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ABSTRACT

TEACHER EFFECTIVENESS IN INITIAL YEARS OF SERVICE:
A CASE STUDY ON THE GRADUATES OF
METU FOREIGN LANGUAGE EDUCATION PROGRAM

Salli-Copur, Deniz
Ph.D., Department of Foreign Language Education

Supervisor: Prof. Dr. Hiisnii Enginarlar

March 2008, 304 pages

Since English has risen as the dominant language in the world, the
demand for English language teachers has grown rapidly especially in the last
three decades. Hence, English language teacher education has become an
important concern in the Turkish national education system, which has forced
the governments to implement a series of reforms. One of these was the
Foreign Language Education (FLE) curriculum designed by the Higher
Education Council (HEC), forwarded to all FLE departments in Turkish
universities to be carried out starting from 1998-99.

This curriculum was also used for pre-service English language teacher
education in the Department of Foreign Language Education at Middle East
Technical University (METU). However, a large scale evaluation study was
not conducted on the effectiveness of the program or the competence of its
graduates. This study primarily aimed at reaching the FLE graduates from 2002
to 2006 to investigate to what extent they perceive themselves competent as
EFL teachers and to what extent they find the FLE program components
successful in helping them gain these competencies. Besides, it also intended to

reach the employers of FLE graduates to explore how competent these
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graduates are viewed and how successful METU FLE program is considered in
serving its graduates gain teacher competencies. For this aim quantitative and
qualitative data were collected through two graduate questionnaires, and
graduate and elite employer interviews.

The findings of the first graduate questionnaire revealed that the FLE
graduates perceived themselves competent in most of HEC’s competence
areas, while the open-ended questionnaire items and interview data
demonstrated a need for improvement for competencies of language
knowledge, spoken use of English, classroom management, assessment and
instruction. It was also seen in these two types of data that graduates’
perception of their strengths and weaknesses in HEC’s foreign language
teacher competencies and their need for developing other competencies depend
on the level they teach, the type of school they work at and the length of
experience they have. Similarly, some of the employers, according to the
institution where they have elite positions, indicated a high level of satisfaction
with the FLE graduates’ competence in language and subject knowledge, in-
class and out-of class competencies, while some of them emphasized a need for
improvement in competencies of language knowledge and use, and putting
theory into practice. In addition, although the program was reported to have a
strong and positive role on the development of professional competencies in
the teacher candidates, it was also stated that the five components and some
courses of the program need revisions in terms of their content, methodology
of instruction and assessment. Moreover, the need for communication among
the components of the program was also expressed, as the graduates mention
unnecessary overlaps among some courses. In the light of these findings, some

suggestions are made towards program improvement.

Key Words: Pre-service teacher education, English language teacher
competencies, components of teacher education programs, case
study, situation analysis, product evaluation
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MESLEKTEKI iLK YILLARDA OGRETMEN ETKIiNLiGi:
ODTU YABANCI DIiLLER EGiTiMi BOLUMU MEZUNLARI
UZERINE BiR DURUM CALISMASI

Salli-Copur, Deniz
Doktora, Yabanci Diller Egitimi Bolimii

Tez Yoneticisi: Prof. Dr. Hiisnii Enginarlar

Mart 2008, 304 sayfa

Ingilizce’nin ortak bir diinya dili haline gelmesiyle, Tiirkiye’de son 30
yilda Ingilizce 6gretmeni ihtiyaci hizla artmistir. Bu nedenledir ki, Ingilizce
ogretmeni egitimi Tiirk ulusal egitim sisteminin énemli bir giindem maddesini
olusturmus ve bu da hiikiimetlerin bir seri reform uygulamasini zorunlu
kilmistir. Bu reformlardan biri de Yiiksek Ogretim Kurumu (YOK) tarafindan
geligtirilerek Tiirkiye’deki tiim yabanci dil egitimi boliimlerine 1998-99
akademik yilindan itibaren uygulanmak iizere sunulan Ingilizce Ogretmenligi
programidir.

Orta Dogu Teknik Universitesi, Yabanci Diller Egitimi (YDE) Boliimii
de hizmet Oncesi Ogretmen yetistirilmesi icin hazirlanan bu programin
uygulandigi boliimlerden biridir. Ancak, programin verimliligini ya da program
iceriklerinin mezunlar iizerindeki etkisini degerlendiren genis capli bir
degerlendirme caligmasi yapilmamistir. Bu calismanin birincil amaci 2002-
2006 yillar1 arasinda mezun olan YDE mezunlarina ulasarak kendilerini ne
derece yetkin Ingilizce ogretmeni olarak degerlendirdiklerini ve YDE
programmin Ingilizce Ogretmeni yeterliliklerinde basarili olmalar1 igin

mezunlara ne derece yardimci oldugunu arastirmaktir. Bir baska amag¢ da bu
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mezunlarin igverenlerine ulasarak mezunlarin yeterliliklerinin gelismesinde
YDE programinin etkisinin nasil degerlendirildigini incelemektir. Bu nedenle,
iki mezun anketi, mezun ve isveren miilakatlar1 ile hem nesnel hem de nitel
veriler toplanmustir.

Birinci mezun anketi sonuclar1 ortaya koymustur ki: YOK tarafindan
belirlenen ¢ogu yeterlilik alaninda YDE mezunlar1 kendilerini yeterli olarak
algilarken, agik uclu anket sorularina verilen cevaplar ve miilakat verileri dil
bilgisi, Ingilizce konusma becerisi, simif yonetimi, oOgretim ve Olcme-
degerlendirme alanlarinda gelisim ihtiyaclar1 vardir. Bununla beraber, giiclii ve
zayif olduklar yeterlilik alanlan ile gelistirme ihtiyaci belirttikleri alanlarin
calistiklar1 kuruma, ders verdikleri seviyeye ve deneyimlerine bagli olarak
degisiklik gosterdigi belirlenmistir. Ayni sekilde, bulunduklari kuruma gore
bazi secilmis igverenler, YDE mezunlari i¢in dil ve alan bilgisi, sinif i¢i ve simif
dist yeterlilikleri agisindan biiylik bir memnuniyet ifade ederken, bazilar
mezunlarin dil bilgisi ve kullanimi, ve teorik bilgiyi pratige doniistiirme
konularinda gelismeye ihtiyag¢lar1 oldugunu belirtmislerdir.

Ek olarak, her ne kadar ODTU YDE programimin dgretmen adaylarinin
mesleki yeterliliklerin gelisimindeki giicli ve olumlu etkisi belirtilse de
programin bes bileseninin ders icerikleri, 6gretim metodu ve degerlendirme
acilarindan yeniden gozden gecirilme ihtiyaci oldugu saptanmistir. Ayrica,
mezunlar tarafindan dersler ve bilesenler arasindaki gerekenden fazla
ortismeler nedeniyle, program bilesenleri ve dersleri arasinda iletisim ve
biitiinlesme ihtiyac1 belirtilmistir. Bu bulgular 1s18inda, ODTU YDE

programinin gelistirilmesi amaciyla 6nerilerde bulunulmustur.

Anahtar Kelimeler: Hizmet 6ncesi 6gretmen egitimi, yabanci dil 6gretmen
yeterlilikleri, 6gretmen egitimi program bilesenleri durum
calimasi, iiriin degerlendirmesi.
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CHAPTER1

INTRODUCTION

This chapter consists of four sections. The first section provides a
background to the study. The second presents the aim of the study with the
research questions. The third section discusses the need for the study. Finally,

the fourth section shortly introduces the limitations.

1.1. Background to the Study

As the Lingua Franca of the 20th century, English has become the
dominant language in science, medicine, politics, business, telecommunication,
education, arts and sports (Crystal, 1997). Due to its increasing use as an
international language, people who speak English as a second or foreign
language have become larger in number than those who speak it as their
mother tongue. Accordingly, English Language Teaching (ELT) related
activities have spread all around the world, and English has become one of the
components of tertiary, secondary, primary and even pre-school education,
which has given rise to the growing need of English language teachers, native
or non-native, to teach the international language to new generations.
Consequently, teacher education programs, either pre-service or in-service,
have developed through language and education related research to provide
language teachers with professional training and qualifications (Richards,
2008, p. 4).

Specifically speaking, during the 20" century Turkey has become one
of the expanding circle countries where English is the first foreign language. In
addition to being the first foreign language in the primary and secondary
education, English language has become the medium of instruction in some of

the higher education institutions. Similar to the language teacher need for
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English in the world, (state or private) primary, secondary and/or tertiary
education institutions in Turkey have demonstrated a demand for competent
English language teachers. Being aware of the need for the quality of language
teacher education in order for having quality in language teaching at schools,

many reforms were implemented by the Turkish governments.

1.1.1. Pre-service English Language Teacher Education Programs in

Turkey

One of the most significant reforms was the Higher Education Reform
in 1982. This reform not only enabled the Higher Education Council (HEC) to
control and coordinate all of the universities in Turkey but also enabled the
Faculties of Education to carry out the pre-service teacher education in
universities in order to establish standardization in certifying teachers of all
subject areas from language to arts, from social to applied sciences.

However, HEC’s (YOK, 1998; 2004) reports clearly maintained that the
demands for qualified teachers could not be fulfilled due to some shortcomings
in the Faculties of Education after 1982. According to these reports, first of all,
the departments in these faculties were structured around the academic
background of their teaching staff and focused more on the theoretical aspects
of the subject areas rather than training competent teachers in their fields.
Hence, the courses offered in the departments of teacher education had been
different from those offered in the Faculties of Letters, Arts and/or Science;
while the pre-service teacher education should have concentrated not only on
subject matter knowledge but also on pedagogic knowledge and its application.
In particular of foreign language education departments, Bear (1992, p.29)
states that the teaching staff of the foreign language education departments
view themselves as “misplaced literary scholars or linguists rather than teacher
educators”, as the majority received their degrees from departments of English
literature or linguistics. Thus, “[ironically] the education of prospective

teachers has been placed in the hands of academics who did graduate study in



literature or linguistics precisely because they did not find language teaching to
be an intellectually satisfying activity”.

Besides, the graduate studies conducted in Faculties of Education after
1982 had concentrated on the academic interests of the scholars and had
ignored improving or increasing the quality of pre-service teacher education,
although the main aim of these faculties was to educate the prospective
teachers (YOK, 2004). As a result of these drawbacks, the quality and quantity
of teachers was not satisfactory to meet the demands of the country, and
Ministry of Education (MOE) had to meet the teacher needs from other sources
such as graduates of other faculties and/or alternative teacher certification
programs. However, these solutions did not work effectively either and resulted
in shortcomings. To illustrate, Yildirnrm and Ok (2002) name studies on
alternative route teachers, the results of which show that these teachers could
not adapt to classroom teaching well due to insufficient subject area knowledge
and preparation, and lack of interest in classroom teaching.

After the legislation on eight-year compulsory education was passed
and went into effect, a greater teacher demand was recognized all over the
country after 1997 (YOK, 1998). Due to this, HEC and MOE decided to
restructure the teacher education programs in Faculties of Education to equip
prospective teachers with basic teacher competencies in order to meet the
qualified teacher demand of the country (Yildirrm and Ok, 2002). Hence, the
Pre-service Teacher Education Project was started by HEC with the financial
support of the World Bank. This aid was used for the curriculum development
of the pre-service teacher education programs in order to improve the quality of
the program graduates who will be employed in the primary or secondary
education (YOK, 1999).

With this new project, the teacher competencies and standards were
redefined and teacher qualification courses were redesigned to have a more
practical, up-to-date and field-based pre-service teacher education curriculum.
Therefore, the new foreign language teacher education program included 11

compulsory courses, which were offered in all of the language education



departments to certify graduates as language teachers. In Table 1.1 below,

these courses are shown in italics in the restructured undergraduate curriculum

(YOK, 1998) for the departments of English Language Teaching.

Table 1.1 HEC’s 1998-99 Undergraduate Curriculum for the ELT
Departments
BIRINCI YIL
I. Yariyll II. Yariyll
DERSIN ADI DERSIN ADI

Ingilizce Dilbilgisi I (3-0)3

Konusma Becerileri I (3-0)3

Okuma Becerileri I (3-0)3

Yazma Becerileri I (3-0)3

Tiirkce I: Yazili Anlatim (2-0)2

Atatiirk Ilkeleri ve Inkilap Tarihi I (2-0)2
Ogretmenlik Meslegine Giris (3-0)3

Ingilizce Dilbilgisi IT (3-0)3

Konusma Becerileri II (3-0)3

Okuma Becerileri II (3-0)3

Yazma Becerileri II (3-0)3

Tiirkce II: Sozli Anlatim (2-0)2

Atatiirk Tlkeleri ve Inkilap Tarihi II (2-0)2
Okul Deneyimi I (1-4) 3

Secmeli I (2-0)2

iKINCi YIL
ITI. Yariyil IV. Yariyill
DERSIN ADI DERSIN ADI

Ileri Okuma Becerileri (3-0)3
Ingiliz Edebiyatina Giris I (3-0)3
Dil Edinimi (3-0)3

Bilgisayar (2-2) 3

Tiirkge Ses ve Bicim Bilgisi (3-0)3
Gelisim ve Ogrenme (3-0)3

Ileri Yazma Becerileri (3-0)3

Ingiliz Edebiyatina Giris II (3-0)3

Ingilizce Ogretiminde Yaklasimlar (3-0)3
Dilbilime Giris I (3-0)3

Tiirkge Tiimce Bilgisi& Anlambilim (3-0)3
Ogretimde Planlama ve Degerlen. (3-2) 4

UCUNCU YIL
V. Yanyil VI. Yariyil
DERSIN ADI DERSIN ADI

Dilbilime Giris II (3-0)3

Kisa Oykii Incelemesi ve Ogretimi (3-0)3
Ingilizce-Tiirkge Ceviri (3-0)3

Ozel Ogretim Yontemleri I (2-2)3

Ogretim Tek. ve Materyal Gelistirme. (2-2)3
Secmeli II (2-0)2

Secmeli III (3-0)3

Aragtirma Becerileri (3-0)3

Cocuklara Yabanci Dil Ogretimi (3-0)3
Roman Incelemesi ve Ogretimi (3-0)3
Swnif Yonetimi  (2-2)3

Ozel Ogretim Yontemleri II (2-2)3
Secmeli IV(3-0)3

DORDUNCU YIL
VIIL. Yariyill VIIIL Yariyil
DERSIN ADI DERSIN ADI

Ing. Sinav Hazirlama & Degerlendirme (3-0) 3 Tiirkge-ingilizce Ceviri (3-0)3

Drama (Oyun) Inceleme. ve Ogret. (3-0)3
Materyal Degerlen. ve Uyarlama (3-0)3
Konu Alani Ders Kitab: Incelemesi (2-2)3
Okul Deneyimi Il (1-4) 3

Secmeli V(3-0)3

Siir incelemesi ve Ogretimi (3-0)3
Rehberlik (3-0)3
Ogretmenlik Uygulamast (2-6) 5



The new pre-service teacher education program went into effect in
1998-99 academic year and gave its first graduates in 2001-02 spring term.
Although this curriculum was for the English language teacher education
departments, the course names and descriptions were stated in Turkish in the
HEC curriculum. The universities, where the medium of instruction is English,
translated the courses of the curriculum themselves into English. Thus, some
discrepancies may appear in terms of the course names among the curricula of
the ELT departments in each university, while the course contents are the

same.

1.1.2. Pre-service English Language Teacher Education at METU

Department of Foreign Language Education (FLE) at Middle East
Technical University (METU) is one of the English Language Teaching
departments where this new pre-service teacher education program started to
be used in 1998-99 academic year. Although METU took part in the
accreditation studies of the new pre-service teacher education program as a
piloting university, the FLE undergraduate curriculum showed some
discrepancies with the HEC’s undergraduate pre-service language teacher
education curriculum through the past years due to some institutional factors.
Thus, some courses offered in the HEC curriculum were suggested in different
semesters in the METU FLE curriculum as seen in the program taken from

METU (2005) in Table 1.2 below.



