genis bir grubunuz varsa kolay ama darsa bu anlamda isiniz zor ¢lnku bir
taraftan da kendinizi siirekli boyle agiklama durumunda oluyorsunuz (P17).
Bizim bransimiz, bir 6grenciye yabanci dil 6gretmek, Tirkiye'de ¢ok zor
bir durum. Biiylik bir zorluk yasiyorsunuz ¢iinkii 68rencilerin bir 6nyargisi
var bu dili konusamayacaklar ile ilgili, iletisim kuramayacaklar ile ilgili,
ayni zamanda da baz1 6grencilerin i¢inde bulunan milliyetci duygular var.
Bu milliyet¢i duygular da onlara bu dili 6grenmemeleri gerektigi, bu
aileden de gelebilir bazi zamanlar. Giinliik hayatta da karsilasiyoruz bazen
bdyle sorunlarla. Bu tarz dgrencilerin oldugu yerde siz kiiltiirel etkileri de
ortaya koydugunuz zaman veya Kkiiltiirle ilgili bir seyleri de ortaya
koydugunuz zaman Ogrencilerde daha fazla bir antipati olustugunu
gorliyorsunuz. Bu tarz seylerin ¢ok fazla, nasil sdyleyeyim, igtenlik olarak
degil de, yani biraz ortiik olarak Ogretilebilecegini diisiiniiyorum. Yani
bunu bir film izleme etkinligi i¢inde verebilirsiniz veya bir video

etkinliginde veya bir drama etkinliginde, ya da Ogrenciye sinifta
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yaptiracaginiz bir karaoke etkinliginde verebilirsiniz. Yani farkl etkinlikler
icinde direkt vermektense, su sOyledir burada bdyledir demektense, bu
sekilde vermekle daha basarili sonuglar olacagini diisiiniiyorum ki giincel
hayatta da bu tarz durumlar da oldugu sOylenebilir. Yani ¢ocuk bir kiiltiir
Ogreniyor ama direkt kiiltiirii 6grendigini 6grenciye belli ettigimiz zaman
ogrencide bir reaksiyon olabiliyor, kendini kapatabiliyor. Ciinkii dedigim
gibi bu, dersin birazcik zor olmasindan da kaynakli, en azindan
onyargilarint daha da artiracak bir sey olabilir (P19).

Kiiltlirerarasi, en ¢ok ben YouTube'dan faydalaniyorum. Mesela farkl
videolar getiriyorum. Insanlarm deneyimlerini, kiiltiirel farkliliklari anlatan
videolar1 oluyor vesaire onlar1 izletiyorum. Diinyada olan olaylari
izletiyorum mesela veya bir ‘Essay Writing’ etkinliklerimi diziler iizerine
kuruyorum. Iste ‘Bunun sonunda ne yapardiniz? Siz olsaniz ne yapardimz?’
gibi. Yani diinyada giindem olusmus herhangi bir mesele {izerine bir hemen
speaking writing Uzerine gosteriyorum. Ama bu da benim en cok
kullandigim kaynak YouTube oluyor yani. YouTube’dan aliyorum
materyallerimi (P28).

En basta yapmaya calistigim Onyargilarimi kirmak. Hani, Ingilizce
ogrenmemiz, evet, gerekli. Ingilizcenin disinda, farkli kiiltiirlere agik
olmak, farkli insanlar tanimak bizi gelistirir, zenginlestirir. Hani, bunu
yapmaya calistyorum. Bu anlamda da, hani, ben suan 3, 5 yildir ayni
okulda goérev yapiyorum. Geldigim noktadan, ¢ok daha ileride olduklarini
diisiiniiyorum. Hani, bu yapilan, yaptigim calismalarla (P14).

Yabanci arkadaglarimla veya onlarla roportaj yapiyordum. Sonra getirip
izletiyordum falan. Yani Maras'ta onlarin buraya gelme imkanlar1 olmadig:
icin onlarin neler diisiindiigiinii mesela Tiirkiye’ye ilk geldiklerinde ne tiir
sikintilar yasadiklari iizerine yapmistim bir ara biitiin arkadaslarimla boyle
bir konusma onlar da ne gibi kiiltiir sok yasadilar. Sonra 6grencilerden
istemistim yurtdisindaki akrabalariyla roportaj yapmalarini. Onlar ne tiir
soklar yasadilar nasil adapte oldular ve bu konular {izerine bdyle yani

ozellikle su beni ilgilendiren taraftan ziyade Ingilizce konusurken hata
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yapmaktan korkmama tarafiydi. Bu gramer baskisi ¢ok fazla oluyor ¢ilinkii
Ogrencilerin iizerinde onlarin ben faydasimin oldugunu diistinliyorum.
Mesela calakalem konusmaya baslamislardi bu seylerin iizerine.
Konugmaktan hata yapmaktan ciimle siralamasindan korkmuyorlardi.
Yazarken de daha rahat yaziyorlardi bunun iizerine. Ya bu tarz etkinlikler
yaptim kimseyi sinifa getirme imkanim olmadi. Mesela boyle bir sey de
yapmak isterdim. Yurtdisina gittigimde c¢ektigim videolar1 falan
gosteriyorum mesela. O tarz ya da cocuklarda yurt dist deneyimi olan
bilingual ¢cocuklarim var benim mesela Fransizca Tiirkge, Ingilizce Tiirkge
veya onlarin deneyimlerini ¢ok anlattirtyorum ne yaptilar neler yasadilar
falan gibi. Mesela bir tane dil disi sahillerinde yasayan bir ¢ocugum var.
Annesi babasi orada yasiyor ya ondan her yaz boyle bir video falan
getirtirim. Hani ‘Bu sene ne ilging buldun?’ gibi sene basinda onlar izleriz
bu tarz seyler yapiyorum yani ben. Benim i¢in énemli olan diinyanin, artik
gergekten ben ona inantyorum, diinya artik kiigik bir kdy ve kimin ne
oldugunun bir 6nemi yok acgikg¢asi bana gore (P28).

Cok katki saglayabildigimi diisiinmiiyorum Kkiiltiirlerarasi. Yani onlarin
kaltirinde olan belki de binde birini biliyorum yani belki binde biri binde
ikisi. Bu bildiklerimi aktarmaya calisirim ama ¢ocuklarin karsi kiiltiirii gok
da tanmiyabildiklerini diisiinmiiyorum. Biz egitim alirken, sadece dgrenciye
nasil gramer 0gretebilir nasil iste kag kelime 6gretebilir bunlar1 6greniyoruz
ama biz onlarin kiiltiirleri ile alakali ingiliz dili edebiyatinda sadece onlarin
kitaplarin siirlerini inceliyoruz. Ama onlarin tarihidir neden iste kim neden
oldirildi tarihleri hakkinda ¢ok bir bilgimiz yok. Yani bunlar kilturi
olusturan seyler de onlarin tarihi hani tarihleri hakkinda kalkip ¢ocuklarina
bilgi veremiyoruz. Amacim sadece c¢ocuklarin bir yabanci ile
karsilastiginda etkili bir sekilde giinliikk ihtiyaclarini karsilayabilecegi
sekilde Ingilizceyi kullanabilmesi. Kalkip onlara kultlr ile ilgili cok bir
bilgi vermeye calismiyoruz amaclamiyoruz. Sadece ¢ocuklarin Ingilizce
konusabilmesi i¢in ugrasiyoruz ki Ingilizce de konusamiyorlar. Sadece

gramer Ogreniyorlar. O kadar. Bunlar da sadece sinava paralel ders
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isledigimizden. Sinavlardan dolayi. Miifredatta programda yazan sunu
isleyin diyor sinavda da bunu sorun diyor biz de bunu yapmak zorunda
kaliyoruz. Kalkip da ¢ocuklara da bir seyler konugsmasi yani konusmay1 da
cok 0gretemiyoruz. Kiiltiirle ilgili hi¢bir sey 6gretemiyoruz(P3).

Tabi sdyle ¢ok titopik olur belki ama hani 6grenci degisimleri yapilabilir
bence. Bu ¢ok sanirim var iilkemizde ama ¢ok ciddi boyutta degil. Lisede
degisim programlart var sanirim. Ayrica ne bileyim bdyle 6grenci
degisimleri yapilabilir hani biitiin bir yila yayilmasa bile bir kiiltiir ay1
olusturulup iste bizim 6grencimiz oraya gider onlarinki bize gelir iste bir
sey kiiltiirel bir aktarim olur hani olmasi saglanir bir seyler yapilabilir
aslinda yani ama iste dedigim gibi bu ¢ok iitopik geliyor bana suan (P16).
Projeler yapila bilinir. Su an E-twinning projeleri yapiliyor. O projelerle de
ortaklar bulunuyor. Ortaklar sayesinde cocuklar icin Skype uzerinden
goriismeler saglayabiliyor bizzat canli olarak. Diger 6grenci arkadaslariyla
goriismeler yapabiliyor. Bunlar projeler sayesinde oluyor bu E-twinning
projeleri sayesinde. Bu tiir uygulamalar1 yapabiliriz diye diislinliyorum.
Tabii sinif ortaminda kisisel ortamin saglanmasi gerekiyor. Internet aginin
akilli tahtanin iyi sekilde islemesi gerekiyor bunlarin yapilabilmesi i¢in
(P7).

Smif icerisinde belki hani atiyorum bu yabancilarin ‘show and tell’
haftalar1 oluyor ya gelip bir sey anlatiyor tahtada vs. Keske imkanimiz olsa
da burada mesela fakli kiiltiirden birini attyorum bu hafta Ingiltere’den
birini agirlasak obiir hafta farkli bir lilkeden birini agirlasak. Hani sohbet
etme sanslari olsa ¢linkii sosyal ortama girmedikleri igin. Tekrar
sOylityorum bu c¢ocuklar seyahat etmek istemedikleri ya da etme sanslari
olmadig: siirece o kiiltiirii edinme sanslar1 ¢ok fazla yok diye diisiiniiyorum.
Smif ortaminda boyle farkl kiiltiirden insanlar ziyaret¢i olarak katilabilir.
Illa fiziksel bulmasina gerek yok. Akilli tahtalar var. Online portallardan
bazilarina simif ortaminda video konferans seklinde bir seyler
gerceklestirilebilir. Mesela bu hafta atiyorum. Bilmem hangi tilkeden

Jeniffer 1 agirlayacagiz hadi bakalim bu ders saatine oradayiz. Hep beraber
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sohbet edecegiz konusacagiz. Bunlar giizel olabilir. Cocugu da
tetikleyebilir. Evde otururken soru yazabilir ya da bunu mu sorsam soyle
mi desem seklinde olabilir yani (P30).

Bir kiiltirii 6grenmenizin en 6nemli yolu o iilkeyi ziyaret etmektir yani.
Firsatim olsa 6grencilerin bu dili konusan, anadili olan iilkeleri ziyaret
etmesi ile ilgili etkinler yapmak isterdim. Yani, yurtdisina da olsa bunlara
bir gezi yapmak isterdim(P19).

Imkanlar olsa, baz1 smiflarin yaptigim1 biliyorum, yurtdisi gezileri
diizenlenebilir. En azindan kisa bir silire de olsa yerinde gérmiis olurlar,
hani, en eski yontem olarak. Ama devlet okullarinda ¢ok sey degil tabi,
yani, maalesef maddi imkanlar dogrultusunda ¢ok yapilabilen bir sey degil.
O acidan yine aklima, hani, film izletmek, gorsellerle desteklemek geliyor
bunu. O tarz etkinliklerle ancak yapilabilir diye diislinliyorum (P14).
Bunun disinda ‘pen-friend’ uygulamalar1 Yani mektup arkadas olabilir
ogrenciler Eskiden c¢ok yaygin bir uygulamayd: ve gercekten hani
ogrenciler Tiirkiye’ye bile geliyorlardi. Su an kitaplarda var etkinlikle ama
cok ylizeysel kaliyor genel olarak ¢ok ylizeysel geng Ogrenciler mesela
durumdan sikdyetci oluyor. Bazi durumlarda hani bizim Ogrencilerimiz
onlara cevap yaziyor giiya ama ger¢ek olmayan yapay bir sey oluyor
havada kaliyor. Gergek birebir kendi yasitlar1 ile konusabilse
ogrencilerimiz. Bunun kiiltiirlerini ¢ok daha gelistirebilecegini farkh
kiiltiirlere bakis acilarini degistirebilecegini diisiinliyorum ¢ilinkii yani en
basitinden yabanci biriyle mesela iste Danimarkali bir 6grenciyle
konusuyor bu 6grenciye ¢ok farkl bir goriis katabilir (P6).

Daha Once bahsettigim gibi ben 6grencileri yabanci dil sinifta kalacak
sekilde degil de yeni bir malzemedir kendilerinden farkli iilkelerde yasayan
kultlrlerde yasayan Insanlarla iletisim kurabilecekleri bir ortama tesvik
etmeye calistyorum bir dgretmen olarak, bunu yaparken de onlarin en
sevdigi sey bilgisayar oyunlar1 sosyal medya televizyon dizileri iizerinden

yapmaya calistyorum (P2).
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Yani onlarin anlayabilecegi onlarin sevebilecegi kitap roman dizi film
seklinde seyler onerebiliriz orada kiiltiirlerini yansitan seyleri kullandiklar
icin insanlar yani kendi kiiltliriinii yansitan seyleri kullandiklar1 igin
cocuklar orada gorerek arastirarak kendileri bunlar1 ulasabilirler (P3).

Smif icinde Oncelikle her 6grencinin kendini yakin hissettigi yabanci
kiiltiirle ilgili arastirmalar yapmasini saglayip bu Kkiiltiirlerle de sunumlar
yapmasini, sunumlarin ardindan sinifca mesela o topluma dair soru cevap
seklinde merak edilenlerin paylagilmasi boyle brainstorming hani ben de
rehberlik ederek mesela Tiirk Ogrencilerin fikirlerini duyarak, hem o
kiiltiire asina olmalarim1 saglardim. Hem bilgi aligverisi yaparak farkli
diisiinceler negatif var ise onu c¢iirlitmeye olumlu hale getirmeye
cabalardim. Yani arastirma ve akabinde de sunumlara dair soru cevap
seklinde goriismelerle toplu olarak bdyle bir calisma yapilabilir (P25).
Sinifa yeni bir 6grenci geldi, yani, onun tutumu, onun hissettigi acidan
bakabilmeyi, empati kurabilmeyi, farkli bir kiiltiirde var olabilmenin nasil
bir duygu olabildigini anlamaya yonelik etkinlikler olabilir. Ciinkii bazen
yani, soyutlama gibi durumlar da olabiliyor, yani, ya, da onu reddetme,
dislama gibi durumlar da olabiliyor. Bunu hissetmemisi i¢in ya, iki taraf
arasindaki uyum saglayabilmek icin ‘role play’ler olabilir veya belki
tiyatrolar olabilir. Bu sekilde etkinlikler olabilir (P22).

Dedigim gibi bu dersler benim kiiltiir edinmem agisindan bir temel teskil
ediyor. Bir temel olusturdu benim i¢in. Orada gordiigiim yazarlar veya o
yazarlara ait eserler vs bana bu kiiltiire ait bir temel bilgi olusturdu. Ve
bunun iizerine ben kendi imkanlarimla gelistirmeye calistim. Dedigim gibi
yurtdisinda ziyaret olsun veya o dille ilgili okudugum sey, baska kitaplar
olsun sonugta orada gordiigiim, yani, 0 zamana gidene kadar ¢ok fazla
yabanci kitap okumamistim. Ama bu seyde, Ingiliz edebiyati dersiyle
tanistiktan sonra o dile ait olan eserlere de ilgim artt1. Farkli eserler okudum
veya okudugum bu eserlerle alakali 6grencileri de simdi yonlendiriyorum.
Onlara bildigim bu kitaplart ki onlarin karakterine gore keyif alabilecekleri

kitaplari, ingilizce kitaplara yonlendirmeye calistyorum. Bu sayede onlarmn
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da keyif alabilecegi eglenceli vakit gegirebilecekleri bir ortam olusturmaya
calistyorum (P19).