Table 1.2 2005-06 METU FLE Undergraduate Curriculum

FIRST YEAR
First Semester Second Semester
FLE 121 English Grammar I (3-0) 3 FLE 122 English Grammar II (3-0) 3
FLE 123 English Composition I (3-0) 3 FLE 124 English Composition II (3-0) 3
FLE 125 Reading Skills I (3-0) 3 FLE 126 Reading Skills II (3-0) 3
FLE 127 Spoken English I (3-0) 3 FLE 128 Spoken English (3-0) 3

FLE 129 Introduction to Literature (3-0) 3 FLE 140 Survey of English Lit. I (3-0) 3
TURK 103 Oral Communication (2-0) 2 FLE 146 Introduction to Linguistics (3-0) 3
EDS 119 Intro. To Teaching Prof. (3-0) 3 TURK 104 Written Communication (2-0) 2
IS 100 Int. to Inf. Technologies (NC)

SECOND YEAR
Third Semester Fourth Semester
FLE 215 Advanced Reading and FLE 216 Advanced Writing Skills (3-0) 3
Vocabulary Development (3-0) 3 FLE 220 Drama: Analysis and Teaching 1(3-0) 3
FLE 237 School Experience I (1-4) 3 FLE 238 Approaches to ELT (3-0) 3
FLE 241 Survey of English Lit. I1(3-0) 3  FLE 246 Turkish Syntax and Semantics (3-0) 3
FLE 245 Turkish Phonetics and EDS 222 Inst. Planning & Evaluation (3-2) 4

Morphology (3-0) 3
FLE 261 Intro.to Linguistics II (3-0) 3 Non-Departmental Elective (3-0) 3
CEIT 300 Comp. App. In Education(2-2) 3
EDS 221 Development & Learning (3-0) 3

THIRD YEAR

Fifth Semester Sixth Semester
FLE 303 ELT Methodology I (3-0) 3 FLE 304 ELT Methodology II (3-0) 3
FLE 307 Language Acquisition (3-0) 3 FLE 308 Teach. Eng. To Young Learners (3-0) 3
FLE 321 Drama: Analysis and FLE 310 Research Skills (3-0) 3

Teaching II (3-0) 3 FLE 322 The Novel: Analysis & Teaching I (3-0) 3
FLE 323 English-Turkish EDS 304 Classroom Management (2-2) 3

Translation (3-0) 3 Departmental Elective (3-0) 3

CEIT 319 Ins. Tech. & Mat. Dev. (2-2) 3 HIST 2202 Principles of Kemal Atatiirk II (NC)
Non-Departmental Elective (3-0) 3
HIST 2201 Principles of Kemal Atatiirk I (NC)

FOURTH YEAR
Seventh Semester Eighth Semester
FLE 405 Materials Adaptation and FLE 404 Practice Teaching (2-6) 5
Evaluation (3-0) 3 FLE 406 Poetry: Analysis and Teaching (3-0) 3
FLE 407 The Novel: Analysis and FLE 409 Turkish-English Translation (3-0) 3
Teaching IT (3-0) 3 EDS 424 Guidance (3-0) 3

FLE 413 English Language Testing (3-0) 3 Departmental Elective (3-0) 3
FLE 417 School Experience Il (1-4) 3

FLE 429 Adv. English Structure (3-0) 3

Departmental Elective (3-0) 3

To start with, FLE curriculum demonstrated some variations in terms of
the courses offered. Firstly, HEC curriculum had one course on computer
applications in education; whereas the METU FLE -curriculum, like the
curricula of all the other departments at METU, had an introductory course to

computer use (IS 100 Introduction to Information) in the first term of the



undergraduate program. Secondly, the HIST 2201 and HIST 2202 courses were
offered in the second year of the undergraduate programs at METU, although
these courses were in the first year of the HEC pre-service language teacher
education curriculum. Thirdly, the course named as Konu Alani Ders Kitabi
Incelemesi (English Coursebook Evaluation) in HEC’s curriculum was not
included in the FLE curriculum; while FLE 321 Drama: Analysis & Teaching
II, FLE 407 Novel: Analysis and Teaching Il and FLE 429 Advanced English
Structure were offered instead in the third and fourth years of the
undergraduate FLE curriculum. In addition, while one, Kisa Oykii Incelemesi
ve Ogretimi (Short Story: Analysis and Teaching), was omitted, some of the
courses required by HEC were moved to a previous or a following semester,
since METU undergraduate programs were rescheduled in 2004 according to
the European Credit Transfer System (ECTS).

While the METU FLE curriculum included HEC’s 11 compulsory
courses, only the first school experience course (FLE 237 School Experience I)
was offered in a different semester than the HEC curriculum. In the department
of Foreign Language Education at METU, these compulsory courses of the
pre-service teacher education program were taught not only by the Department
of Foreign Language Education but also by the Departments of Educational
Sciences (EDS) and Computer Education and Instructional Technology
(CEIT). How the 11 compulsory courses were shared by the departments of

FLE, EDS and CEIT are shown below (Table 1.3):



Table 1.3 2005-06 Eleven Compulsory Courses in the METU FLE
Curriculum

FLE EDS CEIT

119 Introduction to Teaching o

237 School Experience I . Technology and
Profession .
Material Development
303 ELT Methodology I 221 De\{elopment e
Learning
304 ELT Methodology Tl 222 Instructional Planning

and Evaluation
417 School Experience II 304 Classroom Management
404 Practice Teaching 424 Guidance

While FLE concentrated on the pre-service education of the
undergraduate students in terms of English Language Teaching and tried to
develop and improve teacher competencies specific to language teaching; EDS
and CEIT courses focused more on general theories of education, learning and
teaching, and general teacher competencies. In addition to the five compulsory
FLE courses, there were four more ELT Methodology courses (FLE 238
Approaches to ELT, FLE 308 Teaching English to Young Learners, FLE 405
Materials Adaptation and Development, and FLE 413 English Language

Testing) required in the FLE curriculum.

1.1.3. Teacher Competencies: The Aim of Teacher Education

Higher Education Council and Ministry of Education had agreed that
the main shortcoming of the pre-service teacher education programs designed
after 1982 was the graduates who lack the general and area-specific teacher
competencies. Hence, the pre-service teacher education programs launched in
1998 concentrated on preparing teachers who demonstrate teacher
competencies necessary for teaching at the primary and secondary schools. No
matter what the branch of the teacher is, these competencies are considered to

be national, and they show the performance standards expected from the



graduates. According to these general competencies, a qualified teacher should

show competence in the following areas (YOK, 2005a):

Subject and pedagogic knowledge

Planning, teaching, classroom management and communication
Monitoring, assessment and reporting

Other professional requirements (reflectivity, flexibility, objectivity)

sl .

In addition to HEC’s competencies for language teacher, MOE (Milli
Egitim Bakanligi, 2002) defines 14 general teacher competencies. The first of
these is knowing the students, which includes being aware of students’ age;
socio-economic background; relations with each other; cognitive, affective and
psychomotor abilities; learning styles and preferences. The second competency
is planning of teaching through yearly plans in general and daily lesson plans
in particular and selecting the appropriate material according to these plans.
The third one is material development for supplementary materials such as
audio-visual aids, while the fourth competency is about the actual teaching in
the classroom. This competency includes not only drawing students’ attention
to teaching but also having students discover the teaching points through a
variety of activities from discussion to elicitation. Moreover, the fifth
competency is classroom management, which includes both organizing a
fruitful learning atmosphere and controlling students’ relations with the teacher
and with one another. The sixth competency is evaluating students’
performance, which is preparing reliable tests and/or measures to see student
achievement; while the seventh competency is guidance about students’
achievement, interests, abilities, future education and/or profession, relations
with their classmates and their families. The other seven competencies are
developing basic abilities such as critical thinking, helping exceptional students
such as dyslexics, educating adults, attending extra-curricular activities, self-
development and reflectivity, school development and developing the relations
between the school and the environment.

In addition to national teacher competencies, HEC (YOK, 2005b) also

classifies the competencies that a foreign language teacher should have. These
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competencies are (1) mastery and application of subject matter; (2) management
of teaching learning process through planning, teaching methods and rapport
with students; and (3) personal and professional development. Mastery of the
subject matter includes not only the knowledge of the target language but also
the ability to use it accurately for communication purposes and to present it to
language learners. Besides, teachers must be familiar with the theories of
language learning and teaching, and should know how to employ appropriate
language teaching methods according to the age, level and ability of the
language learners. Management of teaching-learning process, on the other
hand, includes setting objectives for language learners and planning effective
lessons to achieve those objectives. Using and adapting a variety of techniques,
activities and resources is important for effective lesson planning as well. In
addition, teachers’ rapport with students while presenting and practicing the
language, assessing their achievement and giving feedback is essential both for
student motivation and classroom management. Lastly, qualities such as
teachers’ being flexible, reflective and open to new developments in the field
are not only necessary but also crucial for personal and professional
improvement and institutional success.

Although in Turkey HEC and MOE agreed on the teacher competencies
in general and foreign language teacher competencies in particular, the concept
of language teacher competency has become a major issue in language teacher
education related studies and discussions, and has developed not only in the
world but also in our country in the last two decades.

The Department of Education and Employment in England listed
similar competencies for the trainees of the Postgraduate Certificate Program in
Education in 1998 (Barnes, 2002). To clarify what is meant by competency in
knowledge and understanding, Barnes indicates that this competency includes
“subject matter knowledge, an understanding of the National Curriculum and
examination specifications, and an understanding of how pupils learn” (p.199).
The subject matter knowledge embraces the proficiency in language and the

ability to teach this language accurately and confidently. It is also a

10



prerequisite for the other competencies since incomplete knowledge of
language interferes with effective language teaching. In addition to language
proficiency, the modern language teachers should have the pedagogic
competence to present this knowledge to language learners through planning
effective learning activities. Moreover, they need to have cultural knowledge
on the target language country.

Similarly, Thomas (1987, p.33) states that it is necessary to specify the
“desired” outcomes of the teacher education curricula “before proceeding to
make recommendations” about teacher education process. He indicates that if
the role of the teacher is “to impart language competence to learners”, the aim
of the teacher education is to gain “competence to impart competence in
language” (p.34). In other words, language teachers should be highly
competent in language and in teaching of language (pedagogic competence) to
transfer their language competence to their learners. Moreover, he criticizes
some of the language teacher education programs as their focus is only on
language competence, namely grammar knowledge, and he stresses the
importance of the four components —management, teaching, preparation and
assessment- of pedagogic competence in enabling “the learning process to
carry on smoothly” (p.37). Hence, language and methodology courses should
be integrated in the teacher education programs.

Similarly, Demirel (1989; 1990) maintains that language teachers
should be competent in transferring their target language knowledge to their
students. He classifies teacher competencies in three basic areas: Language
competence, Professional competence and Cultural competence. Language
competence involves the proficient understanding and use of English language
in four skill areas and having knowledge of the target language literature and
culture. The professional competence, on the other hand, is about presenting,
practicing and helping learners produce language, assessing their achievement
and motivating them with variety of techniques and activities. Lastly, cultural

competence is not merely about being aware of the culture and literature of the
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target language but about using this knowledge for language learning situations
as well.

APEID (1992), Asia and the Pacific Programme of Educational
Innovation for Development, reports that the teacher education programs
should have a more hands-on approach rather than a theoretical approach to
prepare teachers. APEID’s teacher competencies are outlined based on the
mega-trends in curriculum reforms discussed in the 10" Regional Consultation
Meeting, organized by UNESCO, on the aims of APEID. Identifying teacher
competencies in the context of recent curricular reforms, suggesting
development strategies for these competencies, and identifying the needs and
requirements of teacher education are some of the aims of that meeting.
Nineteen countries -Australia, Bangladesh, China, India, Indonesia, Iran, Lao,
Malaysia, Maldives, Myanmar, Nepal, Pakistan, Papua New Gene, the
Philippines, Korea, Samoa, Sri Lanka, Thailand and Vietnam- agreed that the
teachers should have competence in the following areas: Meeting the needs of
every learner, adapting the appropriate teaching content and materials to the
individuals, developing appropriate values and attitudes, and evaluating learner
performance to plan future activities.

In terms of the language teacher competencies in the USA, Lipton
(1996: 39-40) lists 24 major teacher competencies that are needed by hundreds
of FLES (Foreign Language in the Elementary Schools) teachers and
mentioned in the interviews with them. The major ones of these competencies

are:

1. Superior level of proficiency in all foreign language skills and
knowledge about the culture of the target language

2. Awareness of the developmental learning stages of children and their
learning styles

3. Knowledge of a variety of classroom techniques

Awareness of techniques for teaching aspects of the target culture
and target language children’s literature

5. High level of ability to plan and teach effective lessons, to use a
variety of materials, to reflect upon the success of each lesson and to
assess student progress through a variety of ways

12



6. Understanding the American system of elementary school education,
the role of administrators, the role of parents and the role of
colleagues in the instructional program

The teacher competencies in FLES are specific to the teaching context
rather than general. In other words, the teacher competencies required are
matching with the aims of the program and/or the needs of the language
learners who are studying in FLES. To illustrate, the teachers need to have
competency on child literature in the target language, which shows that the
child literature is included in the FLES programs as one of its components.

Likewise, ACTFL (2002), American Council on the Teaching of Foreign
Languages, lists six content standards for foreign language teacher candidates
who will teach any foreign language in the United States. According to this list,
the foreign language teacher candidates should (1) demonstrate a high level of
language proficiency and awareness of language system, (2) demonstrate an
understanding of cultural and literary texts and integrate them into instructional
practices for foreign language teaching, (3) demonstrate an understanding of
language acquisition at different developmental levels and develop a variety of
instructional practices that address the needs of diverse language learners, (4)
plan lessons according to goals and select, design and/or adapt instructional
recourses for these goals, (5) demonstrate knowledge of multiple ways of
assessment and reflect on student assessments and (6) engage in professional
development opportunities.

TESOL (2002), on the other hand, names performance standards for
teachers of adult ESL students in ten areas. These standard areas are “identity
and setting, language, learning, professional community, content,
professionalism, advocacy, planning, instructing and assessing”. Student
learning is the central aim of these standards, and teachers should be able to
demonstrate mastery of those standards through observable behavior in and out
of classroom. In other words, these standards include not only what teachers do

in class in terms of planning, instructing and assessing, but also how s/he
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interacts with the a larger community such as with other language teachers, the
content-area teachers or the school.

Lastly, NBPTS (2003), National Board for Professional Teaching
Standards -in USA, categorizes the standards for language teachers according
to the learner age groups. These groups are early and middle childhood, early
adolescence and young adulthood. Despite the differences in the ages of the
learners, the standards for the teachers of each group show similarities. The
common standards for the teachers of these groups are knowledge of students,
language, language development, culture and subject matter; adapting the
relevant method(s) of planning, instruction, practice, assessment and
management; use of a variety of resources and supporting the students.

Although in 1975, Madsen indicates “there is no consensus and very
little hard data available on the scope of competencies required by well-trained
ESL teachers” (p.356), it is seen above that after about three decades there is in
a way a consensus among the teacher competencies mentioned. According to
this, all of them focus on language knowledge as the prerequisite competence
for language teachers. Besides, the pedagogic knowledge -to help learners of
all ages and learning styles acquire language knowledge- comes as an
important competence as well. This pedagogic competence not only includes
knowledge of language learning and teaching but also the approaches, methods
and techniques of it. Similarly, the organization of classroom activities for
students, adapting materials for these activities and the assessment of learner
achievement generate the methodological competence of the language teachers.
Furthermore, as language classrooms aim transferring cultural and literary
knowledge about the target language, the teachers should not merely be
familiar with target culture and literature but also have students become aware
of it through relevant activities and tasks. In addition, with the increasing use
of English in the world, new teacher competencies are required such as being
aware of different varieties of English or teaching English for specific
purposes. Indeed, the notion of teacher competency is a developing concept

rather than a static one.
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1.2. Aim of the Study and Research Questions

Although HEC’s competencies reflect the consensus of national and
international foreign language teacher competencies mentioned above, HEC
curriculum was designed and implemented to educate competent English
language teachers in the areas specified by HEC and MOE. In other words, the
aim of HEC’s curriculum is to educate teachers of English who will teach at
primary and secondary schools in Turkey. However, the graduates of the FLE
program teach at a variety of institutions from state to private, from pre-school
to tertiary levels due to many reasons: First of all, English language teacher
demand is not limited to primary and secondary education institutions in
Turkey, since the medium of instruction is English in two leading state
universities (METU and Bogazici University) and several private universities.
Second, as the national literature reflects, ELT graduates have a higher
competency level in pedagogic knowledge, classroom management and
planning compared to those of alternative route teacher education programs,
and thus there is an unpreventable demand for those graduates. Related to this
demand, some ELT graduates are willing to be hired in state or private tertiary
institutions or private language schools due to better working conditions and/or
higher salaries.

Therefore, the central focus of this study is to investigate to what extent
the graduates of a language teacher education program perceive themselves
competent according to HEC’s foreign language teacher competencies and to
what extent they find the components of the FLE program successful in serving
them to gain these competencies while teaching at different levels and at a
variety of institutions. Since HEC’s curriculum had been in effect since 1998-
99 academic year, there had been five FLE graduate groups (classes of 2002,
2003, 2004, 2005 and 2006) at the time of research. Thus, the present study is
limited to the graduates’ perception of the foreign language teacher
competencies they have and/or lack in the first five years of service and their

reflection of how their education had prepared them gain these competencies.
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Besides, the employers of these graduates are the other informant group of the
study because the way they perceive the achievement of the English language
teacher competencies and the success of the pre-service teacher education
program changes from the point of view of the graduates.