Cok faydalanabildigimi diisimmiiyorum daha ¢ok dedigim gibi Ingilizcenin
tarihgesiyle alakaliydi. Ve Ogretmenimiz dersi biraz farkli isliyordu cok
teorik pratige dokebilecegimiz bir sekilde degildi. Bir kelimenin kdkeni ile
ilgileniyorduk ya da bir uygulama ile ilgili daha boyle elestiriye agik agik
uclu bir dersti. Cok bizim smiflarimizda pratige dokebilecegimiz bir sey
degildi. Ama o kiiltiirii 6grenebilmemiz igin etkiliydi(P6).

Ben miitercim terclimanlik mezunuyum lisansta. Ve bizim lisansta zorunlu
dersler kapsaminda Kkiiltiirleraras1 iletisim dersi almistik. Bu ders hani
aslinda 6gretmenlikte ¢ok cok daha gerekli bir dersmis ben onu fark ettim
meslege basladiktan sonra. Ciinkii terciimanin onu almasindaki sebep iste
baz1 dil dis1 gdéndergeleri anlayabilmek en basitinden. Iste bizim icin kafay:
yukar1 asag1 sallamak evetken bir kitle i¢in tam tersi anlami1 olabiliyor hani
bu ¢ok basit dil dis1 gondergeleri anlayabilmek i¢in biz bu dersi almistik.
Veya iste hani her kiiltiiriin iste iletisimdeki belirledigi o yakinlik siniri
farklidir vs gibi ¢ok temel seyler. Ama elbette bir terciimanin 6zellikle de
simultane ¢eviri yapan veya ardil ¢eviri yapan bir terclimanin buna ihtiyaci
var. Ama bu dersi mesela almis olmak hele bir de boyle doguda Kiirt
yogunluklu bir yere atandiktan sonra benim ¢ok isime yaradi(P5).
Hatirladigim  ‘explicit” bariz bir 6rnek olarak hani Japonlarin ve
Amerikalilarin nasil  davrandigini  ‘compliment’ aldiklarinda  nasil
davrandiklarii gdsteriyordu mesela hani mesela Japonlar bir 6vgii
aldiginda bunu reddederek yaklasiyorlar gergekten dyle mi falan gibi ama
mesela Amerikalilar bunu ¢ok rahatlikla tesekkiir ederim hani ¢ok incesin
vesaire diye daha direkt bir sekilde kabul ediyorlar. Bunun da iste
kiiltiirlerarasindaki iste bu ‘collaborative’ ya da ‘independent’ kdlttrlere
dayandirildig1 konular vardi(P9).

Ogrenciyken youtube genglik projelerinde yer aliyordum. Onlardan da
cogunluk temasi1 zaten kiiltiir 6gretimi. Bridge together cultural awareness

bu sekilde temalardi. Makedonya’da bir egitime katilmistim o egitimde 11
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farkli iilkeden insanin kiiltiir egitiminde nasil gelistirebiliriz yani kendi
kiiltiirlimiizii nasil aktarabiliriz bunu goérmiistiik. Onun disinda biitiin
neredeyse genclik projelerinde tema her ne olursa olsun belli bir kisim
farkli kiiltirleri 6grenmeye yonelikti onlara kiiltlirel alanlar faaliyetler
dizenleniyordu (P27).

Tamamen TOMER’de calisan yabancilarla bir araya gelen dgretmenler
vardi. Onlarin tecriibeleri iizerinden hani bu nasil bir buradaki catisma
neden kaynaklandi bunu ¢ézmek i¢in ne yapilabilirdi veya 6gretmenimiz
orada yanlis bir yontem izledi ve sonucu olumsuz olduysa hani neden bdyle
oldu gibi olay odakl1 gitmistik (P5).

O seminerde farkli 6gretmenlerle ortak proje toplantisinda bir araya
gelmistik. Uluslararast bir seydi. Orada farkli kiiltiirler tanima sansimiz
oldu, farkli insanlarla tanigsma sansimiz oldu, ozellikle Avrupa’dan gelen
ogretmenlerle beraber, onlarin ders isleme metotlariyla veya okulda 6grenci
profilleriyle ile ilgili sohbet edip etkilesimde bulunma sansim olmustu
(P19).

Yani icerik olarak oOzellikle karsi kiiltiirden Kkisilerin kisiler bir araya
Ingilizce &gretmenlerinin bir araya getirilmesi ve onlarin kiiltiirlerinde
kullandiklar: seylere direk onlar tarafindan bize aktarilmasi arada bir araci
olmadan. Yani yurtdisina gitmis bir Tiirk Hoca'nin aldig1 egitim gelip bize
aktarilmasiyla yabanci bir kisinin gelip bize kendi kiiltiiriinii anlatmasi tarzi
egitimler yapilabilir (P3).

bizim i¢in normal olan sey neyse farkli kiiltiirlerde onlara goére normal olan
seyler nelerdir? Bu, hani ikili ve c¢oklu iletisimde ¢ok 6nemli bir husus.
Birbirimizi incitmeden zarar vermeden iletisim kurmak istiyorsak hani
bilerek bilmeyerek, bu kiiltiirel farkliliklarin farkinda olmamiz lazim(P8).
Yani, simif i¢i mesela, sey olabilir, yabancit bir kiiltiirdeki, yabanci
ogrencilere nasil davranilir. Ya da ne bileyim nasil iletisim kurulur.
Ogrenci ilk basta hani, nasil 1sindirilir, belki. Ya da &grenciyle ilk basta
nasil diyalog haline girilebilir. Bu olabilir. Ya da o 6grencilerin, farkli

kimselere nasil hitap edilir. Iste, yabanci &grenci ne gibi sorunlarla
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karsilagsmis olabilir burada. Ben onu nasil halledebilirim. Ya da 6grenciyi
nasil egitim ortamlarmma daha hizli ve daha, hani, onu mutsuz etmeden,
sogutmadan, nasil aligtirabilirim (P10).

Ogretmenlerin 6ncelikle hani intercultural competence ilgili olarak bir
farkindaligini arttirabilecek iste once teorik sonra da pratikte uygulamaya
dontik hani aktiviteler saglanabilir hani nasil entegre edilebilir yani direkt
hani materyallerin sunuldugu bir modiil dizayn edilebilir bence.... hani
siif i¢indeki suan ki milli egitimin sundugu materyaller eksik her sey
Ogretmene kaliyor bu durumda bunun yaninda hani ekstra materyaller bu
ders kitaplarimiza entegre etmenin yaninda hani boyle modiiller ile vesaire
sunulabilir yani (P9).

Biz Ingilizce gretiyoruz, mutlaka Ingilizcenin konusuldugu ulkelerdeki
kiiltiirii  olusturan o&gelerle ilgili bilgilendirici yani, bilgilendirici ve
hatirlatic1 uygulamalar olmali. Ozellikle bunlarla ilgili seyler verilmeli ve
ayrica bu kiiltirii nasil biz dil Ogretimimize yansitacagiz, bunlari da
yapabilecegimiz, smifta uygulayabilecegimiz teknikler Ogretilmeli diye
diistinliyorum. Yani, hem Kkiiltirii 6gretilmeli hem de o kiiltiirii biz
derslerimizde nasil kullanacagiz bununla ilgili teknik, yontemler, oyunlar
ogretilmeli ve hatirlatilmali. Bunlar1 6grendik aslinda. Mutlaka lisans
egitiminde bunlarla ilgili egitim aldik ama tekrar hatirlatilmali ve
uygulanmali diye diistinliyorum (P22).

Bunun i¢in diger kiiltiirlere karsi empati kurma yetenegini bize vermeliler
diye diisiiniiyorum bizler bu sayede 6grencilerimize bunu aktarabiliriz.
Herkesin farkli olabilecegini benzerliklerin olabilecegini zaten hani
biliyoruz ama bunu da bizim 6grencelere vermemizi saglayarak sekilde bir
seminer yapabilmeleri isterim (P7).

Ogretmen degistirme programlari tarzinda bir sey olup, iste atiyorum, belli
bir donem, birka¢ ay ya da bir dénem farkli bir iilkeye gidip, orda
ogretmenlik yapilabilir ya da oradaki Ogretmenler irdelenebilir. Farkli
yontemleri gormek hem de kiiltiirii tanimak admna faydali olur diye

diistinliyorum (P14).
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Oraya belki o 6gretmenler gidebilir, bizim yaptigimiz gibi projede. Direk
birebir etkilesim oldugu zaman ¢ok daha faydali olabiliyor. Yani yurtdigina
belki gonderilebilir, oradaki cesitli etkinliklere katila bilinir. Sonugcta
gercekten o ortami yasadigin zaman hani, bunun ihtiyacini gorebilirsin.
Hani o anlamda kendini gelistirebilirsin. Yoksa hani, normal bir seminer,
herhangi konuda verilen seminer gibi yapilan egitimde agikcasi ¢ok fazla
faydali bulmuyorum ben. Ya, ¢ok kalict oldugunu diisiinmiiyorum. Ciinki
Cocuklar uzerinde de bunu gozlemliyoruz (P21).

Odenek ayirsinlar. Hani o {i¢ ay tatilimiz var iki ay tatilimiz var cok uzun
geliyor ya onlara tutsunlar iste yani bir program olustursunlar her yil bir
grup dgretmeni dil 6gretmenini gondersinler iste Ingiltere’ye Amerika’ya
nereye gonderiyorlarsa iste bir hafta iki hafta maksimum bir ay orada iste
ne bileyim Kkiiltiirleraras1 bir egitim oranin kiiltiiriinii tanimaya dair bir
egitim aldirip geri getirsinler. Yani bilmiyorum hani bu ¢ok zor degil bence
yapilabilir (P16).

Once bu sey olmamali mesela tipik milli egitim seminerleri gibi bir siirii
bdyle dgretmeni bir konferans salonuna toplayip iste birinin kiirsiiye gecip
su sOyledir bu boyledir bu kiiltiir boyledir diye agiklama yaptig1 bir egitim
olmamali. Ciinkii 6yle oldugu zaman higbir sekilde verim alinamiyor bu
hani bu konu icinde boyle baska egitimler i¢inde boyle ¢ilinkii dort yillik bir
ogretmenim dort yildir tek bir verimli egitim aldigimi hatirlamiyorum
(P16).

Bir kere daha modern teknikler olmasin1 bekliyorum agikgasi ¢iinkii hani
bir slayt {izerinden agip okumak bodyle bir teknigin varliina ben
inanmiyorum bunu herkes bireysel olarak zaten Ogrenmek isteyen
arastirarak Ogrenebilir o yiizden daha interaktif faaliyetlerin oldugu bir
platform olabilir (P27).

Iki yiiz kisiye bir konferans salonunda bir slayt iizerinden kiiltiirleraras
beceriyle ilgili bir sunumu anlatmak ne kadar faydali? Veya 20-30 veya 50

maksimum diizeyde bir katilimciyla bu saatlerde birebir yasayarak,
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88.

89.

90.

91.

tartisarak, siniflardan ornekler sunarak bdyle bir egitim aldiginiz zaman
bunun kalitesi mutlaka yansiyacaktir yani egitime (P22).

Gelen egitmenlerin de dedigim gibi bir dizi slaytla kitap gibi anlatmalar
degil de, giinliik hayatta bize uygulattirarak egitim vermelerini isterim
(P24).

Aslinda onlarin soyle kiiltiirlerarasi becerilerini gelistirmenin en iyi yolu bu
tarz etkinliklerde pek c¢ok kiiltiirden insani bir araya getirmek bana gore
hani. Daha enternasyonel bir ¢calisma calistay vs olup da insanlarin pek ¢cok
kisiyi ayni anda gorebilmesi bence Onemli. Yani Tiirkler arasinda bir
etkinlik oldugu siirece en fazla tecriibe paylasimina doner yani ¢ok fazla
kalici etkisinin olacagini diisiinmiiyorum (P28).

Mesela orada bir drama etkinliginden bahsedilebilir. ‘Su tarz bir drama
etkinligi 6grencilere yaptirabilirsiniz, iste, 6grencilere ¢esitli roller vererek
onlara bu kiiltiirle alakali bilgiler verebilirsiniz. ‘haydi, dagilalim’ mesela
bu bir etkinliktir ama soyle sdyle de yapilabilir; ‘evet arkadaslar simdi, hep
beraber bir drama etkinligi planlayacagiz sizi 4’1t 5’li gruplara ayiriyoruz.
Su rolleri alacaksiniz, siz su rollerdesiniz vs gibi orada Ogretmenlere
diyelim bir belli bir siire verilip bir etkinlik ¢ikarmalar1 orada sahnelemeleri
istenilebilir. Bu sayede de, 6gretmen is basinda edindigi bu bilgileri geri
dondiigiinde de 6grencilerine rahatlikla aktarabilir ama sadece ‘bunu yapin
sunu yapin’ dedigin zaman &grencilerin, 6gretmenlerin hep kafasinda soru
isareti kalacaktir. Acaba bunu yapalim ama nasil yapacaktik, nasil
yapmamiz gerekiyor veya hangi metodu yapsak dogru olur. Ve bu is
yapilirken de belki yapildig1 anda miidahale edilemeyebilir ama sonrasinda
yanlig olan taraflar1 aninda doniit olarak verilebilir. Feedback ¢ok onemli
(P19).

Bence workshoplar yani 6gretmenin bire bir isin i¢ine dahil edildigi mesela
yine kiiltiire dair ‘brainstorming’ yapilan seyler. Gidip de hani 6gretmen
merkezli bir 6gretme degil hani bazen hizmet i¢i egitimlerde dyle oluyor
slayt sovlar doniiyor 6gretmenler daha pasif bir sekilde buradaki anlatilani

dinliyor bunu kastetmiyorum ben. Kesinlikle ‘workshop’ 6gretmenin bire
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92.

93.

94.

95.

96.

bir faaliyetlere katildig1 fikirlerini soyleyebildigi etkilesimde bulundugu
dikey aligverislerin gergeklestigi teknikler kullanilmali yani pratik
yontemlerden modern yaklasimlar sergilenmeli (P25).

Her iki kiiltiirli, mesela kiiltlirtin bir 6zelligini ya da iste iki kiiltiiriin
birlestirilip harmanlanarak bir proje yapma olabilir mesela... Her iki
kiiltirde de bizim kitaplarimizda karsimiza ¢ok ¢ikan festivaller oluyor,
bayramlar oluyor mesela. Onlarinkilerle bizimkiler farkli oluyor. Cocuklar
hani bu noktada karsilastirmaya gidiyorlar. Bu bizde s0yle hocam onlarda
boyle yapiyorlarmis. Hani, mesela bu tarz etkinlikleri konular1 birlestirerek
bir seyler iliretme, her iki kiiltiirden insanlarin bir araya gelmesi gibi mesela,
o Ozel giinlerde davet edilme, oraya gitme ya da bizim onlart davet
etmemiz. Bence bu tarz seyler ¢cok daha etkili olur (P21).

Ormegin iki boliime ayrildigm diisiinelim, bir teori kismmin oldugunu
diisiinelim, birde bunun pratik kisminin olmasi gerektigini diistinelim. Yani,
Ogretmen orada Ogrendigini ayni1 anda uygulayabilmeli, ayn1 anda pratige
dokebilmeli ki dondiiglinde 6grenciye bunu rahatlikla aktarabilsin. Yani,
bir kagit lizerinden siz bir doktora ameliyati gosteremezsiniz. Onun
ameliyata sokmaniz lazim. Eline nesteri vermeniz lazim. Ogretmenlik de
boyledir (P19).

Daha ¢ok bizim bdyle pratige dokebilecegimiz teori iistiinde kalmayacak
etkinlikleri olmasi gerektigini diisiiniiyorum. Daha boyle pratik daha
giinliik hayatta karsilasabilecegimiz seyler olmasini isterdim (P6).

Mesela istasyon teknigi ile her istasyonda ogretmenin farkli bir etkinligi
calisacagl mesela atiyorum bir masada farkli bir etkinlik farkli bir kiiltiire
ait bagka bir etkinlik yani 6gretmenin istasyonlar1 gezerek farkli seyler
yapmasina olanak saglanabilir. Ogretmenin aktif olacagi bir sey olmasi
lazim diye diisiinliyorum (P30).

Ogretmenler gruplar halinde, istasyonlar halinde etkilesimde bulunabilirler
kendi aralarinda. Sonra ¢ikip onlar sergiler 'Biz iste hayali olarak su iilkeye
gittik, su lilkede okula gittik, sdyle gordiik, bayram oldu, soyle kalktik
ettik.' Mesela her 6gretmen boyle bir sunum yapar. Her istasyon, her grup
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98.

99.

o kiiltiirden ¢ikip gelmis insanlar der ki 'Evet ¢ok dogru yaptiniz aslinda
ama biz soyle yapariz gibi.' Ben simdi yurtdisinda Tiirk¢e Ogretilen bir
okulda 6grenci olsaydim, boyle bir sey yapilsaydi, ¢ok verimli olurdu.
Atiyorum bir yabanci geliyor, ‘Tiirkiye’de iste Ramazan bayrami vardir,
sabah kalkilir, iste sey oynamaya gidilir bowling oynamaya gidilir.' dese,
iste ben orada hatay1 bulurum. 'Hayir sabah kalkilir erkekler namaza gider
kadinlar giizel kiyafetlerini giyer blytklerin evlerine gidilir elleri épultr
orada birlikte kahvalt1 yapilir.' Mesela bu tiir aktiviteler bu tiir paylagimlar
yerinde ve hep beraber katilarak yapilirsa ¢cok giizel olur (P26).
Ogretmenlere anket diizenlenebilir dgrencilere anket diizenlenebilir. Bu
sekilde verimli olup olmadigi, iste neler 6grenip Sgrenmedikleri anket
yontemi en iyisidir (P20).

Egitim veren kisilerle alakali form doldurulabilir. Belki egitimlerin sonunda
bize egitim veren kisiler kendilerini degerlendirmemiz bize i¢in bir firsat
verilebilir bir elestirel bakis agis1 kullanarak nasil daha etkili olunabilir,
yani etkili olabildik mi gibi (P6).

Anket yapilabilir belki hani, sunlar1 yasadim bunlar1 yasadim, suna katildim
buna katilmadim. Sunlar gelisti bunlar gelismedi, tarzi bir anket

uygulanabilir (P10).

100. Boliimlere bakmaliyiz, hocanin ¢ikardigi projeler, hocanin

cikardigi, siniflarda yaptigi etkinlikler, yoksa bunun sinavi yok, testi yok,
anketi yok yani bana sorarsan. O Ogretmenlerin bunlar1 platformda, bir
platform olusturabiliriz hocam online. Yani EBA’nin igine ekleriz yiikleriz.
O hocalarin onlar1 paylagsmalarini isteriz. Bunlar pilot olur, bunlar 6rnek
olur. Bunun iizerine bunlar1 yapanlara da takdir verir Milli Egitim, hani, o
ogretmenlerimize takdir belgesi verir. Iste, ne bileyim, sey yapar derece
merece kademe mademe atlatir eger hakikaten sey, 6gretmenleri de motive

eder bu. Yani boyle de bir sey olur. Boyle sistemik de donebilir (P29).

101. Insanlar1 nasil biz iste stajyer egitimi aldigimiz zaman bu onu

yapma uygulama sansimiz veriliyor ve o anki performansimiza gore

degerlendiriyorsak yine o workshoplardaki gibi bir durum yaratilabilir
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dramadan yararlanarak. Ve o sahsin orada canli olarak onu ¢6zmesi istenir
ve alan uzmanlar1 o sekilde degerlendirir yani bunun bu basarili bir 6rnek
oldu bu basarisiz gibi (P5).

102. Bence degerlendirme i¢in bu saniyorum ben Tiirkiye'deki hicbir
hizmet i¢i egitimde bunu gormedim; ama daha 6nce okudugum seylerde
duymustum sinifin igerisinde Ogretmen gercek simnifinda gdézlemlenmeli.
...Bizim  asil  aldigimiz  egitimini  aldiktan sonra  uygulayip
uygulamadigimizi ger¢ek siniflarimizda gozlemlenerek yapilirsa sadece bir
dersimizin bile gozlenmesi aslinda bu isi uygulayip uygulamadigimizi
gosteren bir sey olabilecektir diye diisiiniiyorum (P2).

103. Ha bizzat 6gretmenlere siniflarina belli zamanlarda gidebiliriz yani
mesela dort aylik birinci donem diyelim dort aylik bir donemde belli
zamanlarda o 6gretmenin sinifina haberli olarak gidebiliriz hani habersiz de
degil de ciinkii o zaman miifettis gibi veya kontroller gibi bir sey oluyor.
Onun yerine yani 6gretmene haber verip iste ayda bir kez bir giin bir sinifa
bir giin baska smifa gidilebilir. Veya o 6gretmenin kendisinin sdyledigi bir
zaman iste ben su ve su konuyu isleyecegim gelin dersimi izleyin beni
Ol¢iin gibi 6grencilerime bunu ne kadar vermisim bunu 6l¢iin gibi bir seyle
o 0gretmenin o beceriyi ne kadar aldigini 6l¢iilebilir (P7).

104. Biraz daha yani bana milakat her zaman daha gercekci geliyor bu
tarz seylerde veya agik uclu sorular yani yari yapilandirilmis goriisme
sorular gibi. illa yiiz yiize olmak zorunda degil ama biraz daha detayli
yazabilecekleri seylerde daha mantikli geliyor (P28).

105. Ogrencilerle online goriismeler yapabilirler. Hani &gretmenle
goriismekten ziyade oOgrenciyle c¢aligmalar adina neler yaptiniz neler
yuriittiinliz sene igerisinde seklinde Ogrencilerle bir goriisme yapilabilir

diye diistintiyorum (P30).

106. En azindan kendi eksik yonlerimi goOriip hani olanlara
ekleyebilecegim. Ya da yani bilmem gereken farkli yontemler varsa

uygulamalar varsa bu anlamda bana katkida bulunacagmi diisiiniiyorum
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acikcasi. Yani benim evet yani benim uyguladigim belli teknikler ya da
benzer yaklasimlarim olabilir ama yani yeni yontemlere ve farkli
uygulamalar her zaman ag¢ik olmam lazim (P13).

107. Ingilizceyi daha etkili ve dogru dgretebilirim (P4).

108. Yani 6gretmenin smif ortamini daha etkili daha verimli yani dil
Ogretmesi saglanabilir (P7).

109. Dili daha iyi 6grenmeye ve Ogretmeye faydali olur. Kiiltliir 6nemli
oldugu icin yani, hedef dilin 6gretilmesine daha faydali olur (P12).

110. Ogretmenin  dgretmek  istedigi dil hakkinda farkindaligini
yiikseltmis olur. Daha verimli ders isler. Ogrencilerine daha iyi bir vizyon
olusturur (P26).

111. Ogrencime anlatacak verebilecek daha ¢ok sey cikar ve dedigim
gibi hani bu kiiltiirel edindigim kiiltiirel 6geler egitim sirasinda gerceklesen
hani o kars1 kiiltlirle olan o etkilesim hani derste bana daha ¢ok materyal
saglar. Daha ¢ok ornek olur ¢ocuklara verebilecegim (P16).

112. Ya, biz, bunu ne kadar lisans egitiminde almis olsak bile mutlaka
bilgiler her zaman kalic1 olmayabiliyor. Belli araliklarla hatirlatiimasinda
fayda var ¢iinkii egitimden sonra uzun bir siire sizi o zaten baya gotiiriiyor.
Yani bilgilerinizi tazelemis olmanin verdigi heyecanla direk bunu siniftaki
yani yontem ve metotlariniza her seyinize yansitiyorsunuz bu da giizel bir
sey (P22).

113. Bireysel anlamda hani uygulayamadigim ya da yapamadigim seyleri
farkli meslektaglardan gorme firsati bulabilirim...Bir bilgi akis1 saglanabilir
orada iste panel discussion vesaire bir seyler orada hani farkindalik
artirilabilir. Sadece workshop ya da demo lesson degil de discussion olursa
mesela orada da hani goriisler paylasilmis olabilir (P9).

114. Farkli kiiltiirleri tanimamiz bizim i¢in Onemli ¢ilinkii farkh
kiiltiirlerle iletisimi hedefleyen dil 6gretiyoruz biz. Ortak dil 68retiyoruz
simdi belki de. Her anlamda faydasi olacaktir. Insan saygi, farkli

kiiltiirlerden farkli deneyimler gorebiliriz. Farkli seyler 6grenebiliriz (P11).
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115. Benim de su an farkinda olmadigim belki de karsilagtigimda sert
tepki verecegim durumlar rutinler olabilir farkli kiiltiirlerde. Bununla
alakali asinaligim olursa, boyle durumlarla kars1 karsiya kaldigimda benim
daha dogru daha giizel tepkiler verebilmemi saglayacaktir. Hani bir 6n
hazir bulunusluk saglayacaktir (P8).

116. ...Sizden daha ¢ok kdlturel tecriibesi olan birini bulmak her zaman
miimkiin degil. Eger boyle bir egitim alirsaniz, o soku yasamadan veya
kendinizde daha tecrlbeli birini aramadan kendi kendinize yeten ve
sorunlarini ¢ézebilen bir 6gretmen olabilirsiniz bence (P5).

117. Her alanda, her anlamda ¢ok faydasi olur. Farkli bakis acilari
kazandirabilecek belki benim kiiltiirel onyargilarim olabilir. Farkli kiiltiirle
bir bakis agimiz farkli olan seyler olabilir. Benim bakis agimi1 degistirebilir.
Benim yeni bakis acilari kazanmama yeni belki egitim felsefeleri
kazanmami saglayabilir farkli teknikler uygulamami. Yani bir dili nasil
daha farkli 6gretebilirim,? Kiiltiirli nasil dilin igine entegre edebilirim? Cok
farkli seyler 6grenmemi saglar (P6).

118. Yani ilk faydasi su diye diisiinliyorum: alanima yonelik bir sey
yapmis olmak, Ingilizceyi sadece ders iginde dgretip ¢ikmis olmamak.
Ikincisi farkli Ingilizce ogretmenleriyle veya farkli dil 6greten
ogretmenlerle ayni ortamda bulunacagim i¢in onlardan bir sey 6grenmek
bana katki saglayacagini diigiiniiyorum. Ayriyeten de egitimin temast ¢ok
kaliteli ve dnemli bir tema olacag: igin onun da benim ufkumu agacagini
yani egitim Ogretim tekniklerinde bana fayda saglayacagina inaniyorum.
Keske boyle bir egitim var olsa ve katilsak (P27).

119. Yani, katildigim kadariyla ¢ok motive edici oluyor. Yani, tekrar
bilgileriniz tazeleniyor, diinya ¢ok hizli degisiyor, yeni bilgiler, kagirdiginiz
bir seyleri oradan Ogrenmis oluyorsunuz. Unutulmus seyleri tekrar
hatirlamis oluyorsunuz. Iste daha geng dgretmenlerle bir arada oluyorsunuz
onlar1 goriince bir motive oluyorsunuz. Bence ¢ok motive ediyor (P24).

120. Ya bence zorluklar en biiyiik zorluk zaman. Simdi hepimizin ders

yiikiinii diisiindiigtimiizde dimi sikintilar yasayabiliriz. Yani mesela miisait
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mi bir bakmak gerekiyor. Yogun ders yiikii olan bir 6gretmen okul diginda
da c¢ok yogun bir calisma sergiledigi icin bu zamani yaratmakta sadece
sikint1 yasanabilir diye diistiniiyorum (P25).

121. Calisma saatlerim yogun oldugu icin, haftada 45 saat dersim var,
belki hani, vakit ayirma agisindan okuldan sonra gidecegim, yorgun
olacagim, belki o yonden zor olabilir... Yani zaman ayirmak, yani suan i¢in
en biiylik problemim zaman ayirmak olurdu. Zaman ayrabildikten sonra
cok biiytik sikint1 yasamazdim herhalde (P10).

122. Kendimi gelistirmek i¢in yani. Kendimi gelistirecek higbir firsati
kacirmak istemem. Dedigim gibi hedef dili 6gretirken onun amaci bagka
kiiltiirlerle de iletisimi saglamak. Kendim de bu anlamda yetkin olursam,
daha etkili olursam 6grencilere daha faydali olurum (P11).

123. Isterdim. Kesinlikle isterdim. Yani, dedigim gibi her anlamda yani
hani kendimi gelistirmeyi seviyorum ben. O yilizden de katilmak isterdim
(P17).

124, Soyledigim gibi ben her zaman 6gretmen olarak sonugta bu tarz
seminerlere neden katiliyoruz bizim sahip olduklarimiza daha fazlasim
eklemek i¢in ya da daha fazla sey sunmak i¢in ¢ocuklara. Sonucta dénem
degisiyor teknoloji degisiyor yani yeni 0gretim sistemleri ile ya da bize
sunulacak egitimlerle var olan bilgimize ve de deneyimlerinizi ekleme
yapmak bizim amacimiz (P13).

125. Bir seyler 6grenmek igin, bilgi sahibi olmak i¢in ekstra oradan bir
projeler, ekstra bir bilgi 6grenmek igin giizel olurdu. O yiizden katilmak
isterdim. Yeni orada arkadaslarla tanisiyoruz, fikir aliyoruz, fikir
aligverigleri oluyor. Mutlaka ¢ok faydali oluyor, isterdim ben, katilmak
isterim (P24).

126. ...0gretmen Once kendisi inanmali kendisi ¢ok iyi &grenmeli
hazmetmeli ki demlenmeli ki kars1 tarafa da bunu yapabilsin. Sen
bilmedigin gdérmedigin hissetmedigin bir seyi karsi tarafa yaptiramazsin
gdsteremezsin zaten bu yiizden &gretmenler icin oOzellikle Ingilizce

ogretmenleri i¢in ¢ok 1iyi kiiltiirlerarasi beceriye sahip olmalar1 elzem (P26).
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127. Aslinda isterim yani ¢iinkii dedigim gibi intercultural aspecti ben bu
interview sirasinda aslinda hi¢ de sey yapmadigimi yani yeteri kadar
uygulamadigimi fark ettim. Bu egitim esnasinda oOzellikle practice
diisiindiigiimde aklima cok fazla seyin gelmedigini gelen seylerin de
genelde yani evet bu culture ama ben language odakli gidiyorum ya da
Tirkce odakli gidiyorum. Yani oradaki amacim bir ¢ocuga evet
intercultural bir aspect sunmaya c¢alistyorum ama ¢ocugun tecriibe
edinecegi bir sey sunmadigim fark ettim. Daha ¢ok bu algiya odakli. Belki
bu yas grubundan kaynaklaniyor belki Ogrencinin proficiency leveldan
kaynaklaniyor biraz da elimdeki ana ders materyalinin ders kitabinin bana
sundugu secenekten kaynaklaniyor. Bunu biliyorum ama eger boyle bir
egitim alirsam biliyorum ki ben daha fazla practice olanagi saglayabilecek
secenekleri yaratabilirim. Zihnimde de bu konuyu hi¢ diisiinmedigim i¢in
dogal olarak bir sey yaratamamisim Ogrencilerime. O anda denk gelmis
hemen o0 anda bir seyleri ¢ocuklara fark ettirmeye calismisim. Benim
gordiigiim o yani kendimle ilgili (P2).