Although this study follows a product approach to evaluation, it does
not have the intention of evaluating the effectiveness of the METU FLE
undergraduate program in terms of all its aspects (aims, instructors, students,
courses, materials, assessment, facilities). The analyses of FLE graduates’ self
evaluation of their own (strong and weak) competencies in English language
teaching, their reflection on the strengths and weaknesses of the METU FLE
program components and their employers’ views on the end-results of the
program are the main focuses of the study. Thus, the findings should be
considered as a reflection on program product and an investigation of the
consumer stakeholder views on the present situation.

With the stated purposes in mind, this case study attempts to answer the

following research questions:

L To what extent do FLE graduates perceive themselves effective as

English language teachers in the initial years of service?

a. What are their areas of strengths and weaknesses in terms of
English language teacher competencies?

b. Why do they perceive themselves good at some competencies?
Why do they perceive themselves weak at some competencies?

c. What are the competencies they feel satisfied with? What are the
competencies they want to further develop?

d. Do the FLE graduates’ perceptions change according to the (i) level
they teach, (ii) the type of school they work at and (iii) the length of

experience they have?
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I11.

1.

1.3.

How competent do their employers find FLE graduates as English

language teachers?

a.

What are METU FLE graduates’ areas of strengths and weaknesses
in terms of English language teacher competencies?
What are the competencies the METU FLE graduates need to

further develop?

To what extent do the components of the FLE program serve FLE

graduates to become competent English language teachers?

a.

Which component(s) of the FLE program is/are reported to be most
effective in serving its students to gain English language teacher
competencies?

Which component(s) of the FLE program is/are reported to be least
effective in serving its students to gain English language teacher
competencies?

Which components of the FLE program may need change and/or

improvement? Why?

Need for the Study

Although the foreign language teacher education programs aim to

develop foreign language teacher competencies in student-teachers before they

have started service, it is most of the time a mystery how competent these

teachers become or to what extent they have developed their competencies in

time. As the concept of teacher competency develops in the area of applied

linguistics, each teacher’s perception of competency changes through the years

of his/her service. Thus, the investigation of this perception in the initial years

of service can shed light on the improvement of the teacher education

programs.

Besides, the changes in the world also affect language teacher

education. The competencies expected language teachers to have are not the
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same competencies of a previous decade. These changes may be due to
political, social and economic circumstances of the world or the country. Thus,
the institutions of education have developing demands from the language
teachers they hire. Conducting research on these demands may enable foreign
language teacher education programs to improve themselves to be up to date.

Particularly, although METU was one of the piloting universities of the
HEC curriculum for the accreditation process, it was observed in the official
meetings (D. Alpakin Martinez-Caro, personal communication, 2003; 2005;
May 3, 2007) with the FLE graduates, and/or senior and sophomore students
that some components of the program were criticized for being irrelevant to
students’ present education and future profession. More specifically, the fourth
year students in those meetings indicated their concerns about some of the
English language teacher competencies that the program never focused on or
some others that were over emphasized through their education. The same
concern was also mentioned by some of the earlier FLE graduates in various
settings. To illustrate, Kizilcik (2007, p.2), in her unpublished paper, put
emphasis on the overlooked competencies reporting a personal experience and
emphasized the importance of evaluation studies for teacher training programs
saying “we were not able to give any feedback to the education faculties on our
incompetence in certain fields. Such experiences should be traced and taken
into account by teacher education programs to improve the quality of the
program and this can ultimately lead to changes which benefit different
stakeholders”. Moreover, Giirbiiz (2006) reported the concerns of university-
based supervisors and school-based mentors about the language proficiency
skills -especially pronunciation- FLE senior students fall to meet during
practicum.

Thus, the findings of this study may help the department members to
maintain, improve, redesign, delete or combine some of the courses depending
on the competencies addressed in serving the prospective teachers gain English
language teacher competencies, and the other English language education

departments to develop and/or improve their programs as well. Besides, despite
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being a case study, the results of this present research may work as a source of
feedback for all Departments of Foreign Language Education in Turkey to
improve their programs and for newly opened FLE departments in state and

private tertiary institutions to design and structure their programs.

1.4. Limitation of the Study

There are mainly two important limitations in the study. The first
limitation concerns the main group of participants, the graduates of the FLE
curriculum. As the program gave its first graduates in 2001-02 academic year,
the total number of graduates of the FLE department had been about six
hundred until the time of this study. However, since the graduates have spread
all around the country after graduation, reaching a high number of them is a
difficulty. The second limitation is related to contacting employers who are
familiar with FLE graduates both in state and private primary, secondary
and/or tertiary institutions. Nevertheless, using multiple sampling procedures,

the researcher was able to compensate for these limitations to a certain extent.
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CHAPTER 11

REVIEW OF LITERATURE

This section presents the approaches to teacher education focusing
specifically on language teacher education. Then, the focus will be moved to
studies conducted on the teachers, the graduates of teacher education programs.

Finally, some evaluation studies of such programs will be reviewed.

2.1. Approaches to Teacher Education

In 1990, Richard and Nunan indicated that second/ foreign language
teacher education had been a “relatively unexplored” field (p. xi). Indeed, the
literature was more concerned with the methods and techniques of language
teaching than the approaches of language teacher education. However, after the
teacher preparation programs started to invite close attention, the focus has
moved from teacher training that familiarize student teachers with techniques
and skills in order to apply in the classroom to teacher education that involves
theories of teaching, strategies for self-evaluation and understanding the
insights of teacher activities.

In the same way, Richards (1990, p.4) explains that the principles of
teacher preparation programs can be developed from two approaches to the
study of teaching: Micro approach, which examines teaching “in terms of its
directly observable characteristics” and macro approach, which makes holistic
generalizations about teaching beyond observable classroom behavior. The
former perspective reflect the training view in teacher preparation, whereas, the
latter reflect an education view.

In the micro approach, the experts decide on the characteristics of a
good teacher such as teacher’s interests, attitudes, judgment, self-control,

enthusiasm, adaptability, personality, or degree of training. Despite lack of
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evidence that the teachers will be successful by having these characteristics,
they had been evaluated according to how they match these characteristics.
However, when research began to examine teaching in the classrooms through
systematic observation, “what the teacher does” became much more important
than “what the teacher is”, as the focus moved to teacher-student interaction
and teacher activities in class. Systematic observation also enabled researchers
to see different aspects of effective teaching such as teacher’s questioning,
waiting time, feedback, which started to be included in the teacher education
programs (Richards, 1990, p.5).

The macro approach, on the other hand, focuses on the nature and
significance of “total classroom teaching and learning in an attempt to
understand how the interaction between and among the teacher, the students
and the classroom tasks affects learning” (Richards, 1990, p.9). According to
this holistic approach, how the teacher manages the classroom, structures the
instructional activities, chooses appropriate tasks and orders those tasks
explains the effective and ineffective teaching.

As Larsen-Freeman (1983 in Richards, 1990, p.14) indicates that “both
micro and macro dimensions of teaching should be addressed” in the language
teacher education programs for the development of the prospective language
teachers. While teaching is broken into discrete and trainable skills in the
former, the latter dimension focuses on explaining the concepts and holistic
thinking process about teaching. Hence, the prospective teachers can use their
knowledge to test their hypothesis about teaching, which provides them
opportunities to acquire language teacher competencies and discover the rules
of effective language teaching.

Wallace (1999) discusses three models of professional education, which
can be applicable to teacher education as well. The first of these models is The
Craft Model, in which “the young trainee learns by imitating the expert’s
techniques, and by following the expert’s instructions and advice” (p.6). This
model represents how the traditional teaching is organized; however, the

concept of a master teacher did not operate hand-in-hand with the new methods
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and syllabi of the modern language teaching since it leaves no space for
scientific knowledge. The second model, on the other hand, is The Applied
Science Model, in which “the findings of science knowledge and
experimentation are conveyed to the trainee” by the experts in the area (p. 9).
To illustrate, trainee teachers may receive instruction from a psychologist on
child behavior. It is the trainees’ responsibility to apply the scientific findings
into practice, and their failure shows that they have not understood the findings
or applied them properly.

The third model is The Reflective Model, which helps trainees to
manage their own professional development. Wallace (1999) states that for
teacher education there are two kinds of knowledge: received knowledge and
experiential knowledge. The former is received as input by the trainees through
facts, research findings, theories and skills of the educational courses, and the
trainees are expected to study this knowledge. The latter one, on the other
hand, is received through ongoing experience of practice, but it does not
include the application of the received knowledge. Some of the issues learned
through experience may not have been dealt with during training. Besides,
reflecting on the experience in terms of what went well or badly (and why)
helps trainees to see what to improve, avoid or maintain in the future. Since
every course may not have space for practice sessions, course effectiveness
depends on how the trainees evaluate their own practice, and how they reflect
on it. Observation of practice can also be considered as experiential knowledge
as the trainees reflect on what they have observed.

Day (1991) also presents three models of teacher education. The first
model, apprentice-expert model, and the second model, the rationalist model,
are actually what Wallace mentions as craft model and applied science model
respectively. On the other hand, the third model, case-studies model, is used in
law and business schools where students analyze and discuss actual case
histories in the classroom. Although this model has not been adapted in teacher
education, Day suggests using it in second language teacher education since it

may be beneficial to help teacher candidates “in the process of creating
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knowledge base” (p.48). Furthermore, he indicates that none of the three
models he mentioned is enough to cover professional knowledge. Hence, it is
necessary for a teacher education program to incorporate the strengths of all

three and to include a reflective practice component for an integrative model.

2.1.1. Foreign Language Teacher Education

With the rise of the English language, foreign/second language teacher
education has become a current issue in applied linguistics. As the Prabhu’s
(1990) idea “there is no best method” has gained support following the
blossom of the language teaching methods during the twentieth century,
foreign language teacher education, particularly English language teacher
education, has drawn the attention of applied linguists. Hence, the focus, in a
way, has shifted to pre-service and in-service language teacher education
programs to explain how these programs should be designed, organized and
conducted to prepare teaching professionals for effective language teaching.

Richards (1990) explains that typically teacher education programs
include linguistics and language learning theory courses for the theoretical
basis and a language teaching methodology and practice teaching courses as
the practical component. However, he states that in the past twenty years there
has been a shift in terms of the theoretical basis of the teacher education
programs from linguistics courses such as phonetics and linguistic theory to
courses of pedagogy, language acquisition, classroom-based research,
curriculum design and language assessment.

Similarly, Lange (1990) indicates that although the need for English
language teachers became more apparent during the 1960’s, the formal
programs for teacher preparation were developed not by the faculties of
education but by the departments of linguistics. Thus, the programs had been
theoretically oriented towards linguistics and second language education;
whereas little attention had been given to topics such as curriculum

development, instructional practice and evaluation. The quest for the best
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method to teach foreign languages and to remedy language learning problems
made the application of linguistics and language acquisition knowledge seem
trivial to foreign language teachers, which was clearly observed in their
“struggle against communicative competence” (p.253). Nevertheless, the
clinical experience has always been an integral part of English language
teacher education programs.

Gebhard, Gaitan and Oprandy (1990) state that it is important for
teacher educators to provide opportunities for prospective teachers in pre-
service language teacher education programs to gain investigative skills and
methodology for making decisions about what to teach and how. They indicate
that (1) micro-teaching activities, in a real classroom or a simulated classroom
setting where student teachers act as foreign language students, (2) classroom
visits for observation and/or watching video recordings, (3) conducting
investigative projects in language classes and (4) discussing their teaching
and/or their observation among each other and/ or with the teacher educator
can all help prospective teachers “gain new insights into teaching by allowing
them chances to reprocess ideas they have about teaching” (p.24).

Ellis (1990) divides teacher preparation activities into two: experiential
practices and awareness-raising practices. The former type of activities
“involve the student teachers in actual teaching” through practice teaching;
whereas the latter one aims at developing prospective teachers’ “understanding
of the principles of second language teaching and/or the practical techniques
that teachers can use in different kinds of lessons” (p.27). The data of the
awareness-raising activities can be provided from video/audio recordings or
transcripts of actual lessons; classroom, micro or peer teaching; materials,
lesson plans and outlines; case studies and samples of students’ work. Besides,
a variety of different tasks can be used in those activities such as comparing
two lesson plans, preparing a marking scheme, or adapting an exercise.
Although experiential activities are more common in pre-service programs,

Ellis (1990) suggests combining these two activities when the aim is to develop
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prospective teachers’ both understanding of teaching issues and practical
classroom experience.

Bear (1992, pp. 30-33), on the other hand, recommends that an effective
teacher education curriculum in general and language teacher education in
particular should carry the following five key concepts in its design and
implementation: Selection, specialization, integration, coordination and
articulation. To start with, selection involves the analysis of the student needs
to decide on the components, courses and the components of the program
courses. To illustrate, the language development and methodology courses are
the most important components of the foreign language teacher education
programs, as “one cannot teach what one does not know”. Secondly,
specialization is shaping the selected courses by focusing on their content to
“contribute to the evolution of a student into a teacher”. In this sense, although
it is necessary for the teacher candidates to study literature and linguistics
courses, in a language teacher education program these literature and
linguistics courses should be different from those in a department of literature
or linguistics. As the third key concept, integration is the cooperation of the
different components of the curriculum; while the fourth key concept,
coordination, is the interrelation of the courses offered during the same term;
the final concept, articulation, is the relationship of the courses in the same
component during the program.

Lastly, Freeman and Johnson (1998) point out the importance of prior
knowledge in teacher education. They mention that the practice of language
teacher education should have concentrated on how their knowledge shapes
what they do and how they develop over time rather than what teachers need to
know and how they could be trained. Teacher education programs generally
assume that teachers firstly need the knowledge of theories and methods to
apply any context, secondly observing and practicing teaching, and lastly
developing teaching behaviors. However, today teacher educators realize that
teachers are not “empty vessels waiting to be filled with theoretical and

pedagogic skills” (p.401). In fact, they enter teacher education programs with
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“prior experiences, personal values, and beliefs” that shape their knowledge
about teaching and what they do in their classrooms. Ignoring teachers’ prior
knowledge makes knowledge base of language teacher education disconnected

from the actual teaching experience.

2.1.2. Components of Foreign Language Teacher Education

In order to enable prospective teachers to gain foreign language teacher
competencies, language teacher preparation programs consist of sets of
courses, which appeal to one or more of these competencies. However, the
division of the program components and the content of the teacher education
programs are varied. In 1987, Kreidler states that the components of the ESL
(English as a Second Language) programs should be different from the
components of the English language programs for its native speakers since a
native speaker child can use and understand “most of the sounds and
grammatical forms in a communicative context by the beginning of the school”
while a non-native child cannot. Therefore, an ESL teacher must know more
than how to speak English, and ESL teacher education programs must cover
studies in English linguistics, anthropology, psychology, sociology and
education.

Ur (1992) roughly divides the components of an ELT education in two:
theoretical and practical. She indicates that an English language teacher
education program should neither be purely theoretical nor purely practical.
This lies in two reasons: First, the English language teacher should be an
educated person and the theoretical component of the ELT programs are
necessary for professional learning. Second, the practical components are
necessary to help the language student teachers develop their own personal
theories of action. Hence, the theoretical and practical components should be
integrated.

Day (1991) claims that four types of knowledge shape the components

of the second language teacher education. These are (1) content knowledge
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(language, literary and cultural aspects), (2) pedagogic knowledge (general
teaching strategies), (3) pedagogic content knowledge (specialized knowledge
how to teach language), and (4) support knowledge (knowledge of various
disciplines such as linguistics or research methods). He also emphasizes the
integration of these components for effective teacher education.

Berry (1993), on the other hand, indicates that despite the differences in
the shape and size of them, the language teacher education programs all have
the same five components. These components are the (1) skills component, (2)
methodology component, (3) theory component, (4) subject matter component
and (5) language improvement component. While the skills component
involves the observation and teaching practice, in other words the practice of
language teaching; the methodology component, is about the philosophy of
language teaching with courses on language teaching methods, language
testing and materials adaptation. The methodology component is, to some
extent, theoretical. The theoretical component, on the other hand, is in a
stronger sense theory based and focuses on theories of language, learning and
teaching. However, the study of language, its culture and its literature and the
knowledge of teaching these form the subject matter component. Lastly, the
language improvement component aims to advance proficiency in the target
language.