128. Cinkii  egitim ve kiiltiiriin  dogrudan iliskileri oldugunu
diistinliyorum ve bununla ilgili de egitimimin eksik oldugunu
diisiiniiyorum. Boyle bir eger hizmet i¢i egitim hazirlansaydir gitmeyi
isterdim, katilmay1 isterdim (P12).

129. Oncelikle hepimizin eksikleri oluyor ¢ogu alanda ve dedigim gibi
kiiltir de dille bizzat alakali ve bizim isimiz dil c¢ocuklara dili
kullanabilmelerini  saglamak. Dili  Ogretmekten  ziyade  dili
kullanabilmelerini saglamak. Bunu i¢in de dedigim gibi dil ve kiiltiir
birbiriyle iligkili hani o yiizden bu konuda da bilgilenmek isterim. Daha
bilgilenmek isterim eksiklerim vardir mutlaka hani herkesin eksikleri var
bunlar1 eksiklerim oldugunu diisiinerek bilgilenmek daha fazla sey
ogrenmek isterim tabii ki (P7).

130. Evet yani bayagi iyi olurdu ki suanda hali hazirda milli egitimin bu
kendisinin bize sundugu Ingilizce Ogretmenlerine yonelik bir egitim

programi yok. Genelde egitim programlari tiim branglara yonelik oluyor.
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Ve bu intercultural competence da hani su anda tiim Ingilizce
Ogretmenlerinin sahip olmasi gereken bir beceri ve bu sekilde biitlin
ogretmenler kendini gelistirmeye calistyor, bir seyler yapmaya calisiyor
ama hani tiim Ingilizce dgretmenlerini bir araya toplayacak bir calisma da
faydal1 olur (P9).

131. Kendi tiniversitemi elestirirsem benim iiniversitem milli egitimi hig
gormezden gelen bir {iniversiteydi. Biz sanki Robert’te Enka’da ¢ocuklar
gibi mezunedildik. Ve ilk geldigimizde devlet okullarinda yasadigimiz ¢ok
cok fazlaydi. Ciinkii materyal eksikligimiz vardi. Yani ben bir okulda
fotokopi makinesine erisemiyordum mesela. Disardan gidip kendim
cektiriyordum. Boya kalemi ilk atandigim okuldaki ¢ocuklar icin bir likstii
fon kartonla 6dev yapmak bazilari igin pahali bir etkinlikti falan gibi yani.
Bizim yaptigimiz seyler ¢ogunlukla fazla maliyeti olan etkinlikler veya
background bilgisi daha fazla olan cocuklara dondkti. O yizden kendi
okulumu elestiriyorum. Kendim ¢ogu arkadasimiz da Oyle kendimiz
bulmak zorunda kaldik bunun nasil yapilacagini (P28).

132. Kiiltlirlerarasi iletisim diyorsunuz ya yani Ogretmenler agisindan
diisiindiigimde  yani  fakiiltelerde  egitim  fakiiltelerinde = hem
akademisyenlere hem Ogrencilere yani bu imkanlarin daha ¢ok verilmesi.
Hani en azindan kiiltiirleraras1 iletisim dersleri konulabilir. Tabi ki
oncelikle kendi kiiltiirlerini 1yi tanimalar1 adina Oncelikle bunu halledip
daha sonra hani kiiltiirlerarasi iletisim dersi konulursa ya da ne bileyim
tiniversitede diger liniversitelerde kardes iiniversiteler secilip onlar da bilgi
paylasimi yapilabilir. Gerek iste bu video konferanslar olabilir ya da belki
yurtdisina  giderek  yapilacak konferanslar olabilir. Hani egitim
fakiiltelerinde iken hani bunlarin halledilmesi daha sonraki donemlerde
bence ¢ok daha yardimci olacaktir dil 6gretimi yapan 6gretmenlere. Ben
boyle diistintiyorum... Ben Egitim Fakiiltesi hani mezunuyum. Evet, ¢ok
giizel bir egitim aldim. Ama bu anlamda da keske ekstra bir egitim
verilseydi bence daha iyi olacakti. Dedigim gibi Ozellikle yurtdisinda

imkan1 verilerek Hani oradaki egitimcilerle bizim de iletisime ge¢cmeniz
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saglanarak yani ¢ok daha bu ortamlar da bize sunulsaydi ya da bu imkanlar
sunulsaydi, bence c¢ok daha su anda isimiz kolay olacakti diye
diisiiniiyorum (P13).

133. Ben aday 6gretmen egitimimi yaklasik bir dort yiiz saat seminer
programi aldik ve tamamen bir uzmanin gelip bize bir seyleri sunus
yontemiyle anlatip gittigi inanilmaz verimsiz seminerlerdi. Ben ne yazik ki
oradan kendi adima hig bir sey 6grenemedim. Dolayisiyla sadece yiiz yiize
bir egitim hem zorlayici oluyor ¢iinkii ben hafta i¢i her giin egitimlere
gittim. Ve bir yerden sonra agikgasi sistemin agiini bulmak istiyorsunuz.

‘Imza attirayim gitmesem olur’ gibi kendinize bir seyler buluyorsunuz (P5).
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APPENDIX P: TURKISH SUMMARY/TURKCE OZET

TURKIYE’DE DEVLET OKULLARINDA INGILIZCEYi YABANCI DiL
OLARAK OGRETEN OGRETMENLERIN GORUSLERINE GORE
KULTURLERARASI BECERIi VE ONERILEN HiZMETICi EGITIiM
MODULU

GIRIS

Sercu (2006) ve Furstenberg (2010) tarafindan belirtildigi gibi, son yillarda birgok
kiiltiirlerarast iletisim beceri modelinin gelistirildigi diistiniildiigiinde, yabanci dil
egitiminin temel amaci artik iletisimsel yetkinligin kazanilmasi degil, kiiltiirlerarasi
iletisimsel becerinin kazanilmasi olmustur. Thome-Williams (2016)’nin da
belirttigi gibi dil 6grencilerinin temel amaci sadece dil ve kiiltiir degil, ayni
zamanda bunlar arasindaki iliskidir. Birgok arastirmaci ayrica dil 6gretimi igin
hedef model olarak Ingilizceyi ana dili olarak konusan konusmacidan ziyade,
“kiiltiirleraras1 konusmaci” y1 daha ¢ok benimsemistir (Aguilar, 2008; Alptekin,
2002; Byram & Zarate, 1994; Byram, 2008; Corbett, 2003; Kramsch, 1998;
Risager, 2007; Selvi, 2014, Wilkinson, 2012).

Ciftci ve Savas'ta (2017) belirtildigi gibi, kiiltiirleraras1 iletisim becerisinin
gelisiminde kiiltlirleraras: iletisim ve yiiz yiize etkilesimler vurgulanmis olsa da,
pek c¢ok dil 6grencisinin hedef iilkeden veya farkli {ilkelerden insanlarla iletigim
kurma firsat1 yoktur. Bu gercek, Ingilizce'nin yabanci bir dil olarak dgretildigi bir
ortamda dil 6gretimi ile ilgili bir takim kaygilara yol agmaktadir. Bu ytizden de dil

Ogrenimini ve 6gretiminde soz sahibi olanlar, miifredat planlayicilari, ders kitabi
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ve materyal yazarlari, test uzmanlari, 68retmen egitimcileri ve egitmenler i¢in yeni

bir planlama yeni bir tasar1 gereklidir.

Byram (1997) ve Kramsch (1998) tarafindan kabul edildigi gibi, kiiltiirlerarasi
bilesenlerin dil 6gretimi miifredatina etkili ve basarili entegre edilmesi
kiiltlirlerarast iletisimi desteklemek ve gelistirmek agisindan ¢ok 6Gnemlidir.
Hatipoglu'nun (2009, 2012) calismalarinda da goriildiigii iizere, Tiirkiye'deki
Ingilizce 6gretmen adaylarmin Ingiliz kiiltiirii bilgisi bile, bu dili o zamana kadar
sekiz ila on yil boyunca Ogrenmis olmalarina ragmen c¢ok kisitliydi. Bunun
sonucunda, Hatipoglu (2009, 2012), Ingilizce o6gretiminde kullanilan kiiltiir
boyutuyla ilgili bu boslugu degerlendirmek i¢in kullanilan materyal ve teknikleri
gozden gecirmeyi Onermistir. Bu nedenle, 6zellikle Tirkiye’de, Kkiiltiirlerarasi
beceri bileseninin ve diger kiiltiirlerle ilgili bilgilerin ¢ok siirli oldugu bir
baglamda, dil Ogretiminin bir bileseni olarak kiiltiirleraras1 beceri 0gretimi

gerekliligi yadsinamaz.

Bununla birlikte, Ulkenin kiiltiirii hakkinda bilgi, kiiltiirleraras1 becerinin tek
bileseni de degildir. Bu nedenle, ders kitabi yazarlari, dil 6grenenlerin
kiiltiirleraras1 becerilerinin gelistirilmesinde desteklenmesi i¢in ders kitaplarindaki
okuma ve dinleme metinlerine ¢esitli kiiltiirel ¢cerceveler, ayn1 konularla ilgili farkli
goriislerin, hosgorii ve kabul gibi kavramlarin cesitli anlamalarim1 bir araya
getirmelidir. Smav hazirlama uzmanlar1 da ayn1 zamanda, dil 6grenenlerin dil
becerilerini  degerlendirmelerinde oldugu gibi, 06grencilerin kiiltiirlerarasi
becerilerini de degerlendirmek icin de gerekli degerlendirme araglari ve yontemleri

gelistirmelidirler.

Ogrencilerin  kiiltlirleraras1 ~ becerilerinin  gelistirilmesi  sadece  miifredat
gelistiricileri, materyal tasarimcilarini veya smav hazirlayanlarn etkilemekle
kalmaz, ayn1 zamanda yabanci dil 6gretiminde 6gretmenlerin yetistirilmesini de bir
gozden gecirmeyi gerektirir. Ogretmenlerin sosyokiiltiirel bilgiye sahip olmalar1 ve
kiiltiirleraras1 beceri gretimini yabanci dil egitimine entegre etmeleri beklenir

(Sercu, 2005). Yani, Kiiltirleraras: beceri sadece ingilizce dgrenenler icin degil,
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ayn1 zamanda Ingilizce 6gretmenleri igin de bir gerekliliktir (Crozet &Liddicoat
1997; Dogangay-Aktuna, 2005; Ghanem, 2017; Sercu, 2006; Deardorff, 2009;
Marczak, 2013).

Belki de egitim alanindaki diger profesyonellerden cok, Ingilizce dgretmenleri
kiiltiirleraras1 6grencilerin egitimi konusunda ortaya ¢ikan gereksinimleri takip
etmelidir (Elena, 2014). Kiiltiirleraras: iliskilerin kurulabilecegi bir sinif ortami
olusturmak zorlu bir istir ve Ogretmenlerin Kkiiltiirlerarasi becerinin teorik
cercevelerini ve dil derslerinde kiiltiirlerarasi becerileri 6gretmelerine yardimci
olacak araglara iligkin bir anlayigsa ve bilgiye sahip olmalari gerekir (Moeller ve
Faltin Osborn, 2014). Mirzaei ve Forouzandeh’in (2013) Onerdigi gibi,
ogretmenler, 6grencilerin kiiltiirlerarasi farkliliklarla basa ¢ikabilmelerini saglamak
icin ¢esitli gérev ve Odevlerden yararlanabilmelidir. Bu nedenle, dil derslerinde
kiiltiirleraras1 becerileri gelistirebilmeleri i¢in 6gretim yontem ve tekniklerine de
ihtiyag duymaktadirlar. Sonu¢ olarak, &gretmen egitimcilerinin dgretmenlerin
kendi kiltlirleraras1 becerilerini gelistirecekleri ve 0Ogrencilerin kiiltiirlerarasi
becerilerini gelistirebilmeleri i¢in gerekli olan yontem ve teknikleri dgrenecekleri

ve uygulayacaklari belirli bazi1 egitim programlar tasarlamalari gerekebilir.

Son olarak, Sercu'nun (2005) belirttigi gibi, “Yabanci dili smifa getirmek,
ogrencileri kiiltlirel olarak kendi kiiltlirlerinden farkli bir diinyaya baglamak
anlamina gelir’ (s.1). Bu nedenle, dil 6grenenlerin uluslararasi1 bir dil olarak
Ingilizce 6grenirken yeni inang kiimeleriyle karsi karsiya kaldiklarinda kiiltiirler
aras1 yetkinligin yabanci dil 6grenimine ve dgretimine igsel olarak dahil edildigi
sonucuna varilabilir fakat bunun nasil gerceklestigi ve Ingilizce 6greniminde
bunun nasil bir aracilik ettigi daha fazla arastirma gerektirmektedir (Ghanem,
2017). Ayrica, 6gretmenlerin diisiinceleri siiftaki uygulamalarim etkilediginden,
ogretmenlerin Ingilizcenin yabanci dil olarak 6gretilen siniflarda kiiltiirlerarasi
beceri kavramlarini nasil algiladiklarint kesfetmek de ¢ok énemlidir. Son olarak,
Ingilizceyi yabaci dil olarak dgrenenlerin kiiltiirlerarast beceri gelisimi ve kiiltiirel

farkindaligi tlizerine bir dizi arastirma caligmasi yapilmasina ragmen (Ornegin
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Abrams, 2002; Belz, 2002; Bauer ve digerleri, 2006; Schenker, 2012; Ware, 2005;
Woodin, 2001; Thome-Williams, 2016) Ogretmenlerin Kkiiltiirlerarast beceri
konusunda fikirleri ve deneyimleri ile ilgili aragtirmalar nispeten kisithidir (Atay ve
ark. 2009; Risager, 2007; Sercu, 2005; Sercu 2006; Demircioglu ve Cakir, 2015;
Cansever ve Mede, 2016). Bu yiizden, Ogretmenlerin Kkiiltiirlerarasi beceri
fenomenine iliskin agiklamalari, bunu 6gretiminde nasil deneyimledikleri ve
kiiltiirlerarast beceri 6gretimindeki deneyimleri, basarilart veya basarisizliklari
nasil yorumladiklari, 6gretmenlerin ihtiyaclarini 6grenmek veya ihtiyaglarim

karsilamak amaciyla egitim programlari gelistirmek igin son derece dnemlidir.

Ancak ¢ok az sayida c¢alisma (i.e. Gen¢ & Bada, 2005; Bektas-Cetinkaya, 2014)
hizmet oncesi Ingilizce dgretmenlerinin kiiltiirlerarasi becerisini gelistirmek ve
onlann kiiltiirleraras1 beceriyi yabanci dil siiflarina dahil etmeleri konusunda
yonlendirmek i¢in egitim programlari gelistirmistir. Daha da 6nemlisi su anda
aragtirmacilarin bildigi kadariyla Tiirkiye kosullarinda hizmet-i¢i 6gretmenlere
ogrencilerinin kiiltlirleraras1 becerilerini gelistirmeleri konusunda destek olacak

egitim programlar1 ya da modiiller bulunmamaktadir

Bu tez ¢alismasi Ingilizceyi yabanci dil olarak dgreten dgretmenlerin kiiltiirleraras:
beceri konusundaki algilarin1 aciga ¢ikarmayi, kiiltiirlerarast beceriyi 6gretme
konusundaki deneyimlerini aragtirmay1 ve dgrencilerinin kiiltiirleraras1 becerilerini
gelistirmek icin Ogretmenlerin Ongoriilen ihtiyaclar1 dogrultusunda bir egitim

programi gelistirmeyi amaglamaktadir. Arastirma sorulart ise:
1) Tiirkiye’deki Ingilizce dgretmenleri,

e kiiltlirleraras1 beceriyi,
e kiiltlirlerarast anlamda yetkin bir 6grenciyi

e kiiltlirleraras1 anlamda yetkin 6gretmeni

nasil tanimlamaktadir?
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2) Ingilizce &gretmenlerinin dgrencilerin kiiltiirleraras1 beceriyi gelistirme
konusundaki fikirleri ve deneyimleri nelerdir?

3) Tiirkiye’deki Ingilizce &gretmenleri, yabanci dil 6gretmenlerinin
kiiltiirlerarast becerilerini gelistirmek ve kiiltiirler aras1 beceriyi yabanci dil
smiflarinda 6gretebilmek icin ne tiir bir hizmet i¢i egitim programi/modiilii

Onermektedirler?

Bu yorumlayict olgu bilim calismasmin Ingilizceyi yabanci dil olarak ogreten
Ogretmenlerin kiiltiirleraras1 beceri konusundaki algilarim1 agi8a ¢ikararak,
kiiltiirleraras1 beceriyi Ogretme konusundaki deneyimlerini aragtirarak ve en
Oonemlisi 6grencilerinin kiiltiirlerarast becerilerini gelistirmek i¢in 6gretmenlerin
ongoriilen ihtiyaglar1 dogrultusunda bir egitim programi gelistirerek alana katki

saglayacag1 ongoriilmektedir.
Calismanin Onemi

Onceki arastirmalar (6rnegin, Atay, 2005; Atay ve digerleri, 2009; Crozet ve
Liddicoat, 1997; Bektas-Cetinkaya ve Celik, 2013; Ghanem, 2017; Kelly, 2012;
Liddicoat ve digerleri, 2003; Ryan, 2012; Sarigoban ve Oz , 2014; Sercu, 2005;
Sercu 2006; Zhang, 2017), ingilizcenin yabanci dil olarak &gretilen ortamdaki
kiiltiirleraras1 6grenme ve Ogretme acisindan Ogretmenlerin sistematik olarak
egitilmesinin gerekliligini kabul etmistir; bununla birlikte, ¢cok az sayida ¢alisma
(vani, Geng¢ ve Bada, 2005; Bektas-Cetinkaya, 2014) ogretmen adaylarinin
kiiltiirleraras1 becerilerini gelistirmek ve kiiltiirleraras1 6grenmeyi Ingilizce
derslerine entegre etmeleri i¢in yonlendiren egitim programlart gelistirmistir.
Ayrica, Tiurkiye baglammda, arastirmacinin  bilgisine  gére  Ingilizce
ogretmenlerinin, Ogrencilerin kiiltlirleraras1 becerilerini  gelistirmeye yonelik
cabalarin1  uygulamalarmmi  destekleyecek herhangi bir egitim modiilii
bulunmamaktadir. Bu ¢aligmanin literatiire veya yabanci dil egitimi alanina katkis1
diistintildiginde, hizmet i¢i 6gretmenleri i¢in 6rnek bir Kiiltiirleraras1 Beceri

Egitim Programi gelistirmesi, Ogretmenlerin bildiklerini, nasil bildikleri ve
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kiiltiirleraras1 beceri ile ilgili uygulamalar1 a¢iga ¢ikarmasi ag¢isindan ¢alisma

oldukca degerlidir.

Calismanin dil 6grenme ve Ogretme alanindaki birincil katkisi ile ilgili olarak,
Turkiye'deki devlet okulunda calisan Ingilizce dgretmenlerinin algilanan ihtiyaglar:
temelinde hizmet ici Ingilizce 6gretmenlerine yonelik kiiltiirlerarast bir &rnek
egitim onerilmesi onemli olabilir. Onceden belirlenmis bir yaklasimdan ziyade
asagidan yukariya bir yaklasimla ogretmenlerin fikirleri alinmistir. Aslina
bakildiginda, 6gretmenlerin bir Kiiltiirleraras1 Beceri Egitim Programi 6zelliklerine
iligkin goriis ve Onerileri, Onerilen modelin ve ¢alismadaki programin temelidir.
Burada onerilen 6rnek egitim, kiiltiirlerarast beceri igin diger benzer egitimler i¢in
bir 6n adim olabilir. Programin etkinligini belirlemek igin de bu 6nerilen program
farkli baglamlarda uygulanabilir ve test edilebilir. Diger 6gretim baglamlarina gore

daha da gelistirilebilir ve uyarlanabilir.

Ikinci olarak, literatiirdeki kiiltiirleraras1 beceriyi tanimlamak icin Deardorff’un
(2006) Delphi arastirmas1 gibi kapsamli ¢alismalar yapildi; ancak, yabanci dil
ogretmenlerine dil 6gretiminin uygulayicilari olduklart i¢in kendi kiiltiirlerarasi
beceri tamimlarimi sormak da Onemlidir. Bu fenomenolojik arastirma ile
ogretmenlerin  kiiltiirleraras1 beceri anlayis1 ve Kkiiltiirleraras1 yetkin Ingilizce
ogrencisi ve dgretmen algilari, daha ayrintili sorgulama yoluyla yani derinlemesine

yar1 yapilandirilmis goriismeler yoluyla incelenmistir.

Uglinciisii, 6gretmen adaylarinin  kiiltiirleraras1  beceri ile ilgili algi ve
uygulamalarina iliskin bircok c¢alisma (Atay ve digerleri, 2009; Kilig, 2013;
Kahraman, 2016) nicel odakli veya karma yontemlidir (Gonen ve Saglam, 2012;
Cansever ve Mede, 2016) ve bu yiizden de temelde anketler kullanmiglardir.
Ogretmenlerin  kendi  becerilerini ve Kkiiltiirleraras1  beceri konusundaki
uygulamalarint nasil gordiiklerine dair ayrintili ve yeterli bir agiklama
yapmamiglardir. Cok az sayida calisma (Demircioglu ve Cakir, 2015)
ogretmenlerin uygulamalarin1 ortaya c¢ikarmak icin agik uclu anketler veya

goriismeler gibi nitel araglar kullanmistir. Bu nedenle, bu 06zel c¢alisma,
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ogretmenlerin, genellikle literatiirde Onerilen kiiltiirel faaliyetlerin bir listesini
iceren herhangi bir anket 6gesi sunulmadan, kiiltiirleraras1 beceri ile ilgili kendi

deneyimlerini ve uygulamalarini ortaya koydugu i¢in 6nemli olabilir.

Calismanin nihai katkis1 ise Ogretmenlerin kiiltiirlerarasi beceri ile ilgili kendi
deneyimlerini ve uygulamalarini ortaya koymakla kalmayip, ayni zamanda
ogretmenlerin  kiiltlirleraras1 ~ beceriyi  gelistirmek igin  dil  simiflarinda
uygulanabilecek daha ileri uygulamalar i¢in inanglarint ve Onerilerini ortaya
koymasiydi. Bu nedenle bu calismadaki 6gretmenlerin bazi Onerileri, daha farklhi

kiiltiirlerarast 6grenme projelerinin Oniinii acabilir.

Sonug olarak, bu galismanin Ingilizce 6greniminde ve Ogretiminde paydaslara
katkida bulunacagma inanilmaktadir. Kiiltiirleraras1 iletisim becerileri egitim
tasariminda hem hizmet 6ncesi hem de hizmet i¢i 6gretmen egitmenleri i¢in bazi
fikirler verebilir. Dil siniflarinda kiiltiirleraras: sorunlarla ve konularla daha fazla
ilgilenmek isteyen 6gretmenlere de i¢ gorli saglayabilir. Son olarak, kiiltiirlerarasi
yeterlilik alanindaki arastirmacilar i¢in Tiirkiye'deki devlet okulunda ¢alisan
Ingilizce 6gretmenleri arasinda kiiltiirleraras1 becerinin su anki taniminin ve nasil

algilandiginin agiga ¢ikarilmasi bakimindan calisma miihim olabilir.
YONTEM
Arastirma Yaklasim ve Tasarim

Arastirmacilarin sahip oldugu ontolojik, epistemolojik ve aksiyolojik varsayimlar
Arastirmacilarin yalnizca aragtirma ¢alismasina olan yaklasimimi degil, ayni
zamanda ilk basta sorulan arastirma sorularmin olusturulmasin1 ve cevaplari
bulmak icin bilgiye ulagsma yollarin1 da etkiler (Creswell, 2013, s.18). Ontolojik
varsayimlar gercekligin dogasina dayanirken, epistemolojik varsayimlar bilgi
olarak neyin onemli oldugu ile ilgilidir. Aksiyolojik varsayimlar, arastirmada

degerlerin rolii ile ilgilidir (Creswell, 2013, s.20).

308



Bu calismada, gerceklik c¢oklu olarak goriilmekte ve bu c¢oklu gerceklikler
caligmada temsil edilmistir. Bu ¢alismadaki bilgi ve kanit, katilimcilarin alintilarla
paylasilan agiklamalarina dayanmaktadir. Aksiyolojik varsayimlar gbéz oOniine
alindiginda, arastirmaci, katilimeilarin agiklamalarina dayanarak yaptigi yorumlari
esas alarak degerleri tartismayr amaclamistir. Bu varsayimlarla, arastirmaya

yaklagim dogasi geregi niteliksel olmustur.
Katilmel

Bu ¢alisma i¢in oncelikle amagli 6rnekleme segildi. Bazi ¢alismalar (Behrnd ve
Porzelt, 2012; Dwyer, 2004) yurtdisinda kalma siiresinin bireylerin kiiltiirlerarasi
yetkinliklerini etkiledigini g@stermistir. Bu nedenle, Ornekleme stratejisi,
Ogretmenlerin uygulamalarini, inanglarim1 ve ihtiyaglarini etkileyen bir degisken
olabileceginden, Ingilizce &gretmenlerinin yurtdisindaki calisma / calisma
deneyimlerinin uzunluguna dayandirilmistir. Calismaya sadece alti aydan az
yurtdist deneyimi olan ya da yurtdisi deneyimi olmayan orta ve lise Ingilizce
ogretmenleri dahil edildi. Varsayim, alti aydan fazla yurt dis1 deneyime sahip
ogretmenlerin kiiltiirleraras1 yeterlilige sahip olabilecegi ve kiiltiirleraras: yetkinlik
egitimi alma geregi duymayacaklariydi. Sonug¢ olarak, bodyle bir egitim
programindan yararlanacak 6gretmenlere ulasmak ve dgretmenlerin beklentilerini
ve ihtiyaclari ortaya koymak i¢in katilimcilar alt1 aydan daha az yurt disinda almis

ogretmenlerden secilmistir.

Bu belirli niteliklere sahip katilimecilara ulasmak icin, ¢alismanin basinda bir anket
caligmas1 yapilmistir. Anket katilimcilarma iligkin demografik bilgiler su
sekildedir. 95 6gretmen yurtdisinda deneyime sahipken, 70 d6gretmen yurt disinda
hi¢ bulunmamistir. Erkek 6gretmen sayisit 33 iken, ankete 129 kadin 6gretmen
yanit vermistir. 25 6gretmen yliksek lisans derecesini tamamlamis, 23 tanesi ise
yiiksek lisans programlarinda egitimlerini siirdiirmektedirler. Doktora programini
tamamlayan 1iki Ogretmen varken, ayrica katilimcilardan sekizi doktora

programinda egitimlerini stirdiirmekteydiler. Lise d6gretmenlerinin sayisi ortaokul
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ogretmenlerinden ¢ok daha fazlayken birden fazla baglamda calisan bazi ingilizce

ogretmenleri de vardi.

Goriisme katilimcilarinin - ¢gogunlugu kadindi ve yaslarnt 20 ile 44 arasinda
degismekteydi. Egitim gecmisleriyle ilgili olarak, bircogu Ingiliz Dili Egitimi
bolimiinden mezun oldu. Ogretmenlik deneyimleri ve calistiklar1  okul
baglamlaryla ilgili olarak, katilimcilar genellikle daha 6nce planlandigi gibi lise ve
ortaokulda calisan 6gretmenlerdi. Ancak, ortaokul veya liseye ek olarak ilkokulda
caligsan birka¢ 6gretmen de vardi. Goriisme katilimcilarinin ¢ogunun gretmenlik
deneyimi 5 ile 9 yil arasinda degismekteydi. Ancak, tim miilakat katilimcilarina

bakildiginda yas aralig1 3 ile 21 y1l arasindaydi.
Verilerin Toplanmasi

Derinlemesine yar1 yapilandirilmis gortismelerin bu 6zel fenomenolojik ¢alisma
icin uygun bir veri toplama teknigi oldugu diistiniildii. Arastirmacinin, gériismeler
sirasinda katilimcilarin deneyimlerine ilistirdikleri anlamlarint ortaya koymasina
yardime1 olmak icin bir soru listesi hazirlandi. Soru listesiyle, arastirmaci tim
katilimcilarla sistematik bir gorlisme yapmayr amaclamistir; ancak, yari
yapilandirilmis gorligmelerin dogasiyla uyumlu olarak, arastirmaci gorlismeler
sirasinda daha derin bir anlayigsa sahip olmak i¢in ortaya ¢ikan bir takim ekstra
detaylar da sormustur. Miilakat sorulari hem tamimlayici, hem fikir hem de

deneyim sorularini igermistir.

Miilakat sorular1 genel olarak ii¢ arastirma sorusuyla uyumluydu. Tiim goriigme
sorular1 Ek C (Appendix C) de goriilebilir. Goriismeler 6gretmenlerin ana dili olan
Tiirkge olarak yapilmistir, boylece yabanci dil kullanimindaki zorluk 6gretmenleri
kiiltiirlerarast dil 6grenme ve Ogretme konusundaki algilarini, daha derin
duygularint1 ve deneyimlerini ortaya koyma konusunda engellememektedir.
Arastirma sorular1 ile gorlisme sorular1 arasindaki eslesmeyle ilgili daha fazla

ayrintt Ek D (Appendix D)de de incelenebilir.
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On veri toplama aract acik uclu bir anketti. Acik uclu anket arastirmacinin
katilimcilara daha Once belirlenen kriterlere dayanarak ulasabilmeleri ve
katilimcilarin  gériisme Oncesi egitim ve oOgretme gegmisleri hakkinda daha
derinlemesine bilgi verebilmeleri ve ders baglamlar1 hakkinda genis bir agiklama
yapabilmeleri i¢in ek bir veri toplama araci kullanmilmistir. Katilimcilara yas,
cinsiyet, egitim ve 6gretim gegmisi, yurtdisindaki deneyimleri ve daha 6nce maruz

kaldiklar1 kiiltiirle ilgili dersler ve egitimler gibi demografik bilgileri soruldu.
Verilerin Analizi

Katlimcilarin demografik bilgilerine ulagmak i¢in uygulanan anket sonuglari SPSS
yardimiyla incelendi. Daha ¢ok betimleyici istatistikler yardimiyla cinsiyet, yas,
ogretmenlik deneyimi gibi bilgiler analiz edildi. Ana veri toplama araci olan
mulakatlar igin ise, segilen niteliksel yaklasim dogrultusunda (yani yorumlayici
fenomenoloji), yorumlayici fenomenolojik analiz yapildi. Veri analizinin ilk adimi1
olarak goriismelerin s6zlii metinleri (1015 dakika) yazili hale c¢evrildi. Tim
transkripsiyon i¢in toplam kelime sayist 117.626 olarak tespit edildi. Verileri
diizenlemek icin, nitel bir veri analizi aract MAXQDA kullanildi ve programa
ogretmenlerin miilakatlarinin yazili metin belgeleri yiklendi ve bu program
kullanilarak kodlama islemi yapildi. Ik agik kodlama ve on temalarin
tanimlanmasiyla, veriler kodlara ve temalara indirgendi. Kategorilerde zamanla
azaltmaya gidilerek veriler kiime haline getirildi ve daha sonra sonuglar

yorumlamak icin grafiklerle gosterildi.
BULGULAR

Arastirma Sorusu 1: Tiirkiye’deki Ingilizce 6gretmenleri Kkiiltiirleraras:
beceriyi, kiiltiirleraras1 anlamda yetkin bir 6grenciyi ve oOgretmeni nasil

tanimlamaktadir?