Cullen (1994) lists components of the teacher education programs in
four groups. According to his categorization, the first component of the teacher
education programs is the methodology/ pedagogical skills components. In the
courses of this category, different methods and techniques of English language
teaching and various classroom skills are explored and practiced.
Methodology, microteaching and practice teaching are the sub-components of
this group “to develop trainees’ classroom skills for teaching EFL” (p.162).
The second component, one the other hand, is the linguistics component, which
includes theories of language and language learning, awareness of language
systems such as phonology and the place of English in the curriculum, in the

society or in the world. The third component is the literature component, which
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is more common in pre-service language teacher education programs. This
component aims not only to increase trainee’s knowledge of the texts but also
to help them use these texts for language teaching. Finally, the last one is the
language improvement component, which aims to improve the general
proficiency of the trainees.

The division of the components of language teacher education programs
in Turkey is not different from those put forward for ESL and EFL teacher
education programs in the world. After analyzing the ELT departments in
Turkey and conducting a questionnaire survey and an interview with the
former graduates of the METU FLE program and the administrators of these
departments respectively, Akalin (1990) proposed a curriculum of a four-year
ELT undergraduate program in her MA thesis. The responses showed that
while deciding on the components of an ELT curriculum the priority should be
given to professional education (ELT) courses followed by language,
education and linguistics courses. While literature was not taken as a separate
component in this proposed program, literary texts were emphasized through
ELT methodology courses to examine “the contributions of literature to the
process of learning EFL, choosing appropriate materials for different levels of
learners” (p.71). Moreover, based on the findings of the graduate
questionnaires, she suggested that the linguistics and literature courses of a 4-
year ELT undergraduate program should be integrated to contribute to the
development of prospective teachers. Thus, the teaching staff of those
departments should consist of teachers with an ELT background instead of
linguistics or English literature.

Demirel suggested a different model of ELT curriculum in 1992. He
demonstrated the three observed components of the ELT teacher training
programs in Turkey: These components are subject matter courses,
professional courses and cultural courses. While the subject matter component
includes all of the language improvement, literature, linguistics and ELT
methodology courses; professional courses component has the general

education courses and practice teaching. The cultural component, on the other
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hand, is composed of cultural and elective courses. However, in his model, the
first basic component is the subject-matter courses, in which the language,
literature, linguistics and language teaching courses are included. The second
component is composed of the general and ELT specific professional courses
and practice teaching. Lastly, the third component has the cultural courses
which focus not only on the history English and American culture but history
of Turkish culture as well.

After his survey of a wide spectrum of proposals of curricula for teacher
preparation curricula, Bear (1992) demonstrates in his presentation that the
core elements of teacher education curricula are (1) language development, (2)
literature and culture, (3) linguistics, (4) methodology and teaching practice, and
(5) foundations of education. Moreover, he emphasizes that “each component
of the curriculum must not only aim at imparting subject-related knowledge
and competence, but must also aim at contributing to the development of the
student’s language skills, professional awareness, and pedagogical
competence” (p. 31); hence, the literature and linguistics courses must be

designed and taught with this specific goal in mind.

2.2. Phases of Teacher’s Career

No matter which university they have graduated, how enthusiastic they
are to teach and/or where they work, teachers of any subject show similar
stages in their career development. According to many studies conducted
around the world on different teaching areas, teaching is very hard for teachers
who are in their initial years of teaching and especially the first year. Cookson
(2005) indicates that teaching is ironically one of the most “social occupations”
due to being involved with students, parents, colleagues and administrators all
the time; while it is also one of the “isolating professions” when collaboration
is difficult with the other parties.

While the problems may change from one teacher to another; the

impact of feeling isolated, lost or unqualified affects teachers in the same way.
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The studies call the first year of teaching as a “sink or swim experience” for
beginning teachers (Farrell, 2003). They try to adapt to their new environment,
about which they have had high expectations, idealistic plans and sincere hopes
when they were in training. However, the reality shock stands as a source of
disappointment with recent education, self competencies and working
environment. Hence, it is reported in many studies that the attrition rate is
highest in the early years of the career (Macdonald, 1999), when teachers
cannot cope (or do not believe they will cope) with their teaching problems. To
illustrate, De Paul (2000) informs that in the United States 20 to 30% of new
teachers leave their profession within their first three years due to lack of
support during induction; while about 50% of them leave teaching within the
first six years (Jensen, 1986).

Herbert and Worthy (2001) explain the first year difficulties with five
reasons. First, the beginning teachers have unrealistic expectations and beliefs
about teaching and its difficulty, students and workplace. The second reason
comes from the limitation of teacher preparation programs which have limited
field experience due to being filled with theoretical liberal arts courses and
being uninformative about the social and political context of schools. Related
to this, the third reason is that student teaching only provides a glimpse of the
teaching profession. Besides, the school context that fails to support the
inexperienced teachers with heavy work load and challenging classroom
management issues also leads to induction year problems. Finally, the
beginning teachers who are not self-confident, extravert and/or sociable have
difficulties in developing interpersonal relations to solve their problem.

Moreover, Joerger (2003) lists the difficulties that beginning teachers
often experience. According to his review of several studies, the entry-level
teachers have to struggle mainly with various aspects of classroom
management and discipline. Motivating students to learn and adapting the
curriculum according to local needs come second and third in the difficulty
ranking list respectively. Another group of challenge is about program design,

planning, and evaluation. Coping with the school system and school policy,
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having heavy teaching loads and relationships with colleagues were also high
ranking difficulties of beginning teachers.

In terms of the stages of first year, Moir (1990) lists five phases
according to her contact with 1,500 teachers. In the anticipation phase, the
beginning teachers are very much excited and anxious about their first real
teaching experience. That is why Moir states the beginning teachers “tend to
romanticize the role of the teacher” (p.6), and they are committed to making a
difference in education. However, in the second phase, the survival phase, the
beginning teachers are surrounded with problems and situations they have
never anticipated especially in their first month of teaching. According to the
“sink or swim” metaphor, they try “to keep their hands above water”. After the
first two months, when the disillusionment phase starts, the new teachers start
questioning not only their commitment but also their teaching competence due
to problems particularly about classroom management. However, when
beginning teachers manage to “swim” until the first holiday break, a
rejuvenation phase starts. In this stage, they take a break, have the opportunity
to reorganize and start rethinking positively about teaching and their teaching
competencies. Lastly, towards the end of their first year, they start reflecting
back their experience.

More recently, Maynard and Furlong (1995 in Farrell, 2003) presented
five similar stages of beginning teacher development. According to their
division, in the first stage, early idealism, the beginning teacher identifies
herself/ himself with the students and rejects the image of older and more
experienced teachers. In the survival stage, on the other hand, the beginning
teacher tries to cope with the reality shock of the classroom and to survive with
quick fix methods. In recognizing the difficulties stage, she becomes aware of
the complexities of teaching, feels limited in terms of what s/he can do and
starts considering a career change. However, in the fourth stage, reaching a
plateau, the beginning teachers start coping successfully with teaching and its
obstacles; while they also develop a negative attitude towards trying new

approaches as they focus on classroom management more than they focus on
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student learning. Lastly, moving on stage, the beginning teachers’ main
concern becomes the quality of student learning.

In addition, Huberman (1989 in Diaz-Maggioli, 2003) presents the five
distinct cycles teachers progress along by solving various problems and crises
through their entire career. In Huberman’s first phase, exploration and
stabilization, teachers try to find solutions to problems rising from interaction
with students, colleagues and administration upon entering the profession.
Since the teacher seeks stability to survive in this unfamiliar context, his/her
aim is to accomplish the teaching part right in defiance of students’ learning
problems. However, at the commitment phase, the teachers try to provide
quality in teaching for quality in learning. In the third phase, diversification
and crisis, most teachers start asking themselves whether they want to keep
teaching for the rest of their lives or to leave and move into another profession.
They find the answer of their career questions in the fourth phase, serenity or
distancing, and act accordingly. If they decide to continue with their career
choice, they focus more on student learning. Otherwise, they distance
themselves, try to find another profession, and if they cannot, they teach only
to fulfill the job requirements. Huberman’s last phase, conservatism and regret,
is experienced towards retirement. While some teachers still enjoy teaching
and are reluctant to retire, the others adapt a comfortable way of conservative
teaching and ignore student learning.

In 1992, Fessler and Christensen (in Nolan and Hoover, 2004), on the
other hand, include pre-service education as the first step of their eight-phase
career cycle. Induction follows pre-service education and continues with
competency building. In the next phases of this cycle teachers first feel
enthusiastic and growing then find themselves in career frustration, which is
followed by a stable and stagnant period. As the last two phases, career winds
down and the teacher has a career exit either through retirement or through
leaving the profession.

Although the contributors to the literature on teacher career cycle name

each phase of development differently, they definitely have the same opinion
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on certain issues. First of all, the descriptions of the stages are very much alike
in terms of what the teachers do and how they react to survive in their work
environment. Secondly, the difficulties of first year for all teachers and the
reasons of those difficulties are agreed on. Thirdly, the need for support,
assistance and cooperation especially in the first years of teaching are approved
to be crucial, as the beginning teachers move through the upper stages of

development.

2.3. Approaches to Program Evaluation

During 1960’s and 1970’s, the research in second language teaching
focused on finding the effectiveness of one language teaching method over the
other. However, with the shift of focus from language teaching methods to
second/foreign language teacher education, the evaluation studies also became
more interested in the evaluation of the effectiveness of teacher preparation
programs. Gaies (1992) explains that the reason for this concentration lies in
two external pressures: (1) the concerns about the quality and worth of the
programs, and (2) the standards developed for teacher education and teacher
competence within the field.

Similarly, the way program evaluation is defined also changed through
the years. While in 1967 Scriven (in Worthen, Sanders and Fitzpatrick, 1998)
indicated that evaluation is done to judge the worth or merit of something,
Worthen and Sanders, in 1973 (in Brown, 1995), stated that evaluation includes
data collection to judge not only a program but also a procedure or an
approach. In the 1990s, evaluation became an intrinsic part of teaching and
learning as “it can provide a wealth of information to use for the future
directions of classroom practice, for the planning of courses, and for the
management of learning tasks and students” (Rea-Dickens and Germaine,
1993, p.3). Accordingly, Brown (1995, p.24) highlighted that evaluation is “the
systematic collection and analysis of all relevant information necessary to

promote the improvement of the curriculum and to assess its effectiveness
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within the context of the particular institutions involved”. While it was only
seen as a tool to judge if a program is worth doing, the concept of evaluation
has changed over the last five decades. It is now considered as a systematic
component of education in order to collect descriptive and informative data
both inside and outside the classroom to make not only judgments about but
also improvements in the programs. Thus, Worthen, Sanders and Fitzpatrick
(1998, p.36) consider evaluation as “a maturing profession”.

Richards (2001) indicates that different aspects of a program can be the
center of attention in program evaluation. These aspects may include
curriculum design, the syllabus and program content, classroom processes,
materials, teachers, teacher training, students, institution, staff development
and/or decision making. According to Weir and Roberts (1994), program
evaluation has two purposes: accountability and development. While the
former concentrates on the effects of a program for an outside audience, the
latter aims to improve the program quality. Moreover, Richards (2001) divides
the evaluation approaches into three: formative, illuminative and summative. In
the first one, evaluation is a part of the process in the ongoing program
development and improvement. Thus, it aims to explore “what is working well
and what is not” (p.288). The second one seeks answers to how different
aspects of a program work without having the intention of changing them. The
last one takes place after a program has been completed to see the effectiveness
or the efficiency of the program in terms of mastery of objectives, performance
on tests, measures of acceptability, retention and reenrollment rate and/or
efficiency of the courses.

Depending on the purpose, audience, questions and methods of the
evaluation, different evaluation approaches have emerged through the years.
Brown (1995) categorizes these in four groups: Product-oriented approaches,
static-characteristic approaches, process-oriented approaches and decision
facilitation approaches.

In the first group - product-oriented approach, the goals and objectives

are the main focus of the evaluation in order to explore whether they have been
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achieved or not. If they are achieved, the program is considered to be
successful. In 1940’s, Tyler (in Guskey, 2000) indicated that every program
should have clearly specified goals, and evaluation should investigate the
extent these goals are achieved. He, therefore, presented the steps of an
evaluation model starting with clarification of program goals and ending with
comparing the performance data with stated objectives. According to Tyler’s
goal-based model, ““if discrepancies are discovered in the final step between the
performance data and objectives, then modifications in the program or activity
can be made to enhance its effectiveness” (p.49). In 1967, Mattresses and
Michael (in Guskey, 2000, p.50) extended Tyler’s model in two ways: First,
they emphasized ‘“the inclusion of multiple constituencies throughout the
evaluation process” since the evaluation will affect the school community, and
second they “greatly expanded the methods of data collection”. In 1973,
Hammond further extended Tyler’s evaluation model by proposing a more
detailed structure than Tyler. He focused not only on determining the goals and
objectives of the program, but also on why those objectives are attained or not.
Hence, his model carries the following dimensions: Instruction, characteristics
of the program or activity being evaluated; institution, characteristics of the
individuals or groups involved in the program; and behavior, characteristics of
the objectives of the program or activity being evaluated (Guskey, 2000, p.52).
An alternative approach to product-oriented approaches is, as Brown
(1995) calls, static-oriented approaches, which also aim to determine the
effectiveness of a particular program. This approach is an expertise-oriented
approach, in which outside experts inspect a program “by examining various
accounting and academic records as well as static characteristics as number of
books in the library, types of degrees held by the faculty, the student-to-teacher
ratio, the number and seating facilities and so forth” (p.221). An example of
static-oriented model is accreditation for which an organization grants
approval of institutions such as schools or hospitals. That is, “an association of

institutions sets up criteria and evaluation procedures for the purposes of
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deciding whether individual institutions should be certified as members in good
standing of that association” (Brown, 1995, p.221).

The third approach was a process-oriented approach. Scriven’s goal-
free model deemphasizes the focus on products and concentrates on the actual
outcomes of a program rather than the goals and objectives of it. Thus, he
questioned the worth of goals in the first place. Although Scriven focused on
the unintended outcomes and Tyler on the intended, goal-based and goal-free
evaluations are not mutually exclusive; they can supplement or complement
each other (Guskey, 2000; Worthen, Sanders and Fitzpatrick, 1998). Another
process-oriented model was presented by Stake in 1967 (in Brown, 1995). His
countenance model consists beginning with a rationale, fixing on descriptive
operations and ending with judgmental operations (standards and judgments) at
three different levels: antecedents (prior conditions), transactions (interactions
between participants) and outcomes (transfer of learning to real life).

The fourth approach was the decision-facilitation approach, which
defines the role of evaluation as helping the decision making process.
Stufflebeam, in this sense, departs from the other approaches to evaluation with
his CIPP proposed in 1969. CIPP is an on-going evaluation procedure. In his
model, the focus is on the decision making process of the policy makers and
administrators as their decisions are pivotal for the evaluation. The aim of the
evaluators according to this model is not to make judgments about the
program. Instead, they help the decision-makers to make their own judgments
in the light of the data collected in the CIPP evaluation process (Guskey, 2000;
Worthen, Sanders and Fitzpatrick, 1998). This information is gathered through

four different kinds of evaluation:

Context Evaluation is about planning decisions, and it focuses on the
identification of the problems, needs and opportunities that exist in a
specific educational setting.

Input evaluation centers on structuring decisions about allocating
resources in the best way to achieve specified goals and objectives.
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Process evaluation focuses on implementation decisions in order to
identify any defects in the design of the program or activity, and how
those might be remedied.

Product evaluation concentrates on the recycling decisions to determine
the program activity outcomes and to compare the expectations and
results. By the help of its results, decision-makers decide whether to
continue, terminate, or modify a program.

Although coming from a different research tradition, Kirkpatrick’s
evaluation model has a direct relevance for educators as well. His model was
designed to judge the quality, efficiency and effectiveness of training programs
in business and industry (Guskey, 2000). However, it can also be used for the
in-service teacher education programs. He outlines his evaluation model in four
levels:

Reaction evaluation focuses on how participants feel about the program
and how satisfied they are with the training they received.

Learning evaluation measures the knowledge, skills and attitudes that
participants acquire as a result of training.

Behavior evaluation concentrates on the extent to which the on-the-job
behavior of the participants changed because of training.

Results evaluation assesses improved productivity, improved morale,
better quality, lower costs and/or more profits in business and industry.

In addition, Richards (2001) also underlines situation analysis as an
aspect of evaluation in order to identify the factors affecting a curriculum and
to examine the internal strengths and weaknesses of the program, which is
sometimes known as a SWOT analysis. The aim of situation analysis is
investigating the factors and their potential direct/indirect positive/negative
effect on a planned or present curriculum. These factors may include political,
social, economic, institutional, teacher, learner and/or factors. At the end of the
analysis, it may be planned to address the negative factors for curriculum
implementation.

Selecting one from these approaches or models depends very much on

the aim of the evaluation, the participants and audience, the way the evaluation
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results will be used and the timing and duration of evaluation. However, the
evaluation phenomenon is not limited to these models. Since every evaluation
is unique, choosing or combining concepts from different evaluation models to
develop an eclectic model according to the evaluation context or designing a
new model is always possible. Worthen, Sanders and Fitzpatrick (1998) call
this process as “tailoring” and explain it as “choosing and combining concepts
from the evaluation approaches to fit the particular situation, using pieces of

various evaluation approaches as they seem appropriate” (p.183).

2.4. Studies on Teachers and Teacher Education

In this section, the studies on teachers and teacher education programs
will be focused on. Firstly, some research studies conducted on teachers in
initial years of service, on the beginning teachers and on more experienced
teachers will be presented. After that, the studies on teacher education
programs, especially the research conducted to evaluate those programs, will

be reviewed.

2.4.1. Studies on the Teachers

The studies on the career development of teachers mainly focus on the
initial years and generally the first year of service, since the beginning years
are more difficult for the teachers and since the attrition rate is higher in those
years. Thus, the qualitative case studies shed light on the complexities of the
first year(s) of service. The findings from the interviews and observations of
individual beginning teachers show similar results independent from where
they teach. Moreover, comparing the studies conducted on beginning and
experienced teachers demonstrates that the initial years of teaching are full of
instability and insecurity but flexibility for change, whereas in the later years

teachers become more stable, feel more secure but are less willing for trying
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new things. The studies reviewed in this section also show this gap, despite the
small number of studies found in the literature.

To start with, Herbert and Worthy (2001) report a case study on a
successful first-year in teaching. Their study was conducted on a beginning
year physical education teacher at a public school in United States. Based on
the interviews and observations through one academic year, the results
revealed that pre-service teacher preparation, school context and taking an
active role in the school system affect the success of the first year teachers. The
researchers confessed that they were surprised to see an energetic, positive and
a successful first year teacher at the end, as the literature often portrays
beginning teachers as frustrated and disoriented. Haley, the physical education
beginning teacher of the study, indicated three reasons of having a successful
and less stressful first year in her career. Those are that her teacher education
program enables her to have realistic expectations about teaching, that she had
begun her career in a school where she had taught when she was a student-
teacher, and that she was effective in dealing with the pace of teaching and
coaching. In addition, she mentioned the advantage of not having major
classroom management problems in feeling successful in the first year of
teaching.

Similarly, Farrell (2003) also reports a case study on the first year of an
English language teacher in Singapore. This study focuses on the socialization
of a beginning teacher through different stages of development in his school
and the role of his colleagues in this socialization. Wee Jin, the beginning
teacher of this study, is the graduate of a one-year post-graduate diploma
program in education, where he had met the researcher as his mentor teacher.
A qualitative approach was used in the study; thus, field notes, classroom
observation, post-observation conferences, semi-structured interviews and
regular journal writing were the data collection methods of the research. The
findings demonstrated that Wee Jin’s first reality shock was on his 35 periods
of teaching load per week, which was considered as lighter by his colleagues

compared to their teaching load. The problem with teachers’ teaching load

39



showed itself as a limitation through Wee Jin’s first year. Lack of
communication with the other teachers at school due to heavy teaching load
disabled Wee Jin to talk to others and to receive support about the issues that
he was not happy with, which clarified the necessity of collegial support for the
first year of a teacher. Farrell’s later study (2006) shows that despite the
difficulties in his first year, attrition was not seen in Wee Jin’s case. On the
contrary, he had become a counselor to both students and new teachers in the
same school.

Flores and Day (2006), on the other hand, concentrate on the first two
years of teaching in their longitudinal study. They examine the beliefs, values
and learning of a group of teachers to answer how their identities shape over
their first two years of service. Fourteen new teachers joined the study from
different elementary or secondary school settings. Both a semi-structured
interview and a questionnaire were used for the data collection of the study.
Moreover, the students of the participant teachers were asked to write a short
essay to describe the way their teacher has changed over time. At the end of the
study, the teachers were also asked to write a reflection report on their first two
years of teaching. The findings of the study show that contextual, cultural and
biographical factors affect teachers’ performance, and that their pre-service
training, their professional history and collaborative school culture influence
the stability of their professional identities and the kind of teacher they
become.

In addition to the studies on teachers in their initial years of service, the
literature also involves studies that concentrate on more experienced teachers
and the comparison of beginning and experienced teachers in many respects. In
1994, Mok conducted a case study on 12 ESL teachers, six of whom had 1-3
years of experience, and the other half had been teaching about 4-6 years. The
study investigates and compares the teaching concerns of these two groups of
teachers and the change of perception over time through journals and
interviews. The comparison between the experienced and inexperienced

teachers demonstrated a slight difference in their perception of teaching.
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However, it was seen that teachers’ perceptions about teaching are shaped by
their previous experience not only as a teacher but also as a learner.

Ghaith and Shaaban (1999), on the other hand, investigated the teacher
efficacy and the perception of teaching concerns of 292 Lebanese teachers
from different backgrounds and with a variety of teaching experiences. Two
questionnaires were used in the study, the first of which was a standard teacher
efficacy questionnaire, and the second was designed to examine teachers’
concerns about their professional practice. The results demonstrated that the
beginning teachers were more concerned about the task of teaching and their
effectiveness as teacher more than experienced teachers. Besides, it was
revealed that the longer the teachers are in the profession, the less concerned
they become with their survival as teachers.

Another perception study was conducted by Beijaard, Verloopp and
Vermunt (2000) on the experienced secondary school teachers’ current (at the
time of the study) and prior (when they were beginning teachers) perceptions
of their professional identity. Eighty teachers filled in a questionnaire to
indicate how they perceive themselves as a subject matter expert, who bases
his/her profession on subject matter knowledge and skills; a didactical expert,
who bases teaching on knowledge and skills regarding planning and evaluation
of the teaching-learning process; and a pedagogical expert, who bases his/her
profession on knowledge and skills to support students’ social, emotional and
moral development. The questionnaire analysis revealed that most teachers
reported significantly different professional identities compared to their
perception of this identity during their beginning years in teaching.
Furthermore, it was seen that there was a shift from subject matter expertise to
didactical and pedagogical expertise during their career. However, teachers in
different subject did not demonstrate the same shift or development.

Similarly, Eekelen, Vermunt and Boshuizen (2006) focus on the
experienced teachers to explore their ‘will to learn’ based on a small-scale
qualitative study using semi-structured and a retrospective interview and

observation. The study was conducted in a Dutch high school with 28 teachers
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from different subject areas. The teachers showed to be ambitious to discover
new practices, open to experiences and other people, pro-active, flexible to
mistakes, prepared for asking questions after performance and eager to follow
students’ learning process, all of which were considered to be an indication of
‘a will to learn’. However, it was also seen that there are a group of teachers
who do not see any need to learn and do not question their knowledge, and
another group of teachers who are willing to learn but wonder how to learn.

In terms of situation analysis, two large scale studies were conducted by
UNICEF in 1996 and in 1998 on the children and their families in the Lao
People’s Democratic Republic and on the children and women in Croatia
respectively. These two situation analysis shed light on the teachers working in
these countries, their needs and their concerns. The former report (1996)
demonstrated that the quality of education most crucially depends on teachers
since 35% of primary teachers had incomplete or no teacher training, and some
of these teachers are primary school graduates themselves. Moreover, these
unqualified teachers work in the first to third grade of primary school in rural
and remote areas where dropout and repetition percentage is the highest. The
later report (1998) showed that since teachers in Croatia have to work in the
war-affected areas, are underpaid compared to other professions and have no
experience in dealing with war-affected children, all of which cause ‘“burn-
out”. In addition, while 80% of primary and 61% of secondary school teachers
are female, they are “not equally presented in positions of management and
leadership within the education system”, as 35% of university lecturers are
women and less than half of the MA and PhD candidates are female.

In the local context, Salli-Copur (2006) conducted a situation analysis
in the School of Foreign Languages at METU to investigate in-service teacher
education needs of the teachers teaching in this department. A questionnaire of
both Likert-scale and open-ended items were used. While the questionnaire had
been sent through the administration to all teachers working in the institution,
45 experienced teachers (about 20% of the whole teacher population within the

institution) filled in the questionnaire. The analysis of the questionnaire
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revealed that the teachers showed no need for any of the Likert-scale items
based on the objectives of the in-service-teacher education program of the
institution. However, the open-ended questionnaire items demonstrated that
they are willing to join workshops designed according to their needs and
interests, whereas they have some reservations about the relevance of the

current in-service program to their departmental needs.

2.4.2. Studies on Teacher Education Programs

Evaluation studies on teacher education concentrated on two different
aims: the validation of the academic programs in terms of student (trainee or
teacher candidate) learning, and/or the accountability of an institution or a
program to the larger public in terms of student (trainee or teacher candidate)
outcomes. The following studies are listed in chronological order to exemplify
the kind of program evaluations conducted on pre-service or in-service English
language teacher education programs.

First of all, Al-Gaeed (1983) investigated the EFL teacher preparation
programs of Saudi Arabia in order to identify the strengths and weaknesses
from the students’ and graduates’ perspectives and elicit their needs and
concerns. For this purpose, an 87-item questionnaire reflecting a standard of
what such programs ideally provide was designed covering nine areas
(language proficiency, methodology, practice teaching, linguistic courses,
relevance of the programs to the English language teaching in Saudi Arabia,
reasons for choosing English as a major, performance of faculty members,
program teaching atmosphere, and academic and administrative policies of the
programs). The results of the study showed that the students and the graduates
evaluated the program positively in terms of methodology, practice teaching,
linguistic courses and the quality of faculty members; while they reported that
the preparation for spoken English skills and the opportunities to communicate
in English were insufficient, and that the literature courses were irrelevant to

their preparation.
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Gaies (1992), on the other hand, describes an evaluation project to
apply portfolios to evaluate the teachers of English. While he emphasizes that
assessment of student outcomes is not a form of program evaluation alone, this
assessment is directed at evaluating of teacher preparation program itself in the
form of portfolios. The results showed the study may provide a useful model
for other institutions, although some aspects of this study were institution-
specific.

Moreover, Rawlings (1993) investigated the attitudes of teachers who
were prepared through the Georgia Alternative Certification Program in order
to compare these attitudes with their evaluation of the program. The results of
the study revealed that there is a significant relationship between the teaching
attitudes and the teacher preparation. To illustrate, student-centered teachers
indicated that they were well prepared in classroom instruction.

Weir and Roberts (1994) presented two evaluation studies on teacher
education programs or projects. The first of these focused on the accountability
of a 4-week in-service teacher training program conducted in Nepal. The study
contrasted the learning gains of 750 students in the classes of 22 teachers, half
of whom received training on students’ language performance. The second one,
on the other hand, concentrated on a 2-year initial teacher training course in
Paraguay for non-native teachers of English focusing on 16 areas of research
from program aims to graduates from program content to staff and stakeholder
concerns.

Daloglu (1996) evaluated the curriculum of an in-service teacher
training course offered at Bilkent University, COTE (Certificate for Overseas
Teachers of English), using an eclectic approach of Tyler’s goal-based model
and Stufflebeam’s CIPP (Context-Input-Process-Product) to answer which
aspects of the COTE course need to be maintained, strengthened, deleted or
added to. The results showed that the COTE program was effective in meeting
the needs of the participants, while some components (namely, analyzing and
presenting language, giving instructions, oral error correction, writing and

speaking skills lessons, classroom management) needed revision.

44



In 1997, Barkhuizen concentrated on the problems of 120 senior student
teachers in three South African teacher preparation institutions in order to
reshape their pre-service teacher education programs to eliminate the anxiety
teacher candidates feel about the problems they may face when they start
teaching. The responses collected through open-ended questions showed that
the teacher candidates were most worried about the limited English proficiency
of their students, the attitude of students, mother tongue interference, English
proficiency of the teacher and teacher effectiveness respectively. The
implications for teacher education programs were reported as: raising an
awareness of possible problems which English teachers may experience in
elementary schools, examining the causes and negative effect of the problems,
and considering and practicing effective strategies in coping with the problems.

Dushku (1998) used a formative approach to evaluate the British
Council ELT aid project implemented at the University of Tirana in Albania.
The aim of this project was to achieve a multiplier effect by training the
teachers at university and spreading new knowledge and skills to lower-level
teachers of English. The data of the study was collected through interviews,
surveys and record reviews. The study revealed that “Western political
engagement in a developing country does not guarantee the success of any
field-specific aid project undertaken” (p. 384); the effectiveness of the
programs increase when the sponsored programs take into account the local
issues.

Pepper and Hare (1999) modified Stake’s Countenance Model in order
to evaluate the weaknesses and strengths of the Senior Block Field Experience
Program at Mississippi State University. The researchers starting aim was to
build research-based knowledge to help teacher education institutions improve
their programs. Interviews, questionnaires (Likert-scale and open-ended
questions), direct observations and documentation were used to collect data for
the evaluation of the three components of this program: antecedent (preexisting
conditions), processes (implementation) and outcomes (product). The results

demonstrated that the weakness of one of these components has a negative
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effect on the success of the others. While weaknesses pointed to the staff
practices, the lack of time to cover necessary materials and budget concerns in
the antecedent component, the faculty’s lack of collaboration and
communication on instruction, assignments and assessments were the
weaknesses in the implementation component. Lastly, in the outcomes
component, it was seen that the program was inadequate in providing the
students with the instructional strategies of problem solving and critical
thinking in class.

Reynolds, Ross and Rakow (2002) compared the graduates of
Professional Development School (PDS) and non-PDS in United States in
terms of teaching effectiveness and perceptions of professional preparation.
Phone survey and questionnaires of Likert-scale and open-ended questions
were used for data collection from the graduates in the program and the
principals of the schools where graduates were teaching. In general, although
the majority of the graduates of both programs did not comment on the
problematic areas in the programs, the results demonstrated that “the principals
evaluated PDS graduates higher in some aspects of teaching effectiveness” (p.
289). Furthermore, it was seen that the PDS graduates were more satisfied with
their preparation than the non-PDS graduates were.

Bowman (2002) evaluates the effectiveness of curricular components of
graduate ESL teacher preparation programs according to the M.A. students’
(teacher candidates’) feedback. A hundred and one M.A. students participated
in her study from ten different ESL teacher preparation programs. Both
quantitative (Likert scale questionnaire items) and quantitative (open-ended
questionnaire items and interviews) data were collected. The results
demonstrated that the students from the departments of linguistics or applied
linguistics indicated that components like theoretical linguistics, second
language acquisition, and methodology were, on the whole, the strong
components; whereas English literature, education foundations and teaching
practice were the weaker ones. Similarly, the students from the colleges of

education, in general, found the theoretical linguistics and second language
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acquisition components as the stronger components in their program; while
English literature and practicum were seen as the weak points of their
curriculum. Students from the departments of English with a concentration
either on TESOL or TESL, on the other hand, indicated practice teaching,
second language acquisition and applied linguistics as the stronger
components. Similar to the students of the other departments, English literature
was considered to be the weakest component by this group as well.

Wong and Yeung (2003) report their evaluation of the staff
development activities using a survey method based on six Likert scale items.
The intention of their survey was to find out how satisfied the course
participants are with the in-service teacher education programs designed by the
Division of Continuing Professional Education of the Hong Kong Institute of
Education in 1999-2000, and whether the participants would recommend the
program to their colleagues and friends. The short questionnaire was completed
by 8600 teachers, and the results showed that although the participants were
satisfied with the in-service teacher courses, this may not guarantee their
recommendation of the course to other teachers.

Ortakoyliioglu (2004) compared the professional qualities of two
groups of prospective teachers in Turkey. The first group was the senior
students of an ELT department; whereas the second group was the students of
English Language and Literature (ELL) who were authorized with a teaching
certificate. The results of her survey and interviews showed that while ELT
senior students felt more prepared than the other group in general, the ELL
students felt more knowledgeable and competent in many aspects of language
and culture than the former group. Besides, the results demonstrated that the
ELT program is more effective than the certificate program in meeting the
standards in preparing English language teachers.

Erozan (2005) evaluated the language improvement courses in the
undergraduate curriculum of the ELT Department at Eastern Mediterranean
University. She collected both qualitative and quantitative data through

questionnaires, interviews, observations and relevant written documents. The
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results showed that the language improvement courses are effective in terms of
objectives, course content, materials, course conduct and students assessment.
However, the students and instructors recommended some changes to make
these courses more effective.

Lastly, Giigeri (2005) examined the role of in-service teacher training
on teacher’s acting as a leader for change in the school environment. A
qualitative study was conducted in two phases: In the first phase, 19 teachers
were interviewed before the training program; in the second phase, the same
trainee teachers, their 38 peers and 10 principals were interviewed six months
after the program. The findings revealed that teachers working in a democratic
school environment were able to have a role of a leader for change even after a
one-shot in-service training, whereas the ones working in rigid and traditional
work environment were not even given the chance to apply what they were

encouraged through in-service training.