Ogretmenlerin kiiltiirlerarasi beceri hakkindaki goriislerini ve bunlar1 Ingilizceyi

yabanci dil olarak ogretilen bir baglamda nasil tanimladiklarini arastirmak igin,

311



ogretmenlerden dil 6grenme ve Ogretme ile ilgili olarak kiiltiirlerarasi beceri
kavramini tanimlamalari istenmistir. Ayrica kiiltiirleraras1 yetkin bir yabanci dil
Ogrencisinin ve 0gretmenin Ozellikleri hakkinda sorular yoneltilmis ve sonunda
kiiltiirlerarast beceri ile ilgili kendi yeterliliklerini degerlendirmeleri istenmistir.
Goriigsmeler, kiiltiirleraras1 beceri taniminda ve Kkiiltiirleraras1 yetkin yabanci dil
ogrencisi ve 0gretmeni tanimlarinda benzer 6zellikleri ortaya ¢ikmustir. Bununla
birlikte, katilimcilar kiiltiirleraras1 yetkin bir 6gretmeni tanimlarken, ayrica
kiiltiirlerarast beceriyi smiflarina entegre etmek icin gerekli olan o6gretim

becerilerine de dikkat cekmislerdir.

Ingilizceyi Yabana Dil Olarak Ogreten Ogretmenlerin Nazarinda

Kiiltiirlerarasi Beceri

Kiiltiirlerarasi beceri diger kiiltiirlere agik ve onlar1 6grenmeye merakli olmanin
yani sira farkli kiiltiirlerden insanlarla etkili bir sekilde iletisim kurma, kilturler
arasindaki benzerlik ve farkliliklar1 kabul etme ve diger kiiltiirlere saygi duyma
yetenegi olarak tamimlandi. Ogretmenler ayrica dil &grenimi igin hedef kiiltiir

bilgisinin ve kiiltiirleraras iletisimde de Ingilizcenin roliiniin 6nemini vurguladilar.

Tlm katilimer 6gretmenler tam bir kiiltiirlerarasi beceri anlayis1 gelistirmemis ya
da derinlemesine bir tanimi kavramsallastirmamis olsalar bile, literatiirde onerilen
cesitli modellere atifta bulunan bilesenlerden bahsetmislerdir. Kiiltlirlerarasi
beceriden ne anladiklarini bilmek kiiltiirleraras1 beceri ile ilgili uygulamalarinin
uygun sekilde yorumlanmasi ve bu uygulamalarin daha da gelistirilmesi i¢in ¢ok

onemliydi.
Kiiltiirlerarasi Yekin Bir Yabanci Dil Ogrencisi

Ogretmenler, kiiltiirleraras: yetkin bir yabanci dil dgrencisinin &zelliklerini, kendi,
hedef ve diger kiiltiirler hakkinda bilgi sahibi olmak, diger kiiltiirlere ve
farkliliklara agik olmak, baskalarina karst hosgorii ve empati, kiiltiirler arasinda

karsilagtirma yapabilmek ve hedef dili etkin bir sekilde kullanmak olarak

312



tanimlamistir. Ogretmenlere dgrencilerinin kiiltiirleraras1 yeterlilige sahip olup
olmadiklar1 sorulmustur, 6gretmenlerden 12'si kiiltiirleraras1 yetkin yabanci dil
ogrencisine sahip olduklarini belirtirken, 11 tanesi bunun tersini belirtmistir.
Ayrica kiiltlirlerarast yeterlilige sahip sinirlt sayida 6grencisi olduguna inanan yedi
ogretmen de vardi. Ogretmenlere, dgrencilerin kiiltiirleraras1 becerileriyle ilgili
algilar1 da soruldugunda, 6grencilerinin kiiltiirleraras1 yetenekli ve yeteneksiz
olmalarma dair bazi nedenler ortaya koymuslardir. Onlar1 yetkin kilan sey, temel
olarak diger kiiltiirler hakkindaki bilgileri, diger kiiltiirlere karsi olumlu tutumlar
ve Onyargilarin olmamas1 ve TV dizisi, programlar filmler, sosyal medya ve
etkilesimli bilgisayar oyunlar1 gibi araclar aracilifiyla diger Kkiiltiirlerle iliski
kurmalariyla ilgilidir. Ote yandan, onlar1 Kkiiltiirleraras1 beceri anlaminda
yeteneksiz yapan sey, daha ¢ok, Ingilizceyi 6grenmeye ve kullanmaya ilgisiz
olmalari, bagka kiiltiirleri 6grenmeye agik olmamalari, onlar1 anlamsiz gérmeleri, 0
kiiltiiler hakkinda bilgi eksikligi ve kiiltiirler arasindaki benzerlikleri ve farkliliklart

anlamalariydi.
Kiiltiirlerarasi Yetkin Bir Yabaneci Dil Ogretmeni

Kiiltlirleraras1 yetkin bir yabanci dil 6gretmeninin 6zellikleri oncelikle diger
kiiltiirlere agik olma, kiiltiirler arasindaki benzerlik ve farkliliklari kabul edip
onlara saygi gosterme ve diger kiiltiirlere kars1 empati kurma gibi bazi tutumlari
iceriyordu. Kendi kiiltiirii ve diger kiiltiirler hakkinda bilgili olmak, yabancilarla
iletisim kurabilmek, denizasir1 tecriibeye ve yabanci arkadas ve 6gretmenlere sahip
olmak kiiltiirlerarast yetkin 6gretmenlerin 6zelliklerinden bazilartydi. Son olarak,
kiiltiiri dil smiflarina entegre etme becerisine sahip olmak, kiiltlirler arasinda
farkliliklar ortaya koyma yetenegi ve 6grencilerin hosgorii ve diger kiiltiirlere karsi
daha ag¢ik olmalart gibi tutumlarini gelistirme becerisi de kiiltiirlerarasi yetkin olan

ogretmenler i¢in belirtilmis diger baz1 6zelliklerdir.

Ogretmenlere kendilerinin kiiltiirleraras:1 yetenekli olup olmadiklar1 konusunda ne
diistindiikleri soruldugunda, 6gretmenlerin on besi kendilerini kiiltiirleraras1 yetkin

gordiiklerini belirtirken, dokuz 6gretmen kendilerini yetkin olarak gormediklerini
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belirtti. Hem yetkin hem de yetkin olmadiklar1 kanaatine varan baska 6gretmenler

de vardi ve birkag1 da yetkin olup olmadiklarini bile bilmediklerini belirtti.

Yetkinlik veya yetersizlik algilar1 i¢in verilen nedenler, daha once Kkiiltiirlerarasi
yetkin bir 6gretmeninin 6zellikleri olarak ortaya koyduklar1 6zellikleri destekler
nitelikteydi. Kiiltiirleraras1 yetkin 6gretmenler oOncelikle farkliliklara, diger
kiiltiirlere ve yeni fikirlere agikti ve diger toplumlara karst empati ve hosgoriiye
sahipti. Ayrica, kendi kiiltiirleri ve diger kiiltiirler hakkinda da bilgi sahibiydiler ve
diger kiiltiirlerden insanlarla iletisim kurabilmekteydiler. Ote yandan, kiiltiirlerarasi
yetkin olmayan 6gretmenlerin hedef ve diger kiiltiirler hakkinda bilgisi yetersizdi
ve onlar yurtdisi deneyimlerinden yoksundular. Ayrica, kiiltiirler aras1 konulari,
egitim ve kaynak yetersizligi nedeniyle dil smiflarinda O6gretmekte giicliik

cektiklerini dile getirdiler.

Arastirma Sorusu 2. Ingilizce dgretmenlerinin 6grencilerin Kkiiltiirlerarasi

beceriyi gelistirme konusundaki fikirleri deneyimleri nelerdir?

Ogretmenlerin kiiltiirleraras1 beceri ilgili uygulamalarmni ortaya cikarmak igin,
ogretmenlere kiiltiirleraras1 beceri ilgili deneyimlerinin ne oldugu, kiiltiirlerarasi
becerinin dgretilmesinin kolay ya da zor bulup bulmadiklari, yabanci 6grencilere
sahip olup olmadiklari, 6grencilerin kiiltlirleraras1 becerilerini gelistirmelerine nasil
katkida bulunduklari, Ogrencilerin kiiltiirleraras1 becerilerinin gelistigini nasil
anladiklar1 ve oOgrencilerin Kkiiltiirlerarast yeterliligini gelistirmek icin neler

yapilabilecegi konusunda sorular soruldu.
Ogretmenlerin Kiiltiirleraras: Beceri ile Ilgili Goriisleri Ve Deneyimleri

Ogretmenlere  kiiltiirleraras1  beceri  hakkindaki ~ 6gretim  uygulamalarini
soruldugunda, Ogrenciler, meslektaslar1 ve miifredat hakkindaki kendi algilarini
ifade ettiler. Bu konuda Ozellikle Ggrencilerin yabanci dil 6grenmeye karsi
onyargilari, diger kiiltiirler1 6grenmeye motive olmadiklar1 ve diger kiiltiirlere agik

olmamalarina degindiler. Ayrica, 6gretmenler ¢ok sinirli olmasina ragmen kendi
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kiiltiirleraras1 deneyimlerine de degindi. Yabanci dil 6gretmenleri, temel olarak
festivalleri, mutfaklari, kiyafet stilleri, doviz, egitim vb. konularda farkl kiiltiirler
hakkinda bilgi vermek, 6grencilerin film, video ve belgesel izlemelerini saglamak
ve gorsel ve otantik materyalleri kullanmak gibi &grencilerin kiiltiirlerarasi
becerilerini gelistirmek i¢in sinifta yaptiklarindan bahsetti. Goriismeler sirasinda
ayrica, mektup arkadashigi gibi projelerden, Kiltirel meseleler (zerine
tartigmalardan, yurtdist deneyimlerinin paylagilmasindan, yabancilarin davet
edilmesi ve farkli iilke ve kiiltiirlerin karsilastirilmasindan da bahsedildi. Bazi
ogretmenler ayrica Otekilestirmeyi Onlemek ve kiltir ve dilin i¢ ice gecme

konusundaki farkindaligini artirmak igin biraz gaba sarf ettiklerini belirtti.

Ogretmenlerin  Smifta Yabana  Ogrencilerin  Olmas1  Konusundaki

Diisiinceleri ve Deneyimleri

Ogretmenlerin ana dili Tiirkge olmayan dgrencilerle olan deneyimleri 6grencilerin
anadillerine gore degismektedir. Sinifta Suriyeli 6grencileri olan dgretmenler, bu
ogrencilerle iletisim kurmaya calisitken zor zamanlar yasadi ve beden dili
kullanim1 gibi bagka stratejiler gelistirmeye g¢alistilar, bazilar1 ise daha bilgili ve
deneyimli Suriyeli 6grencilerden ¢evirmen veya tercliman olarak faydalandi. Bir
diger yandan, ingiliz, Alman veya Fransiz 6grencisi olan 6gretmenler bunu cesitli
kiltiirleri karsilagtirma firsati olarak gordiiler. Kiirt 6grencisi olan gretmenlerin
iletisim ya da Onyargi gibi problemleri vardi. Siniflarinda ana dili Tlrkge olmayan
Ogrencisi olmayan Ogretmenlerse siniflarinda yabanci bir 6grencisi olmasi
durumunda hem o6gretmenlerin hem de ogrencilerin Ingilizce kullanmalarini
artiracagina inandilar bazilari ise bu durumun kiiltiirleraras1 paylasima katki

saglayacagina inandilar.
Kiiltiirlerarasi Beceriyi Ogretmenin Kolayhg Ya Da Zorlugu

Sonug olarak, goriismeler sirasinda ortaya ¢ikan zorluklar oncelikle dil dersleri icin
yetersiz zaman, ders kitabindaki smurli kiltiirleraras1 igerik ve akilli tahta,

projektdr vb. gibi teknolojik araglarin eksikligi gibi olanaklarin eksikligi ile

315



ilgilidir. Ogrencilerin yabanci bir dili dgrenmek icin motivasyon eksikligi ve
yabancilar ile olan yetersiz etkilesimi, toplumun varsayimlari ve gretmenlerin

motivasyon eksikligi de diger kaygilardi.

Ogretmenler, kiiltiir ve dilin i¢ ice gectigini ve dgrencilerin ileri teknolojiyi sik sik
kullanmasinin, Ogrencilerin Kilttrleraras1 becerisini gelistirmek igin islerini
kolaylastirdigin1  belirtti. Diger bazi O6gretmenler, belirli kosullar mevcut
oldugunda; kiiltiirleraras1 beceriyi 6gretmenin ¢ok kolay olacagimi diisiindii. Bu
gereksinimler materyallerin mevcudiyeti, maddi destek ve 6grenmeye acgik ve

istekli 0grencilerle ilgiliydi.

Ogretmenlerin  Ogrencilerin  Kiiltiirleraras1 Becerisini Gelistirmelerine

Katkilari

Cogu 6gretmen materyallerini, gorevlerini ve etkinliklerini, projelerini, rehberligini
ve deneyimlerini paylasma yoluyla cesitli sekillerde 6grencilerinin kiiltiirlerarasi
becerisini  gelistirmelerine  katkida  bulunduklarina inanmaktadir.  Ayrica,
ogrencilerin kiiltiirleraras1 becerisini gelistirme siirecini nasil algiladiklarina dair
baz1 farkindaliklar1 vardi. Ancak, yetersiz kaldiklari, yabancilarla etkilesime
girmedikleri, program ve materyal problemlerinden dolayr bu siirece katkist

olmadigin1 belirten 6gretmenler de vardi.

Ogretmenlerin Ogrencilerin Kiiltiirlerarasi Becerisini Nasil

Gelistirebileceklerine Dair Diisiinceleri

Ogretmenler ogrencilerin  kiiltiirleraras1  becerisini  gelistirmek icin neler
yapilabilecegine iligkin tavsiyelerini sundu. Bu Oneriler temel olarak 6grencilerin
kisisel temas yoluyla diger kiiltiire maruz kalmalariyla ilgiliydi. Erasmus gibi
degisim programlarina ya da E-twinning gibi uluslararasi projelere katilmak
ogretmenler tarafindan sik¢a belirtildi. Ayrica, 6grencilerin aglarimi gelistirmek

icin kullanilabilecek sosyal aglarin ve diger gorsel-isitsel materyallerin giiciine de
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inaniyorlardi. Ogrencilerin diger kiiltiirleri kesfetmelerini ve farkliliklarla ilgili

goriislerini degistirmelerini gerektiren 6devler de 6nerildi.