2.4.3. Studies on METU Foreign Language Education Program

In recent years, the faculty members of the METU Department of
Foreign Language Education conducted studies to investigate the role of the
program on the education of prospective teachers. These studies were mainly
on the fourth year students who would become teachers of English in a year.

Seferoglu (2006) conducted a qualitative case study on 176 senior year
students of different years to explore their reflections on the methodology and
practice components of the pre-service teacher training program. The
participants of the study indicated that there should be more opportunities for
micro-teaching and practice teaching, that many different teachers at various
proficiency levels should be observed during school experience and practice
teaching, and that several more focused observations should be provided for
observing different aspects of teaching/learning process.

Focusing only on the Practice Teaching course, Giirbiiz (2006)

conducted a study including six university-based supervisors, 14 school-based
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mentors (cooperating teachers) and 30 FLE student-teachers to investigate the
strengths and weaknesses of fourth year student-teachers during practicum
using an open-ended questionnaire. Although the student-teachers were found
to have strengths in materials preparation, creating a pleasant classroom
atmosphere and establishing rapport with students, their weaknesses were
presented in three main areas: monitoring group work, giving feedback for
correction and using voice for effective instruction.

Last, but not the least, Hatipoglu (in press) also focused on 64 senior
students to examine the role of the five Linguistics courses in the METU FLE
program on students’ language development conducting a questionnaire based
on Likert-scale and open-ended items. The analysis of the responses showed
that the fourth year students have a positive attitude towards the Linguistics
courses, and none of them indicated that these courses were ineffective in the
improvement of their language skills. However, the participants also criticized
the content of some of the courses as being discouraging and/or irrelevant for

their future profession.
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CHAPTER 111

METHOD OF RESEARCH

This chapter presents the research method used in this study. The first
section gives a description of the research design. Following that, the
participants of the study are presented. Finally, data collection instruments and

procedures are discussed.

3.1. Research Design

The present research study is designed as a qualitative and quantitative
case study to examine to what extent the METU FLE graduates perceive
themselves competent, to what extent they think FLE program components
serve them to become competent English language teachers, and how
competent their employers find these graduates as English language teachers.

With these intentions, the following research questions are formulated:

L To what extent do FLE graduates perceive themselves effective as

English language teachers in the initial years of service?

a. What are their areas of strengths and weaknesses in terms of
English language teacher competencies?

b. Why do they perceive themselves good at some competencies?
Why do they perceive themselves weak at some competencies?

c. What are the competencies they feel satisfied with? What are the
competencies they want to further develop?

d. Do the FLE graduates’ perceptions change according to the (i) level
they teach, (ii) the type of school they work at and (iii) the length of

experience they have?
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11 How competent do their employers find FLE graduates as English
language teachers?
a. What are METU FLE graduates’ areas of strengths and weaknesses
in terms of English language teacher competencies?
b. What are the competencies the METU FLE graduates need to

further develop?

III.  To what extent do the components of the FLE program serve FLE
graduates to become competent English language teachers?

a. Which component(s) of the FLE program is/are reported to be most
effective in serving its students to gain English language teacher
competencies?

b. Which component(s) of the FLE program is/are reported to be least
effective in serving its students to gain English language teacher
competencies?

c. Which components of the FLE program may need change and/or

improvement? Why?

Due to the aim, participants, audience and timing of the present study,
an eclectic approach was followed. Since the study was conducted after the
graduate participants completed the FLE program and since the end-program
language teacher competencies were under question, a summative product
approach was addressed. As serving teacher candidates to achieve foreign
language teacher competencies is the aim of the program, mastery on those
competencies is a way of measuring program effectiveness (Richards, 2001).
However, mastery does not provide the full picture. Thus, this study also stands
as a situation analysis. Richards (2001) explains situation analysis as the
analysis of factors and their potential effect on a planned or present curriculum.
It can be considered both as “a dimension of needs analysis” and as “an aspect

of evaluation” (p.91). As situation analysis examines a program’s strengths and
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weaknesses considering institutional and/or individual factors, this study
focuses on the FLE program components for such an investigation taking
graduates’ and their employers’ summative and product evaluations into
account. Moreover, this study is an external evaluation, since it was conducted
by an outsider. However, for being an insider in the program for six years, the
researcher has carried the advantages of an internal evaluator.

As the present study concentrates on a specific group of participants, it
should be defined as a case study. A case could be a person, a child, a family, a
class, a program, a school, an institution, a profession, a community or a town.
A case study is, therefore, set in temporal, geographical, organizational and/or
institutional contexts that draw boundaries around the case to understand the
perceptions of individual actors or groups of actors. Indeed, it investigates
those cases within the real life context to answer specific questions through
evidence found in case setting since real world setting is a powerful
determinant of both causes and effects (Cohen, Manion and Morrison, 2000;
Gillham, 2000).

Besides, it can be defined as an intrinsic case study, since the research
is conducted for its own sake and irrespective of outside concerns. That is, the
study aims to investigate about a particular case (METU FLE graduates from
2002 to 2006) instead of understanding other cases (neither other graduates nor
other FLE departments) and general problems.

A naturalistic approach was taken during the study. While the
researcher was integrally involved in the case (Cohen, Manion and Morrison,
2000), her purpose was not to test a hypothesis or to influence the normally
occurring patterns but to describe and understand the case as a unique social
context (Allwright and Bailey, 1991). Due to differences in many elements,
generalization from one case to the other is difficult, and what is true for one
case may not be true for another (Gillham, 2000). Hence, within the naturalistic
inquiry, naturally occurring groups are the focus instead of artificially designed

or randomly selected groups since the aim is to deal with opinions and
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interpretations and to have insights rather than generalizations (Allwright and
Bailey, 1991).

According to Yin (1994) a case study should not be confused with
qualitative research since case studies can be limited to quantitative evidence
or can be based on any mix of quantitative and qualitative evidence.
Furthermore, they do not always need to include observations as a source of
evidence while observation is seen as an important method of data collection in
case study research. Similarly, this present case study research includes both
quantitative and qualitative evidence through questionnaires and interviews
respectively.

Although qualitative research and quantitative research are seen as the
two poles in the research tradition, they complement each other both in data
collection and data analysis stages of a research study. While quantitative
research investigates what, when and where, qualitative research explores why
and how for in depth understanding of a situation. Moreover, the former
examines a large number of samples, whereas the latter needs smaller samples
in number for detailed focus. In this particular study, while they are not
considered to be one of the foremost data collection methods of case studies
compared to interviews and observations, questionnaires compose one of the
two data collection methods due to the large number of graduates. The other
method, semi-structured interview, gives the chance of analyzing the case from
a detailed perspective of those involved (Gillham, 2000). Figure 3.1 below
demonstrates the design of the study and how these research approaches and

data collection methods were matched and integrated.
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Teacher Effectiveness in Initial Years of Service: A Case
Study on the Graduates of METU Foreign Language
Education Program

Quantitative Data

Questionnaires

Graduate Graduate
Questionnaire | Questionnaire |l

Qualitative Data

Semi-structured
Interview

Employer (Elite)
Interview

Graduate Interview

Figure 3.1 Design of the Study

3.2.  Participants of the Study

Two groups of participants took part in the study: FLE graduates and
their employers. These two groups are also the customer stakeholders of the
METU FLE program. Both graduates and the employers reflect their
perceptions in terms of the program product depending on their interests and
priorities (White, 1998). Thus, their naturally occurring judgments about the
program were referred to, as case studies highlight specific events that are
relevant to the case. Besides, this analysis may also provide powerful data for

macro-political decision making (Cohen, Manion and Morrison, 2000).
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3.2.1. FLE Graduates

Learners are the “key participants”, as Richards (2001) calls, in an
evaluation since they provide evidence of their gains and lacks, of the way
program was conducted and of the program relevance to their needs. Therefore,
the core participant group of the study was the graduates of the FLE
undergraduate program.

Since the first students of the program graduated in June 2002 and they
have been teaching in a variety of institutions around Turkey, it was difficult to
predict the number of graduates who would possibly participate. Therefore, a
combination of convenience and snowball sampling was used to contact this
informant group for the quantitative phase of the study. In snowball sampling,
the researcher starts the sampling process by contacting a few individuals, who
will then be asked for names of additional people willing to be part of the
project. The new participants are also asked for the names of more people, and
this process is repeated until a satisfactory sample size is achieved (Ruane,
2005). For the present study, the researcher combined snowball sampling with
convenience sampling in order to reach more people. Convenience sampling
involves designing the data collection only on the available individuals. In
other words, the ones who are selected are the ones who are easily found or
reached for the study (Ruane, 2005). The most important limitation of this
sampling option is the fact that the individuals who are not available have no
chance of being represented in the study. In order to prevent this limitation, the
researcher supported data collection with snowball sampling, which has the
advantage of reaching individuals that cannot be reached via convenience
sampling.

Snowball sampling was started with four convenient groups of FLE
graduates: the graduates (1) who were studying in the ELT or ELIT graduate
programs and whose e-mails were taken from FLE instructors, (2) who had
been a member of the online graduate organizations such as ODTU mezunlari,

(3) who had been in touch with the researcher for being her student from the

55



undergraduate program, and (4) whose e-mails were found from the websites of
the institutions they had been working at. However, in the later stages of the
data collection procedures, since the number of questionnaire respondents
through snowball sampling was fewer than expected, convenience sampling
was readdressed. Thus, FLE graduates (N=90) whose full postal addresses
were found on the Internet data sources (without considering any other criteria
such as the institution they work at) were mailed the graduate questionnaires.

The informants of the graduate group took part in the interview as well.
However, the ones (N=11) who participated in this phase were included in the
study on a voluntary basis. The informants were asked at the end of the
questionnaire to indicate whether they would like to take part in the interview
phase of the study. Then, a combination of convenience and maximum
variation sampling was conducted to finalize the graduate interview group.
Maximum variation sampling aims forming a relatively small sample group
with a wide range of variation in accordance with the purpose of the study
(Yildirnm and Simsek, 2005). For the present study, the sampling was achieved
with 11 interviewee graduates with different length of experience, from
different types and levels of schools, and cities.

While there are 604 FLE graduates from 2002-2006 according to
METU Student Affairs Information System, 18% of them were represented in
the study. Table 3.1 below shows the number of graduates since 2002, and the

number of graduates who have filled in the questionnaires.

Table 3.1 FLE Graduates Represented in the Study

FLI;IEuglgeju(;ftes Number of Respondents Yo
2001-02 98 15 15,3%
2002-03 147 14 9.5 %
2003-04 132 26 19,7%
2004-05 115 30 26,1%
2005-06 112 24 21,4%
Total 604 109 18%
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The demographic information about those graduates was collected
through the first section of the questionnaire. The data showed that the majority
(57%) of the respondents were working at tertiary institutions (N=62), where as
20% (N= 22) were at primary, and 18 % (N=20) of them were working at
secondary level institutions. Moreover, while nearly half of the graduates (N=
55; 50.5%) who filled in the questionnaire were at private institutions in
Turkey, 46 (42%) were teaching in state schools. There were also some
graduates who were teaching at state or private schools abroad (in countries
such as Kyrgyzstan, Portuguese, Vietnam and The Netherlands). While 34
graduates (31%) had attended/ were attending an MA program in ELT or
educational sciences and one was a PhD student, 74 of them (68%) had not
done a further degree on ELT or education. Lastly, 70 of the 109 graduates
indicated that they had taken an in-service training program either from MOE
or from the private institution that they had been working at, while 39 of them
(36%) participated neither in an introductory nor in an ongoing training

program.

3.2.2. Elite Employers

The last groups of participants were the employers (N=8) of FLE
graduates at private or state institutions in or out of Ankara. The term
“employer” is used in this study to refer to a group of stakeholders who have a
decisive role in selecting, hiring, training, evaluating, inspecting, and/or
designating foreign language teachers in their institutions. It was important that
the employers who were to take part in this study know a representative sample
of METU FLE graduates to comment on the products of the program, and they
should be aware of the components of a language teacher education program.
Therefore, this group of informants was a principal, a vice-principle, a
coordinator, a head of English department, two teacher trainers and two
administrators. As Gillham (2000) names, the interviews with this group can

also be called as the elite interview, since the participants were experts or in a
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position of authority and were capable of giving answers in detail. Although
Marshall and Rossman (2006) warn that it is often difficult to contact and
interview elites as they are usually busy, they also indicate that elites can
provide insight through their specific social, political, financial or
administrative perspectives.

A combination of convenience and maximum variation sampling was
followed to select the participants for the elite employer interviews. The
informants were reached via convenience sampling with the help of the
demographic information collected through the graduate questionnaires. Since
the graduates were asked to indicate the institution where they work, this
information was also used to analyze the employers who were familiar with a
representative sample of FLE graduates. The variation of the groups was based
on the position the employers have, and the type and level of the schools they

work at.

3.3. Data Collection Instruments and Procedures

In order to answer the research questions presented in 3.1, two data
collection methods were used in the study: questionnaire and interview. While
the FLE graduates participated in both of these two procedures, the employer

group only participated in the interview.

3.3.1. Questionnaires

Cohen, Manion and Morrison (2000) indicate that questionnaires are
widely used and easily administered and analyzed type of instruments for
collecting survey information and often numerical data. The larger the size of
the sample, the more structured, closed-ended and numerical the questionnaire
has to be, as this enables control and statistical analysis and comparison across
groups in the sampling. Since the number of graduates, the leading informant

group of the study, is around six hundred, it was decided to use two
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questionnaires in the study not only to collect data from a large sample but also
to compare the responses across different sample groups varied in terms of
their length of experience, the type of school they work at and the level they
teach.

The graduate questionnaires were administered consecutively. While
the first questionnaire (Appendix A) focuses on graduates’ reflection of the
foreign language teacher competencies they have and they lack, the second
questionnaire (Appendix B) concentrates on how successful they find the
program components in serving them gain these competencies.

In the light of Cohen, Manion and Morrison (2000), leading, loaded,
two-way, highbrow, complex, and/or irritating items and questions, and
negative or double negative statements were avoided while preparing the
questionnaires. Since both questionnaires were prepared in English, compound
or complex language structures, complicated or ambiguous word choices were
avoided as well. The layout of the questionnaires was intended to be clear,
unambiguous in terms of instructions and attractively displayed. Neither an
item nor a section was split over more than one page in order to ease
completion of the questionnaires. Besides, a funneling process was followed in
order to start with general questions and to move towards specific points in the
design of the questionnaire sections and the items within those sections.

Since a questionnaire is a kind of interruption into respondents’ lives in
terms of time spent to answer it and privacy, the researcher should guarantee
confidentiality and anonymity (Cohen, Manion and Morrison, 2000).
Therefore, respondent names were not asked, and confidentiality and
anonymity were stressed in the introductory letters of both questionnaires.
Though the respondents were asked to indicate their names and e-mail
addresses for the interview phase of the study at the end of the questionnaires,

this was indicated to be on a voluntary basis.
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3.3.1.1. First Graduate Questionnaire

The first graduate questionnaire is composed of four parts. In the first
part, FLE graduates were asked demographic questions about their year of
graduation, length of teaching experience, the level and type of institution they
work at and graduate or in-service teacher training programs they have
attended (Please see Appendix A for the first questionnaire). Some of these
questions were designed to be short answer open-ended questions such as
asking graduation date or length of experience, some of them were multiple
choice questions about the type (i.e.: state or private) and level of institution
(i.e.: primary, secondary, tertiary) they teach at, and any graduate studies (i.e.:
MA or PhD) they might continue. The last question of this section was
designed to be dichotomous on in-service teacher training programs the
graduates may have attended. For this dichotomous question, a filtering process
is used. That is, the participants were asked to indicate the name of the
program, if their response was affirmative for this item. The analysis of this
demographic data has been summarized in the previous section to outline the
profile of the graduates participating in the study.

The second part of the questionnaire is composed of 50 Likert- scale
items based on HEC’s foreign language teacher competencies (YOK, 2005b).
Since this document was written in English, translation was not necessary for
the items in the questionnaire. Besides, in order to avoid mid-points, an even
number scale was used. The 4-point Likert scale items are based on the
possible answers ‘“highly competent”, “competent”, “somewhat competent”
and “incompetent”. According to Cohen, Manion and Morrison (2000), this
scale is relevant for evaluative contexts, which matches with the aim of the
questionnaire to have respondents reflect on their foreign language teacher
competencies.

While constructing the format of the questionnaire, the Likert scale
questions were divided into three sections: (1) competence in language and

pedagogic knowledge, (2) competence in planning, teaching and classroom
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management, (3) competence in assessment, feedback and other professional
competencies. The content and names of these sections were organized
according to the original source of the items (YOK, 2005b).

The first section of the second part contains 17 items about foreign
language teacher competencies on language knowledge, use and understanding
(i.e.. item A2: Using and understanding the English language
communicatively); teaching language skills, subskills and structures (i.e.: item
A10: Developing learners’ subskills that assist written production in English);
language teaching pedagogy, language teaching techniques, methods and
strategies (i.e.: item Al4: Having knowledge of foreign language teaching
theories and methods). The second section, on the other hand, includes 19
items about competence in lesson planning (i.e.: B2: Making appropriate plans
concerning students’ needs); selecting, adapting and using language materials
(i.e.: item B7: Selecting and using appropriate and available sources related to
aims of the lesson and students’ needs); classroom management (i.e.: item B16:
Using voice effectively and varying it to attract students’ attention during the
lesson) and rapport with students. Lastly, third section is composed of 14 items
in order to reflect foreign language competencies about monitoring, assessing
and evaluating learning (i.e.: item C5: Evaluating students’ progress in relation
to the aims of the lesson consistently); cooperation with other parties at school
(i.e.: item C12: Working cooperatively with professional colleagues and/or
parents in forwarding observation and evaluation results) and professional
development (i.e.: item Cl13: Being open to consistent professional
development). The factor analysis of the three Likert scale sections also
revealed that the factors indicating the subsections match with the themes
identified above.

Following that, the third part of the questionnaire involves four open-
ended questions. Although these questions are presented as part of a
quantitative data collection procedure, they are considered to catch “the
hallmarks of qualitative data” such as ‘“‘authenticity, richness and depth of

response” (Cohen, Manion and Morrison, 2000, p.255). Since completing
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open-ended questions takes longer time compared to ticking for Likert scale
items, the responses for this part are limited to “three” to enable participants to
indicate their responses in terms of their degree of importance (i.e.: Please
indicate at most three competencies that were not mentioned in Part Il but you
think important for an English language teacher to have).

The last part of the questionnaire involves a rating scale of the five
components of the FLE undergraduate program in terms of their relevance in
helping FLE graduates gain the three areas of foreign language teacher
competencies as divided for the Likert scale items of the questionnaire. The
respondents use the same rating scale of four points for this part of the
questionnaire as well in order to analyze the responses across sections.

After the questionnaire was prepared, it was read through by three
teacher education experts, two of whom were native speakers of English. In the
light of their comments, examples were added for some of the Likert scale
items in the second part of the questionnaire (i.e.: Item B19: Establishing
rapport with learners -i.e.: building positive relationship). Besides, for the ease
of comprehension some of the items were rephrased by the experts. To
illustrate, communicating enthusiasm for the subject to pupil was restated as
developing students’ interest in the lesson (i.e.: motivating students towards the
course) in item B14. Furthermore, for the open-ended questions, one of the
experts mentioned that the open-ended item one (What might be the reasons for
your being competent in the competencies above?) and item three (What might
be the reasons for an English language teacher’s being weak in some of the
competencies in Part I1?) are not parallel since the former asked respondents to
reflect upon themselves, the latter asked them to hypothesize. However, the
other experts indicated that such a difference is necessary in order not to give
offence to participants for item three.

Following this revision, the questionnaire was presented to three FLE
graduates with the same purpose. In the light of the feedback received, some of
the questionnaire items were exemplified for clarification such as Likert scale

item A13, Having knowledge of general linguistic theory (i.e.: description of
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languages) or item B17, Responding to student feedback (i.e.: students’
opinion about an activity). After the changes were made, the questionnaire was
presented to a group of 25 senior FLE students for piloting. The piloting group
indicated two reservations about the content and the layout of the
questionnaire. The former concern was their being in their last year in the FLE
department and feeling inexperienced while answering the questionnaire items
due to having very little chance of experiencing authentic classroom
atmosphere. The latter reservation was the use of one side of the paper while
printing and reproducing the questionnaire. The piloting group insisted on the
use of both sides of the paper (and even using recycled paper) for the
questionnaire. Some of them also suggested distributing soft copy of the
questionnaires via web; thus, the researcher felt the need to explain the method
of sampling to respond to these suggestions during the piloting process.
Furthermore, according to the feedback received, each section in the Likert-
scale part was numbered on its own instead of numbering items from one to 50,
since some of the piloting group participants indicated that having 50 items in
one section makes the part longer and unattractive. While the reliability
analysis of the piloted Likert scale items showed 0.93 alpha item reliability,
that of the actual Likert scale items was 0.96.

After the questionnaire took its final form, it was distributed through
snowball sampling via e-mail to the FLE graduates in December 2006 as
Ruane (2005) emphasizes that questionnaires should not be presented when the
teachers are busy at the beginning of an academic year or on the holiday eves
(Please see Appendix C for one of the cover message used in the study for
snowball sampling). The postal questionnaires, on the other hand, were sent in
mid-February in 2007. With the two graduate questionnaires, a cover letter
(Appendix D) explaining the aim of the study and the significance of graduate
responses, and a stamped envelope for sending their responses back were

included in the questionnaire packages.
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3.3.1.2. Second Graduate Questionnaire

The second graduate questionnaire is composed of two parts and was
presented to the respondents with an introductory letter to indicate the relation
of the two graduate questionnaires. In the first part, the FLE program
components and the courses of these components were presented as Likert
scale in five sections to collect data about how successful these courses were in
helping FLE graduates gain language teacher competencies. These five
sections were designed according to the foreign language teacher education
program components reviewed in the previous chapter.

The first section, Language component, involves courses on advanced
language skills and development. These courses aim not only to improve
students’ language skills but also to increase their knowledge on language use.
FLE 323 English- Turkish Translation and FLE 409 Turkish-English
Translation courses are also included in this group as they assist language
development. The second section is composed of the Linguistics component,
which concentrates not only on the theories of language, acquisition and
learning but on linguistic aspects of both first language and foreign language as
well. Courses such as FLE 146 Introduction to Linguistics I, FLE 261
Introduction to Linguistics II and FLE 307 Language Acquisition are under this
theoretical component. English Literature component, on the other hand, forms
the third section. The intention behind these courses is not merely to teach
literature of the target language but also to help prospective language teachers
to be able to use these literary texts in classes of different ages and proficiency
levels. The last two sections involve the professional courses in two
subcomponents: ELT Methodology courses, fourth section, aim to develop
prospective teachers’ knowledge and skills in methods and techniques of
language teaching, language material analysis and student evaluation. This
group involves five of the 11 compulsory courses of the HEC curriculum. FLE
237 School Experience I, FLE 417 School Experience II and FLE 404 Practice
Teaching are some of the important courses of this section. The fifth section is

the General Education courses composed of six of the 11 compulsory courses,
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which are not offered by the department of FLE but aim at developing general
teacher competencies.

Since Bear (1992, p.29) indicates “the concept of curriculum shifts from
a list of courses to a coherent whole consisting of interdependent parts”, the
components of FLE curriculum should not be seen like disjoint sets. In fact,
they intersect one another. The courses under the Linguistics set (component)
intersect with the ELT Methodology component, as the former is the
theoretical base for the latter. To illustrate, FLE 307 Language Acquisition is
under the Linguistic component, but it is very much related to the ELT
Methodology component, since FLE 238 Approaches to ELT concentrates on
language teaching methods that are shaped around the theories of language
acquisition. Besides, the Literature component overlaps with the Language and
ELT Methodology components because the texts covered in these courses not
only are the source for language improvement and culture learning, but also
aim at developing an awareness of using these texts for language teaching. In
addition, some of the courses in the General Education component can also
address the issues of the ELT methodology component such as CEIT 319
Instructional Technologies and Materials Development, EDS 222 Instructional
Planning and Evaluation, and EDS 304 Classroom Management. Lastly, the
Language component intersects with all of the other components, since each
and every course of the METU FLE curriculum is offered in English, the
medium of instruction in the whole institution. The Venn diagram in Figure 3.2
below shows the intersections of the five components of the FLE curriculum
for the ease of understanding the relations among the components of the FLE

program.
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Language
Courses

Literature Linguistics
Courses Courses

ELT

General
Methodology Education
Courses Courses

Figure 3.2 Five Components of the METU FLE Undergraduate Program

Accordingly, the five sections of the first part of the second graduate
questionnaire are named after the components of the FLE program as shown in
Table 3.2 below. Furthermore, each section is numbered on its own instead of
numbering items from one to 34 for the concerns mentioned in the piloting of
the Likert scale items in the first questionnaire. Thus, the first section,
Language component, includes eight courses as the items of this section, while
the second section on Linguistic component and third section on Literature
component have five and six courses respectively. ELT Methodology
component, fourth section, includes nine courses, while General Education
component contains six courses as the last section of this part. The 4-point
Likert scale items are based on the possible answers “very little”, “little”,

“much” and “very much”.
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Table 3.2 Groups of Courses in the FLE Curriculum

Language Courses
121 English Grammar I

122 English Grammar II

123 Eng. Composition I

124 Eng. Composition II

125 Reading Comprehension I
126 Reading Comprehension II
127 Spoken English I

128 Spoken English II

215 Advanced Reading and Vocabulary
Development

216 Advanced Writing

323 English-Turkish Translation
409 Turkish-English Translation
429 Advanced English Structure

Linguistics Courses

146 Introduction to Linguistics I

245 Turkish Phonetics & Morphology
246 Turkish Syntax and Semantics
261 Introduction to Linguistics II

307 Language Acquisition

Literature Courses

129 Introduction to Literature

140 Survey of English Literature I

220 Drama: Analysis & Teaching I

241 Survey of English Literature II

321 Drama: Analysis and Teaching II
322 The Novel: Analysis & Teaching I
406 Poetry: Analysis and Teaching

407 The Novel: Analysis and Teaching II

Professional Courses

ELT Methodology Courses
237 School Experience I

238 Approaches to ELT

303 ELT Methodology I

304 ELT Methodology II

308 Teaching English to Young Learners
404 Practice Teaching

405 Materials Adaptation and
Development

413 English Language Testing
417 School Experience I1

Professional Courses

General Education Courses
119 Introduction to Teaching Profession
221 Development and Learning

222 Instructional Planning and
Evaluation

304 Classroom Management

319 Instructional Technologies and
Material Development

424 Guidance
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The second part of the questionnaire is composed of a rank ordering
item, in which the respondents are asked to rank order the components of the
FLE program in terms of their effectiveness in helping them gain the English
language teacher competencies. Cohen, Manion and Morrison (2000, p.252)
maintain that “rankings are useful in indicating degrees of response”. Thus, the
results will show the effectiveness degree of each FLE component, in terms of
preference or priority.

Similar to the first questionnaire, this questionnaire was also read
through by three teacher education experts and three FLE graduates. One of the
three FLE graduates of the piloting group mentioned adding one more course
(Short Story: Analysis and Teaching) to the third section (Literature
component) of the Likert scale items. His rationale was that since this course
had been offered for freshman, it was taken by the participant group of the
study as a must course, while it was omitted from the program during the
rescheduling of the courses in 2004 according to the European Credit Transfer
System (ECTS). As this feedback was considered to be important by the
researcher and the expert group, that course was included in the questionnaire.

Moreover, the graduates indicated their concerns about Likert Scale
items that combine two consecutive courses such as item 1 (English Grammar
I & II), since they believe these courses were successful depending on the
course instructor who taught them. However, one of the experts mentioned and
insisted on the opposite in order to prevent respondents from evaluating the
course instructor’s performance rather than the use of the course content. He
expressed his point on the questionnaire as follows: “I think it’s highly unlikely
that they will remember the differences between these two semesters. Can you
combine I and 117"

The researcher, according to the feedback received from the expert
opinion, decided to combine consequent courses in Language (i.e.; Reading
Skills I and II) and Literature (i.e.; Survey of English Literature 1 & II)
components, since these course pairs do not differ in terms of the foreign

language teacher competencies developed. However, course pairs of
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Linguistics (i.e.; Introduction to Linguistics I and Introduction to Linguistics
II) and of ELT Methodology (School Experience I and School Experience II)
components are presented as two items, since each one of the pair has not only
a different content focus but also different competencies to develop.

In the light of the feedback received, the questionnaire items were
revised and presented to the same piloting group of senior FLE students. While
the reliability analysis of the piloted Likert scale items showed 0.83 alpha item
reliability, the actual Likert scale items showed 0.88 alpha item reliability.
After the second questionnaire took its final form, it was presented to the
respondents who completed and returned the first questionnaire via e-mail,
whereas for postal data collection both questionnaires were sent in the same

envelope.

3.3.2. Interviews

Bogdan and Biklen (1992) indicate that interviews aim to gather data in
subjects’ own words in order to develop insights on how they interpret a
situation. Similarly, Marshall and Rossman (2006) emphasize that the purpose
of interviews is to uncover and describe participants’ subjective perspective on
events. Furthermore, Cohen, Manion and Morrison (2000) maintain that
interviews enable participants to discuss an issue from their own point and to
indicate their attitudes, beliefs and opinions. Despite being subjective,
interviews, compared to questionnaires, allow for a deeper understanding and
analysis of a case, have a higher response rate and help respondents be more
motivated and involved. Besides, interviews vary according to the way and
amount the interviewer controls the conversation (Esterberg, 2002).

For the present research, semi-structured interviews were conducted
with both the graduate and the employer groups of informants in order to
collect in-depth information in terms of graduates’ competencies as EFL
teachers, since semi-structured interviews are relevant for collecting

comparable data across subjects (Bogdan and Bilken, 1992). However, these
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interviews aim to gather qualitative data of what happened and why in
individualistic terms; thus, the prepared semi-structured interview questions
were continuously redesigned and used differently in each and every interview
with different alternative questions, probes or follow-ups to reflect the
interaction between the interviewees and the interviewer.

Since conducting interviews, transcribing the recorded data and
analyzing the responses are all important concerns in terms of time and energy
spent, a limited number of respondents were included in the semi-structured
interview of the study. While the graduates (N= 11) were selected from the
ones who volunteered in the questionnaire, the employers (N= 8) were
requested to participate in the study, since the number of employers who are
familiar with a representative sample of METU FLE graduates was limited.
The language of the interviews was Turkish, as the researcher did not want the
interview language to be an obstacle for the participants to express themselves.
Besides, some of the employer participants of the study may not be competent
enough in using English in an interview. However, the extracts taken from the
interviews were translated into English by the researcher for the non-Turkish
readers of this dissertation and for submitting it to an English medium
institution. The translations were edited by a native speaker of English who
could also speak Turkish.

In the light of interview techniques, principles and procedures
presented in Cohen, Manion and Morrison (2000), and Gillham (2000), the
semi-structured interviews, both with FLE graduates (Appendix E) and with
their employers (Appendix F), were essentially composed of open-ended
questions in order to describe different aspects of perceptions and opinions and
to focus on particular themes structured beforehand according to the research
questions. Since the two graduate questionnaires are mainly based on closed-
ended items, the open-ended interview questions aim to free participant
responses of restrictions. Thus, except the introductory questions asking the
length of administrative experience and teaching experience, both the employer

and the graduate interviews were framed around 11 and 14 open-ended
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questions respectively. These questions were aimed to enable participants to
describe current situation, refer back to their experiences, share their feelings
and contrast different aspects of the topics. Besides, prompts (reminding
relevant issues) and probes (asking for more information or specification) were
integrated when necessary without disturbing the nature and goals of semi-
structured interviews. Though Bogdan and Bilken (1992) notify that qualitative
interviews should avoid yes-no or close-ended questions, these questions were
used to vary the question types and to lead with relevant probes for exploration
of details and for clarification of responses. In addition, the funneling technique
was used to narrow down the topics under discussion and to refer to a previous
point mentioned by the interviewee. However, when the interviewee’s response
to a question also includes the answer of an up-coming one, the interviewer
skips asking that question in order to avoid repetition. Similarly, the
interviewer has the flexibility of changing the order of questions, asking a new
prompt or not asking some questions in accordance with the development of
the interview (Yildirim and Simsek, 2005).

Bogdan and Bilken (1992) suggest starting interviews with a small talk
especially when the interviewee is a stranger to the interviewer, and when there
is a need to break the ice. This small talk includes a search for finding common
grounds with the interviewee. Following this small talk, the interviewer is
advised to inform the subject of the purpose of the interview and to assure
him/her that the responses will be treated confidentially. Therefore, at the
beginning of the interviews, the interviewer indicated clearly the purpose of the
interview in relation to the aim of the study and that the interviewees would be
anonymous in reporting the results of the analysis. Moreover, using jokes and
personal experiences is also advised (Bogdan and Bilken, 1992). Thus, the
semi-structure format of the interviews was softened through different genuine
interaction tools.