Arastirma Sorusu 3. Tiirkiye’deki Ingilizce 6gretmenleri, yabanci dil
ogretmenlerinin Kkiiltiirleraras1 becerilerini gelistirmek ve Kkiiltiirler arasi
beceriyi yabanc dil simiflarinda 68retebilmek icin ne tiir bir hizmet ici egitim

programi/modiilii 6nermektedirler?

Ogretmenlerin kiiltiirleraras1 beceri ilgili hizmet ici bir egitim programina iliskin
algt ve ihtiyaclarin1 ortaya ¢ikarmak i¢in, Oncelikle Ogretmenler onceki
deneyimleri ve onlar1 ne kadar etkili gordiikleri hakkinda sorgulandi. Daha sonra,
daha fazla yararlanabilecekleri bir egitim programinin 6zellikleri hakkinda sorular
soruldu. Egitimde kullanilacak olan igerik, yontemler, teknikler, etkinlikler ve
materyaller hakkinda 06zel olarak sorular soruldu. Hatta programin nasil
degerlendirilecegi ve katilimcilara verilen odiiller ile ilgili bilgi bile istendi. Boyle

bir egitime katilmak isteyip istemedikleri ve se¢cimlerinin nedenleri de sorgulandi.
Daha Onceki Egitim Deneyimleri

Otuz Ogretmenden altisi, kiiltlirleraras1 beceri ile ilgili ya da dil 6gretiminin
kaltarel yonleriyle alakali herhangi bir ders almadiklarini ifade etti. On altist,
kiiltiirleraras1 beceri veya dil 6gretiminin kiiltiirel yonleri olarak adlandirilan belirli
bir ders almadiklarini, ancak bu konularin diger derslerde ele alindigini belirtti.
Ogretmenlerin bahsettigi dersler Ingiliz Dili ve Edebiyati, Amerikan Kiiltiirii ve
Edebiyati, Dil ve Kiiltiir, Kiiltiirlerarasi Iletisim, Sosyodilbilim, Dil Transferi ve
Dil Edinimi, Iki dillilik idi.

Ogretmenlere kiiltiirleraras1 beceri ile ilgili bir egitime katilip katilmadiklari
soruldugunda, 24 6gretmen kiiltiirleraras1 beceri ile ilgili hizmet i¢i bir egitime
katilmadiklarini belirtti. Diger 6gretmenler ne tiir atdlye, konferans ve seminerlere
katildiklarin1 agikladi. Bu seminerlerden bir tanesi Erasmus konulu iken diger bir

tanesi de siniflardaki yabanci 6grenciler ile ilgiliydi.
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Onerilen Hizmet ici Egitim Programm
Icerik

Goriismeler, Tiirkiye baglaminda kiiltlirleraras1 egitimin icerigine iliskin onerileri
ortaya koydu. Ogretmenler bu egitimin 6gretmenlerin diger kiiltiirler ve kiiltiirler
arasindaki farkliliklar hakkinda Ogrendikleri bazi kiiltiirel igerige sahip
olabilecegini One sirdiiler. Ayrica kiiltlirleraras1 egitimle ilgili 6gretmenlik
becerilerinin dahil edilmesinin gerekliligine de inamyorlardi. Ogretmenlerin
kiiltiirlerarast beceri Ogretim becerilerini gelistirmek disinda, Ogretmenlerin
tutumlarin1  gelistirmek de bu egitimin bir parcast olarak Dbelirtilmigtir.
Ogretmenlerin kiiltiirleraras1 becerilerini gelistirmek igin yurtdisinda gercek bir
kiiltiirleraras1 deneyim, goriismeler sirasinda Ingilizceyi yabanci dil olarak dgreten

ogretmenlerinin sagladigi temel onerilerden biriydi.
Metot, teknik, aktivite ve materyaller

Ogretmenler, egitmen tarafindan hazirlanan sunumun teorik slaytlarini takip etmek
yerine, egitim sirasinda Ogrenilenleri uygulamanin gerekliligine inandilar. Egitim,
ogretmenlerin etkilesimli faaliyetlerde bulunduklar1 ve birbirlerinden 6grendikleri
bir atdlye calismas1 gibi olursa, bunun diger 6gretmen merkezli egitimlere kiyasla
daha etkili olacagma inandilar. Ogretmenler tarafindan Onerilen materyaller

cogunlukla giincel, 6zgiin ve gorsel-igitseldi.
Programin Siiresi

Ogretmenlerin ¢ogunlugu, kisa vadeli bir programdan ziyade uzun vadeli bir
programa sahip olmanin daha uygun olacagim diisiiniiyordu. Onerilen en kisa siire
U guin ve en uzun sire bir yildi. Ogretmenler genellikle egitim igin bir-iki haftalik
siireyi tercih ettiler. Ogretmenlerden ii¢i, egitim programmin bir kereden ¢ok

stirekli olmas1 gerektigini ileri siirdil.
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Egitim programin nasil verilecegi

Ogretmenlere egitimin nasil verilmesi gerektigi soruldugunda ve yiiz yiize,
cevrimici ya da karma gibi se¢enckler sunuldugunda, katilimcilarin yarisindan
biraz fazlas1 karma programlar tercih ederken, neredeyse yaris1 yliz yiize
programlar1 tercih etti. Ogretmenlere uygun olmasi ve hazir olma durumuna gére
secebilmeleri i¢in her iki segenegin de saglanmasi gerektigini diigiinen bir

Ogretmen vardi.
Egitim Programinin Degerlendirilmesi

Programin degerlendirilmesi i¢in &gretmenler testler, anketler, goriismeler ve
gozlemler gibi hem bicimlendirici hem de 6zetleyici degerlendirme araglar
Onermistir. Yalnizca 6gretmenlerin goriislerinin degil, ayn1 zamanda 6grencilerin
de egitimin Ogretmenlerin 6gretimi iizerindeki etkisine iligkin algilarimin da
arastirilmasi gerektigine inandilar. Easton'un (2018) da dedigi gibi, 6grencilerin
gelismesine ve basarisina bakmanin, 6gretmenlerin kiiltlirleraras1 6grenme ve

ogretme uygulamalarindaki degisimini gosterdigi bile diisiiniilebilir.

Kiiltiirel bilgi ve farkindaligi degerlendirmek igin On testler ve son testler
yapilabilir ve anketler yapilabilir ve Ogretmenlerin ve Ogrencilerin programin
etkinligi hakkindaki algilarini aragtirmak ic¢in miilakatlar yapilabilir. Guskey'in
(2002) oOnerdigi gibi, Ogretmenler smifta O6grendiklerini uyguladiktan sonra
egitimin etkinligini gordiiklerinde tutumlar ve inan¢ degisiklikleri meydana
gelebilir. Bu nedenle, bu tiir tutum anketleri bile 6gretmenlerin 6grendiklerini
siiflarinda uygulama zamani bulduktan sonra uygulanabilir. Egitim programinin
genel etkinligini uzun vadede ancak katilimec1 6gretmenler tarafindan tercih edilirse
gdrmek igin diizenli gdzlem yapilabilir. Bununla birlikte, Ingilizce 6gretmenlerinin
de onerdigi gibi, stireklilik arz eden bir degerlendirme de diisiiniilebilir ve egitimde
uygulanacak olanlara benzer bazi aktiviteler de egitim sirasinda degerlendirme

araci olarak kullanilabilir
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Program sonunda édallendirme

Kiiltiirleraras1 beceri egitimi programinin amact ve yararlari géz oniine alindiginda,
arastirmadaki bazi Ingilizce 6gretmen katilimcilar tarafindan da belirtildigi gibi,
boyle bir programa katilmanin zaten kendisi 6gretmen igin 6diil olabilir. Ancak,
baz1 digsal tesvikler de bu tiir mesleki gelisim faaliyetlerine katilma istekliligine
katkida bulunabilir. Bu nedenle 6gretmenlerden, bu tiir bir egitim programina

devam etmeleri i¢in ne tiir 6diillerin miimkiin oldugu sorulmustur.

Ogretmenlerin neredeyse yarisi katilimcilara 6demenin yapilmamasi gerektigini
ifade etti. Ogretmenlerden altisi, dgretmenlerin kisa bir ziyaret icin yurtdisina
gonderilecegini veya boyle bir egitim programina katilmak icin 6dil olarak bir
proje ile gonderilebilecegini diisiindii. Dordii ise 6gretmenleri terfi ettirmeyi veya
meslegindeki kidemlerini arttirmayi1 iyi bir odiil olarak diisiindii. Diger bazi
ogretmenler de uzun vadede 6gretmenlerin maaslarini etkilemek igin bir seyler
yapilabilecegini onerdi. Bunlar, kidem tazminatlarinda bir artis veya fazla mesai
saatleri olmasi gibi ekstra ddemeleri icerebilir dendi. Ote yandan, 6gretmenlerin bu
konuda yeni bilgi ve uzmanlik kazanmasi gibi bir egitim programi i¢in 6diiliin

gerekli olmadigina inanan dort 6gretmen de vardi.

Ozetlemek gerekirse, eger egitim programi ogretmenlerin ihtiyaglarina cevap
veriyorsa ve kiiltlirleraras1 6grenme ve 6gretme ile ilgili pratik bilgiler sunuyorsa,
katilimcilar bile katilimcilar arasinda belirtilen bir egitime katilmak igin para
O0demeye hazir olabilirler. ders ¢aligma. Bu tiir egitim programlarinin
zamanlamasia ek olarak, programin igeriginin, metodolojisinin ve egitimcinin

kalitesi de dikkate alinmasi gereken kritik unsurlardir.
Egitim programinin olast faydalar

Guskey (2002), 6gretmenlerin profesyonel gelisimin bir parcast olma arzusunun,
boyle bir faaliyetin kendilerinin gelisimine, bilgi ve becerilerine katkida

bulunacaklarina ve oOgretimlerini gelistirecek ve Ogrencilerin dgrenmelerini
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etkileyecegine inandiklarina baglamaktadir. Bu c¢alismadaki Ogretmenler de
Onerilen egitimin yararlarina inandilar. Bu tiir bir egitimin sadece orneklerin,
tekniklerin, materyallerin temin edilmesiyle degil, ayn1 zamanda O6gretmenlerin
bilgisi, bakis agilar1 ve kiiltiirlerarasi1 etkilesimlerine, dil 6gretimine de katkida

bulunabilecegini diisiindiiler.
Egitim programinin olast stkintilari ve zorluklart

Ogretmenler icin 6ngoriilen en biiyiik zorluk zamandi. Programa katilmak igin
yeterli zamanin bulunmamasindan endise ettiler ve kurslar1 ve 6zel yasamlari
nedeniyle zaten yogun bir programa sahip olduklarini biliyorlardi. Egitim devam
ederken ve okuldan sonra egitim almak gibi birgok segenegi g6z Oniinde

bulundurdular ve her ikisi i¢in de endiseleri vardi.

Ayrica, programin igerigi konusunda da tereddiitliilerdi ¢iinkii teorik egitim almaya

istekli degillerdi ve daha ¢ok yenilik¢i ve pratik bir icerigi tercih ediyorlardi.

Birka¢ 6gretmen programin yeri ve tasimayla ilgili olas1 sorunlardan bahsetti. Bu
tiir egitim programlarmin ¢ogunlukla biiyiik sehirlerde gerceklestirildigini ve aile
sorunlar1 nedeniyle kendi memleketlerini terk etmelerinin bazen zor oldugunu

diistindiiler.

Bir 6gretmen, dgretmen egitiminde kademeli sistem sorunundan bahsetti ve bu
nedenle tecriibesiz egitmenleri olacagina ve bilgi ve uzmanligin tam olarak
aktarilmayacagina inaniyordu. Bagka bir 6gretmen de ayrica ebeveynlerin yabanci

dil 6grenimine ve diger kiiltlirlere kars1 onyargilarina da degindi.
Program icin olast sorunlarin ¢oziimii

Zamana bagl ¢oziimler konusunda, baz1 6gretmenler egitim programi i¢in iy1 bir
zamanlamanin tanimlanmasi gerektigini &nerdi. Ozellikle, 6gretmenlerden besi
MEB seminer déneminde egitim almayr onerdi. Iki 6gretmen, 15 giinliik yariyil

tatilinde egitim almay1 onerirken, dordii yaz aylarinda egitim alma fikrini ortaya
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atti. Ug ogretmen ayrica MEB'in egitim icin izin giinleri birakabilecegini de
belirtti. Diger iki 6gretmen de egitimin zamanla ilgili sorunlara bir ¢oziim olarak
cevrimici olabilecegini diislindii. Bagka bir 6gretmen, egitimi almak icin evli
ciftlerin ayn1 anda gorevlendirilebilecegini ve 6gretmenlerden ikisi, kisinin egitim

icin kisisel zamanini ayirabilecegini diisiindii.

Ogretmenler ayrica egitmenlerden ihtiyac duydugu destegi acikladi. Bunlar,
egitmenlerin siniflar1 gozlemlemesi ve ihtiyaglar1 tespit etmesi, egitmenlerin
hosgoriili ve genis fikirli olmasi, egitmenlerin gerektiginde erisilebilirligi,
gerektiginde Ogretmenlerin egitmenlerden yardim alabilmeleriydi. Ogretmenler
ayrica egitmenlerin dgrettiklerinin uygulama alani saglamasi ve egitim sonrasinda

da rehberlik yapmalar1 gibi baz1 6nerilerde bulundu.

Mekanla ilgili problemlerle ilgili olarak, 6gretmenlerden ikisi egitim alaninin kolay
erigilebilir olmasin1 6nermistir. Diger ikisi ise ayrica, kursiyerlerin ¢ocuklart igin
anaokulu olmasi1 gerektigini veya bunun gibi bir tesis saglanabilecegini belirtti. Bir
ogretmen de egitim programinin hizmet i¢i egitim merkezlerinde yiiriitiilmesini de

onermistir.

Ogretmenlerin  motivasyonuna iliskin ¢dziimler, benzer durumlarda diger
meslektaglarla iletisim kurma, yazin ilave saatler i¢in para 6demesinin yapilmasi,
kursiyerlere bir 0demenin yapilmasi, sertifika verme veya terfi ettirme gibi

Onerilerdi.

Programin igerigi icin bir 6gretmen bunun hem yenilik¢i hem de ilging olmasi
gerektigini Onerdi. Bir bagka Ogretmen ayrica genel bir egitimden ziyade
baglam/ortam temelli bir egitim almay1 tavsiye etti. Ebeveynlerle ilgili problemler
icin ise bir 0gretmen Ogrenciler icin kiiltiirleraras1 becerinin dnemi {izerine bir

sohbetin gergeklesebilecegini diigiindii.
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Ogretmenlerin béyle bir egitim programina katilmak istemeleri ve nedenleri

Ogretmenler, yeni bilgiler edinerek, kendilerini yenileyerek, baskalariyla fikir
alisverisinde bulunarak ve ufkunu genisleterek kendilerini gelistirmek igin bu tur
bir hizmet i¢i egitim programina katilma isteklerini dile getirdiler. Ayrica,
ogrencilerine diger kiiltiirler hakkinda oOnyargilarin1 kirarak ve smiflarindaki
muhtemel yabanci Ogrencilere hazirlik yaparak Ogrencilerine, dil ve kaltir
egitimlerine daha fazla katkida bulunmak istediler. Kiiltiirleraras1 konulardaki
ihtiyaclar ve eksiklikleri, ayn1 zamanda bdyle bir egitim modiiliine katilmalar1 igin
onlar1 cesaretlendirmistir. Son olarak, yurtdigina ¢ikma, yabancilarla etkilesime
girme ve diger kiiltiirler hakkinda daha fazla sey ogrenmeye istekli olmalar1 ve

yenilik¢ilige agik olmalar1 da onlari tesvik eden diger noktalardi.
Ortaya ¢ikan diger hususlar

Ogretmenler, hizmet dncesi egitim, hizmet ici egitim ve dil 6gretimi miifredat: gibi
Turkiye'deki genel egitim sistemine iliskin birka¢ kaygiya degindi. Kiiltiirlerarasi
egitim ile dogrudan alakali olmasalar da, 6gretmenlerin 6gretme baglaminda bazi
bilgiler saglayabilirler. Ornegin Ogretmenler Dynet ile ilgili miifredat ile
uyusmadigimi dile getirdiler. Milli egitimde almis olduklar1 hizmet i¢i egitimlerin
yeterince verimli bulmadiklar1 dile getirdiler. Ayrica {iniversitedeki egitimlerinin

gercek hayatta uygulama arasindaki farkliliklara degindiler.
SONUC
Calismanin Kisa Bir Ozeti

Kiiresellesme, gog, ulastirmadaki ticaretteki gelismeler ve bilgi iletisim teknolojisi,
kiiltiirlerin endise verici bir hizla i¢ ice ge¢mesine neden oldu. Ogrencilerin de
farkli ortamlarda insanlarla basarili iletisim kurabilmeleri i¢in hem Kdilttrel hem de
dil  becerileri ile donatilarak kiiltiirlerarast  becerilerinin  gelistirilmesi
gerektirmektedir. Ogretmenlerin bilisleri ve uygulamalari, Ingilizcenin yabanci dil

olarak ogretildigi ortamda 6grencilerin kiiltiirleraras1 becerilerinin gelistirilmesinde
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cok 6nemli bir role sahiptir. Bu nedenle, bu yorumlayici fenomonolojik ¢alismanin
amaci, Ingilizce dgretmenlerinin kiiltiirleraras1 beceri algilarini ortaya koymak,
kiilttirlerarast beceri ile ilgili 6gretim uygulamalarini arastirmak ve dgretmenlerin
ogrencilerin  kiiltiirleraras1 becerilerinin gelistirilmesinde algilanan ihtiyaclari
dikkate alinarak bir egitim programi ya da modiilii gelistirmekti. Bu amaclar
dogrultusunda, Ingilizce &gretmenleriyle derinlemesine yar1 yapilandirilmis
goriismeler yapildi. Ayrica, goriismelerden once katilimceilarla goriisme yapmak ve
onlarin ge¢cmisleri ve ¢alisma baglamlar1 hakkinda daha derin bilgi edinmek i¢in
bir anket yapildi. Veri analizi arac1 olarak MAXQDA kullanilmis ve yorumlayici
fenomonolojik analiz yapilmistir. Sonuglar, dgretmenlerin kiiltiirleraras: beceri
taniminin Onerilen literatlir ile uyumlu oldugunu ve &grencilerin kiiltiirlerarasi
becerilerini nasil gelistirilecegine iliskin deneyimlerinin ve Onerilerinin dil
egitimcileri i¢in i¢ gOrl saglama potansiyeline sahip oldugunu gostermistir.
Ogretmenlerin olas egitim programina iliskin dnerileri de titizlikle analiz edilmis
ve hizmet i¢i ingilizce dgretmenleri igin bir egitim modilii bunlara dayanarak
tasarlanmistir. Bu nitel ¢alisma, Ingilizce 6gretmenlerinin dgretim uygulamalarini
ortaya koyma ve Turk Ingilizce dgretmenlerinin ihtiyaglarina dayanan bir hizmet

ici egitim modiilii onerme baglaminda, ilgili literatiire katkida bulunabilir.
Calismanin Etkileri Ve Oneriler

Bu calisma, Ogretmenlerin kiiltiirleraras1 beceriyi yabanci dil olarak Ingilizce
ogretilen ortamda siiflarina entegre etme siirecindeki algilarini, deneyimlerini,
siif i¢i uygulamalarini ve zorluklarini agiga ¢ikarmistir. Bu nedenle, bu c¢alisma,
ogrencilerin kiiltiirleraras1 becerilerini gelistirmek i¢in dgretmenlerin ihtiyaglarini
belirlemek icin yeni ve 6nemli bir adimdir. Sadece 6gretmen egitimcileri ve hizmet
ici egitmenler icin degil, dil 6grenimi ve Ogretimi icin miifredat gelistiren ve

materyal tasarlayan uzmanlar icin de ¢ikarimlar vardir.
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Hizmet Oncesi Egitim I¢in Cikarimlar Ve Oneriler

CEFR ve ulusal miifredat, kiiltiirlerarast becerinin 6nemini vurgulasa da, genellikle

bunu sinifta 6gretmesi veya 6gretmemesi 0gretmenin takdirine kalmaktadir. Bu

nedenle,

Universitelerde Ingiliz Dili Egitimi Anabilim Dali égretim programi hem
kiiltiirler aras1 yetkin hem de mezun olduklarinda bu becerileri
ogrencilerine  Ogretebilecek veya aktarabilecek Ogretmenler gelistirmek
icin kiiltiirleraras1 iletisim dersleri a¢malidir. Bu derslerin igerigi,
kiiltiirlerarast dil 6gretimi, bu tiir bir ¢abanin ardindaki nedenler ve hizmet
oncesi Ogretmenlerin hizmet sirasinda uygulayabilmelerini saglayacak
yontemler ve pratik uygulamalar igerebilir.

degisim programlar1 daha fazla desteklenmeli ve 6grencilerin stajlarinin bir
kism1 bagka bir iilkede diizenlenebilir, bdylece bu ogrenciler baska
kiiltiirlerden insanlarla karsilasabilir ve becerilerini kisisel iletisim yoluyla
gelistirebilirler.

degisim programlarindan once ve sonra veya daha once de belirtildigi gibi
yurt dis1 stajlarindan O6nce ve sonra 6gretmen adaylarmin kiiltiirlerarasi
deneyimlerini desteklemek ve yurtdisinda ne kazandiklarmi ve dil
ogretmeni olduklarinda bu deneyimlerden nasil yararlanacaklarim

diistinmelerine yardime1 olmak i¢in kisa stireli egitimler verilmelidir.

Hizmet-i¢i Egitim I¢in Cikarimlar Ve Oneriler

MEB’de hizmet ici egitimlerin daha da gelistirilmesi i¢in baglama 6zgli Oneriler

asagidaki listede incelenebilir.

Ogretmen, bu alanlarda ihtiyag duymadigi takdirde hizmet ici egitim
oturumlarina katilmak zorunda birakilmayabilir. Cesitli atdlye ¢alismalari
ve egitim modiilleri arasinda se¢im yapabilmeleri i¢in 6gretmenlere daha

fazla secenek sunulabilir.
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Ogretmenler, kademeli sisteminin ¢ok iyi calismayabilecegine inanryordu.
Bu gibi sorunlardan kagimmak icin, kurum ig¢i egitmenler, egitimlerin
etkinligi i¢in uzun vadede egitilebilir.

Hizmet i¢i egitim programlarinin metodolojisi revize edilebilir. Kalabalik
bir salonda uzun bir teorik sunumun yapildig1 oturumlardan ziyade atdlye
tarzinda daha pratik ve deneysel teknikler ve aktivitelerden yararlanilabilir.
Egitim sonunda hizmet i¢i egitimlerin degerlendirilmesi, tiim
ogretmenlerin birlikte yanit verdigi c¢evrimigi testler yapmak yerine,
yenilik¢i ve daha etkili yontemlerle daha da gelistirilebilir.

Uzun vadede, hizmet i¢i d6gretmenler icin tasarlanan egitim programlari,
hem bigimlendirici hem de Ozetleyici degerlendirme teknikleriyle
degerlendirilebilir. Ogretmenlerin  programlarin  etkinligi ve verimi
konusundaki algilari1 ortaya c¢ikarmak icin hem anketler hem de
goriismeler yapilabilir. Ayrica, egitim sirasinda 6gretmenlerin performansi
da degerlendirilebilir ve programin uzun vadede etkisini tanimlamak icin

gercek siniflart gozlenebilir.

Miifredat Ve Materyal Gelistirenler i¢cin Cikarimlar Ve Oneriler

Bu c¢alisgma MEB'deki materyallerin yetersizligi ve Ogretmenlerin hazirlik icin

zaman eksikligi konusundaki baz1 endiseleri giin yiizline ¢ikardig: icin, asagidaki

listede baz1 6nerilerde bulunulmustur.

MEB’de bir malzeme ofisi kurulabilir. MEB'de materyal gelisimi i¢in goniilli
olan baz1 dgretmen gruplari olabilir. Bu Ogretmenler, ders kitaplarina ek
materyaller olusturmak icin daha fazla egitilebilirler. Bu ek materyaller
ogretmenler ile EBA gibi ¢evrimigi sistemler iizerinden paylasilabilir ve
boylece kaynaklara kolayca ulasabilirler.

Hem ders kitaplar1 hem de ek kitaplar kiiltiirleraras1 konularin entegrasyonu

acisindan degerlendirilebilir. Gerekirse, 0grencilere uluslararasi bir bakis acist
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saglamak icin kendi kiiltiirimiiziin, hedef ve diger kiiltiirlerin eklenmesi ile de
revize edilebilir.

e Ders kitaplar veya ek materyaller sadece hedef veya diger kiiltiirler hakkinda
baz1 bilgiler igermeyebilir, dgretmenlerin ve Ogrencilerin diger kiiltiirlere
saygl gostermenin, diger kiiltlirlere kars1 hosgoriilii olmanin, empati kurmanin
ve basma kalip yargilamadan ve marjinallesmeden kag¢inmanin Gnemini
tartistiklar1 bazi etkinlikler de olabilir eger amacimiz 's6zlii ve yazili iletisim
becerilerindeki yetkinligin yani1 sira, evrensel, ulusal, ahlaki, insancil ve
killtirel degerler ve etik bilinci ' artirmaksa. (9-12. Smf Ingilizce Miifredat
Programi, MEB, 2018, s. 9).

e Ogretmenlerin Dynet uygulamasmin etkisizligine iliskin sikayetleri {izerine,
dil ogrencileri ve Ogretmenleri igin olusturulan c¢evrimi¢i programlarin
gecerliligi kontrol edilebilir yani miifredatin amaglan ile gercekten eslesip

eslesmedigine bakilabilir.
Arastirmanin Kisitlar

Tipkt bu tez ¢alismasinin kiiltiirlerarast beceri 6gretimindeki bazi kisitlamalar1 ve
ogretmenlerin kaygilarim1 ortaya cikardigi gibi, calismanin da kendine o6zgii
kisitlar1 ve arastirmacinin g¢aligma hakkinda bazi1 kaygilar1 mevcuttur. Bu

kisitlamalarin bazilar1 asagida listelenmistir.

e (alisma, yalmzca Tiirkiye'deki devlet okullarinda calisan orta ve lise
ogretmenlerine odaklandig: i¢in sinirlidir. Caligma ayni zamanda sadece 30
ogretmenle sinirlidir; Bu nedenle, calismanin sonuglari tiim niifusa
genellenemez.

e Caligmanin metodolojisi ile ilgili olarak, miilakat teknigi literatiirde
onerildigi icin bu 0Ozel fenomenolojik calismanin merkezinde yer
almaktadir (Creswell, 2013), ancak bu ayni1 zamanda deneyimleri 6ziinii
ortaya koyma acisindan calismayr kisitlamis da olabilir. Ihtiyaclar,

ogretmenlerin yasadiklarini belirttikleri zorluklar, sadece onlarin algilarina
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dayaniyordu. Bu da calisma yorumlanirken dikkate alinmasi gereken bir
husustur.

Ogretmenler, kiiltiirleraras1 beceri ile ilgili ¢ok ¢esitli deneyimlerini
paylastiklart i¢in calisma bu yoOnden kisithi olabilir ¢linkii su anda
katilimcilarin tiimii Tirkiye'de  devlet okullarda 6gretmenlik yapiyor
olsalar bile, ortaya c¢ikan ¢ok cesitli deneyimler ve farkliliklar
ogretmenlerin Onceki egitim kurumlarindan veya egitim ge¢mislerinden
kaynaklaniyor olabilir. Ancak, bu ¢alismada 6gretmenlerin ¢ok cesitli ve
farkli deneyimlere sahip olmasi, arastirmaya ve arastirmacilarin
kiiltiirleraras1 beceri fenomenini anlamalarina katkida bulunmustur. Fakat
nitel olan fenomonolojik bir ¢alisma i¢in degiskenleri minimumda tutmak
daha da iyi olabilirdi.

Calismanin analizi altt aydan daha az yurt disi1 deneyimine sahip bir
ogretmen grubu olarak diisiiniilerek butlinsel bir bakis agisiyla yapilmis
olup yas, 6gretmenlik deneyimi gibi degiskenlere gore ayrica bir analiz

yapilmamustir.

Daha Fazla Arastirma I¢in Oneriler

Onceki béliimde daha énce de belirtildigi gibi, calismanin bazi kisitlar ve daha da

gelistirilebilecek noktalar1 vardi. Bu nedenle, ileriki ¢alismalar i¢in Oneriler asagida

siralanmustir.

Calismanin bulgularin1 dogrulamak i¢in daha fazla arastirma yapilabilir.
Literatiirdeki calismalarin ¢ogu anketler gibi nicel araglara dayandirilmistir;
bu nedenle, bu arastirmaya benzer daha nitel odakli calismalar cesitli
baglamlarda  gerceklestirilebilir ve  baglamsal  faktorlerin  daha
derinlemesine  anlamlandirilabilmesi  i¢cin  c¢alismalar  gdzlemlerle
desteklenebilir.

Ozel kurumlarda kiiltiirleraras1 beceriyi gelistirmek igin olan smf ici
uygulamalar1 kesfetmek icin vaka c¢aligmalar1 da yapilabilir. Bu, sinifta

veya smif diginda Ogrencilerin kiiltlirleraras1 becerilerini gelistirmek igin
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neler yapildig1 ve 6grencilerin kiiltiirlerarast becerilerini gelistirmek igin
daha fazla neler yapilabilecegi konusunda tamamen farkli bir bakis agis1
getirebilir.

Bu caligmada oOnerilen egitim programi farkli baglamlarda uygulanarak,
egitimin Ogretmenlerin  kiiltiirleraras1 beceriyi kendi siniflarina dahil
etmeleri tizerine ne gibi etkileri oldugunu arastirilabilir.

Acemi ve deneyimli Ingilizce 6gretmenlerinin kiiltiirlerarasi beceri ile ilgili
algilar1 ve deneyimleri hakkinda karsilastirmali c¢aligmalar yapilabilir,
clinkii 6gretmenlerin kiiltiirleraras1 beceri ile ilgili goriisleri ve uygulamal
da degisiklik gosterebilir.

Kiiltlirleraras1 dil 6grenme ve O6gretme uygulamalarini arastirmak igin
Tiirkiye'nin farkli bolgelerinde karsilastirmali ¢alismalar yapilabilir, ¢linkii
bu c¢aligma farkli bolgelerde calisan Ogretmenlerin algilar1 arasinda bir
degisiklik olabilecegini ima eder niteliktedir.

Ogretmenlerin kiiltiirel gecmisleri ve konustuklar1 diller, dgretmenlerin
kiiltiirlerarast dil 6grenme ve 6gretme algilar1 ve uygulamalar: iizerinde de
etkili olabilir, bu nedenle daha ileri ¢aligmalarda da bu tarz degiskenler

arastirilabilir.
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