Both the interview questions for graduates and those for employers
were read through by two experts on ELT and qualitative research in order to

rephrase or rewrite questions that may be closed for a detailed response, that
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may cause ambiguity for being abstract and/or that may sound unclear, biased
or academic. Moreover, the interview process was also piloted before
implementation, and the piloted interview was recorded so that the researcher/
interviewer had the chance to improve her interviewing skills not to manipulate
the interviewee and to be flexible in asking questions, and the chance to reflect
on her listening skills not to interrupt the interviewee and to ask timely follow-
up questions.

The interview sessions were planned to take about 30-45 minutes. All
the interviews were conducted by the researcher and 17 of the 19 interviews
were recorded for transcription and analysis, while two interviews were
conducted through note taking. After each recorded interview session, the
recording was copied to participants PCs or portable drives in order for them to
listen to it for adding a new point or changing a statement. None of the
participants indicated a need for change in the recording; while only one of
them wanted to add a metaphor to exemplify a point she had mentioned in the
interview. While using extracts from the recordings, the respondent and
institution names were kept anonymous. The interviews were conducted from

the beginning of May to the end of June in 2007.

3.4. Data Analysis Procedures

The quantitative data obtained from the questionnaires was analyzed by
the use of descriptive statistics. The Likert scale data collected through the first
and the second questionnaires were analyzed through presenting the means,
percentages and frequencies obtained for each item through the SPSS program.
In order to explore the discrepancy among different participant groups
(depending on their institution, the level they teach and the experience they
have) an independent sample t-test was conducted on the Likert scale data
collected through the first questionnaire. A factor analysis was also performed
on the Likert scale sections of both questionnaires to establish the thematic

groups within each section. Moreover, in order to see the degree of responses,
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the mean scores were presented for the rating scale data gathered through the
first questionnaire. Besides, according to the ranking scale data in the second
questionnaire, the rank order among the components was determined using the
frequency for each item, and line graphs were used to show the tendency.
Lastly, the responses given to open-ended items in the first questionnaire were
analyzed through listing all the individual responses under each item, coding
these responses according to their focus (Cohen, Manion and Morrison, 2000),
and counting the most frequent answers for presentation and for discussion.
The qualitative data obtained from the graduate and elite interviews
were analyzed through cross-case analysis, which enables grouping common
responses from different perspectives and focusing on the parallelism between
different people or groups (Patton, 1990). First of all, the interview data was
transcribed and categorized for ease of data management. Then, the coding was
used in order to label the data. The coding of the interview data was conducted
twice by the researcher for intra-rater reliability. The second coding was done a
month after the first one, and the results were compared to eliminate the
differences. The data collected from the two participant groups was presented
under the following categories according to the interview questions: English
language teacher competencies, strengths and weaknesses of FLE graduates,
effect of the METU FLE program and its components (sub-categories:
Language, Literature, Linguistics, ELT Methodology and General Education

components), and suggestions and comments.

3.5. Triangulation

Cohen, Manion and Morrison (2000, p. 112) simply define triangulation
as “the use of two or more methods of data collection in the study of some
aspect of human behavior”. The advantage of triangulation is that it prevents
reliance on one single method and/or one single (biased) view point, and that
using a multi-method approach enables methods to compare with each other.

Hence, three forms of triangulation were used in this present study. First of all,
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methodological triangulation was addressed through using two data collection
methods of two research traditions: quantitative with questionnaires and
qualitative with interviews. Second, participant triangulation was referred
through involving two participant groups (graduates and employers) in the
study. Lastly, data triangulation was addressed for collecting data through
different sampling strategies from convenience to snowball and maximum
variation sampling. The data triangulation also helped the study have space
triangulation to some extent through reaching FLE graduates teaching at
different parts of the country, at different types of institutions and at different

levels.
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CHAPTER IV

RESULTS OF THE DATA ANALYSIS

The results of the study are presented in this chapter. First, the results of
the graduate questionnaires are presented for each section. Second, the
qualitative interview data are presented and analyzed. Then, the results of these

two instruments are discussed comparatively.

4.1. Results of the Graduate Questionnaires

In this section, first of all the significant results of the first questionnaire
are presented. Then, the data gathered through the second questionnaire is
introduced. Lastly, the results of two graduate questionnaires are discussed

comparatively.

4.1.1. Results of the First Questionnaire

The aim of the first questionnaire is to investigate to what extent FLE
graduates find themselves competent in the areas specified by HEC’s foreign
language teacher competencies, to what extent FLE program components were
successful in helping the gradates gain those competencies and what other

competencies they need to further develop.

4.1.1.1. Results of the Likert Scale Items

In order to answer to what extent METU FLE graduates find
themselves competent in the areas specified by HEC’s foreign language teacher
competencies, 50 items in a Likert scale format were presented in three

sections: (1) competence in language and subject area knowledge; (2)
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competence in planning, teaching and classroom management; (3) competence
in monitoring, assessment and professional development. Thus, the data
gathered through the Likert scale items in the first questionnaire are analyzed
below addressing the same order.

A Likert type four-point scale was used based on the possible answers
“incompetent”, “somewhat competent”, “competent” and “highly competent”,
which were represented as 1, 2, 3 and 4 respectively in order to store the data
for SPSS analysis. However, while interpreting the responses according to
frequencies and percentages, scores 3 and 4 were considered as a positive
perception, and scores 1 and 2 were considered as negative. Similarly, the
mean scores below 2.5 were considered to show a negative perception, while a
mean above 2.5 shows a positive one.

The overall mean score of the 50 items was found to be 3.27, which
shows that the graduates indicated a slightly high competence in general. That
the mean scores for the three sections of the Likert scale were 3.20 for section
A, 3.33 for section B and 3.29 for section C demonstrates a lower competence
in the area of language and subject knowledge compared to the other two
competence areas. Moreover, the factor analysis demonstrated the subsections
within each of these three Likert scale sections. When the items are analyzed
one by one, none of the item mean scores pointed a degree of incompetence or
somewhat competence. Thus, the three lowest and three highest mean scores
for each section are presented in detail, while all mean score and percentage
analyses are provided in tables.

First of all, the factor analysis of section A items shows four subsections
within 17 items. According to this analysis, the items that load highly on factor 1
were around the theme of knowledge, use and presentation of English language
(Items 1-7) and had the mean score of 3.34. The items that load highly on the
second factor related to developing learner’s language skills with a mean of 3
(Items 8-12), while the items (items 13 and 14) of factor 3 seemed to relate to
theoretical knowledge of language and language teaching with a mean of 3.12.

Lastly, factor 4 includes items on teaching according to student profile (items 15-
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17) with a mean of 3.24. The results of the mean scores according to four
subsections reached through factor analysis showed that the participants reported
to be competent or highly competent in all of the four factors. However, the mean
scores also showed that they mentioned a higher perception of competence in the
first factor compared to the other three factors, while the second factor had the
lowest mean score among the four factors in this section.

For the first section of the Likert scale items on competence in language
and subject area knowledge, the mean scores indicated that the graduates view
themselves highly competent in presenting knowledge of language in a clear,
simple and stimulating manner in item 6 with a mean score of 3.43, and 90.8% of
the participants indicated that they are competent or highly competent in this item
(See Table 4.1 below for mean score and percentages for section A). The second
highest mean (M= 3.35) score was found for two items: item 1 and item 4. While a
hundred of the 109 participants indicated they are competent or highly competent
in having advanced knowledge of English; 89% of them (N= 97) showed
competence in understanding and using the English language appropriate to the
situation and level.

However, the lowest mean score was found for item 11, developing
learners’ subskills (i.e.: intonation) that assist spoken production in English, with
a mean score of 2.73. That is, nearly 37% of the participants indicated a level of
incompetence or somewhat competence for this item. Similarly, 32% of the
graduates reported incompetence or somewhat competence about another
productive skill in item 10, developing learners’ subskills (i.e.: drafting) that assist
written production in English, with a mean score of 2.93. Lastly, nearly one third
of the respondents (N= 32) indicated a lower level of competence for item 13 (M=
2.92), having knowledge of general linguistic theory (i.e.: description of

languages).
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Table 4.1

Competence in Language and Subject Area

Section A

1

2

Competence in Language &
Subject Area

Mean

IS5

5§

Frequency

%

Frequency

%

1. Having advanced knowledge of
English

3,35

< |Frequency

o |Frequency

73

9,1
—_

46,8

S
o

45

2. Using (and understanding) the
English language
communicatively

3,34

=)

—_
w

11,9

N
=N

422

W
=

49,9

3. Being an adequate model of the
English language for students

33

11

10,1

54

49,5

44

40,4

4. Understanding and using the
English language appropriate to
the situation and level

3,35

11

10,1

45

41,3

52

47,7

5. Integrating form, function and
meaning for grammar teaching

3,31

14

12,8

43

39,4

51

46,8

6. Presenting knowledge of
language in a clear, simple and
stimulating manner

3,43

0,9

83

41

37,6

58

53,2

7. Developing learners’ vocabulary
knowledge

3,32

12

11

50

459

47

43,1

8. Developing learners’ subskills
(i.e.: inference) that assist
reading comprehension in
English

3,11

1,8

18

16,5

54

49,5

35

32,1

9. Developing learners’ subskills
(i.e.: note taking) that assist
listening comprehension in
English

2,98

6.4

20

18,3

50

45,9

32

29,4

10. Developing learners’ subskills
(i.e.: drafting) that assist written
production in English

2,93

4,6

27

24,8

44

40,4

32

29,4

11. Developing learners’ subskills
(i.e.: intonation) that assist
spoken production in English

2,73

4,6

35

32,1

49

45

19

17,4

12. Integrating macro language
skills (Reading,writing,
listening,speaking)

3,25

1,8

14

12,8

48

44

45

41,3

13. Having knowledge of general
linguistic theory (i.e.: description
of languages)

2,92

5,5

26

23,9

44

40,4

32

29,4

14. Having knowledge of foreign
language teaching theories and
methods

3,31

1,8

8,3

47

43,1

50

45,9
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Table 4.1 Competence in Language and Subject Area (continued)

Section A 1 2 3 4
) ) ) )
2 : : 2
Competence in Language & § S|« S| o S|« S|
Subject Area = 53 g g g
2 = = 2
15. Selecting and using suitable
approaches, procedures and 308121 1,8 | 17156 49| 45 | 41| 376

techniques appropriate to the
foreign language point

16. Employing a range of teaching
strategies suited to learner age 320l o 171156 1 51 | 4681 41 | 376
(young learners, teenagers, ’ ’ ’ ’
adults)

17. Employing a range of teaching
strategies suited to learner ability
and proficiency level (beginner 33110 0 141128147 ) 43,1148 44
to advanced)

The factor analysis of section B items also indicated four subsections
within 19 items. Accordingly, the items that load highly on factor 1 were on lesson
planning including items from 1 to 5 and had the mean score of 3.35. The items
that load highly on the second factor had the common theme of motivating
students with a mean of 3.36 (Items 6-8, 14, 16-19), while the items (items 9 and
10) in factor 3 seemed to relate to using support facilities with a mean of 3.05.
Lastly, factor 4 includes items related to execution of a planned lesson (items 11-
13 and 15) with a mean of 3.39. The results of the mean scores according to four
factors indicated that the participants reported to be competent or highly
competent in all of the four factors. However, the mean scores also showed that
they mentioned a higher perception of competence in the fourth factor compared to
the other three factors, while the third factor had the lowest mean score among the
four factors in this section.

For the second section, the highest mean score (M= 3.61) was found for
item 19, establishing rapport with learners (i.e.: building positive relationship),
which is also the highest mean score of all the Likert Scale items in the first
questionnaire. For this item, 107 of the 109 participants perceived themselves
competent or highly competent (See Table 4.2 below for mean score and

percentages for section B). The second highest mean score, also the second highest
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among all Likert scale items, was 3.5 for item 8 and item 13. While 90% of the

participants (N= 98) indicated they are competent or highly competent in selecting

and using examples relating the topic to real life in item 8; 96.4 % of them

(N=105) said they are competent or highly competent in responding to students’

questions in item 13.

Table 4.2

Competence in Planning, Teaching and Classroom Management

Section B

[ %)

Competence in Planning,
Teaching and Classroom
Management

Mean

Frequency

%

Frequency

Yo

Frequency

%

Frequency

Yo

Knowing the foreign
language teaching
curriculum of the school
you teach

3,42

9}

4,6

3,7

A
o

36,7

(o))
(=]

55

Making appropriate plans
concerning students’ needs

3,39

0,9

6,4

49

45

52

47,7

Expressing objectives the
students will achieve
clearly

3,34

1,8

83

48

44

50

45,9

Preparing structural and
coherent lesson plans to
achieve course objectives

3,09

4,6

15

13,8

54

49,5

35

32,1

Establishing good
connections with previous
and following topics

3,49

1,8

6,4

36

33

64

58,7

Preparing and using a
variety of teaching-learning
activities related to the
aims of the lesson and
students’ needs

3,25

1,8

14

12,8

44

40,4

48

44

Selecting and using
appropriate and available
sources related to aims of
the lesson and students’
needs

33

0,9

11

10,1

51

46,8

46

42,2

Selecting and using
examples relating the topic
to real life

35

11

10,1

32

29,4

66

60,6

Using teaching learning
facilities effectively (i.e.:
language lab)

2,95

6.4

25

22,9

43

39,4

34

31,2

10.

Making use of information
technology (i.e.: audio-
visuals, electronic devices
and computer)

3,14

6.4

15

13,8

43

39,4

44

40,4
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Table 4.2 Competence in Planning, Teaching and Classroom Management

(continued)
Section B 1 2 3 4
g g g g
Competence in Planning, s | § £ g £
Teaching and Classroom Pt 2| & g | & s | & 2| &
Management = 2 g g 2
= = = =
11. Adjusting instructions and
explanations to students’ 34 |0 0 9 83 || 47 43,1 | 53 | 48,6
needs, age and level
12. Askm.g student.s timely and 33300 o 12 1 a9 45 |ag | a4
effective questions
13. Responding to students 35 o] o 3 2.8 | 44 404 | 61| s6

questions

14. Developing students’
interestin the lesson (i.e.: | 353 15 | 19 | 17 | 56|44 | 404 | 46 | 422
motivating students
towards the course)

15. Using class time effectively | 3,33 | 2 | 1,8 10 9,2 | 47 43,1 | 50 | 45,9

16. Using voice effectively and
varying it to attract
students’ attention during
the lesson

17. Responding to student
feedback (i.e.: students’ 332111 0,9 12 11 | 47 43,1 | 49 | 45
opinion about an activity)

18. Selecting and using
individual, group or whole | 5 o | | | g | 147 |48 | a4 | 45| 413
class teaching methods
appropriate to the class

19. Establishing rapport with
learners (i.e.: building 3612 1,8 0 0 36 33 71 | 65,1
positive relationship)

343 13| 28 | 10 | 92 | 33 30,3 | 63 | 57,8

Although the second section has the highest mean score compared to the
other two sections and has the highest mean score item among the 50 items of the
Likert scale part, three items were found to have a lower mean score within this
section. The lowest mean score (M= 2.95) was reported for item 9, using teaching
learning facilities effectively (i.e.: language lab, library), since 29.3% of the FLE
graduates (N=32) demonstrated a degree of incompetence or somewhat
competence for this item. Besides, nearly one fifth of the participants (20.4%)
indicated that they are incompetent or somewhat competent in item 10, making use
of information technology (i.e.: audio-visuals, electronic devices and computer),

with a mean of 3.14, the third lowest mean score of this section. Moreover, in
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item 4, preparing structural and coherent lesson plans to achieve course
objectives, the second lowest mean score (M= 3.09) was found, although 81.6% of
the participants (N= 89) indicated that they are competent or highly competent in
this area of competence.

Finally, the factor analysis of section C demonstrates three subsections
within 14 items. The items that load highly on factor 1 were on assessment (Items
1-3 and 5) with a mean score of 3.14, while the items that load highly on the
second factor relate to monitoring the students with a mean of 3.32 (Items 4, 6-8).
Lastly, factor 3 includes items related to the theme of professional development
including items 9- 14 with a mean of 3.38. The results of the mean scores
according to three factor analysis groups indicated that the participants reported to
be competent or highly competent in all of the factors. However, the mean scores
also demonstrated that they mentioned a higher perception of competence in the
third factor compared to the other factors, whereas the first factor had the lowest
mean score among the three factors in this section.

In the last section of the Likert scale items on competence in monitoring,
assessment and professional development, the participants showed a higher
degree of competence in professional development compared to that in
assessment. The lowest mean scores were found for the first two items of this
section: While 23.9% of the participants (N=26) indicated they are incompetent or
somewhat competent in using assessment methods relevant to the subject
effectively in item 2 (M= 3.04), 21.1% of them (N= 23) said they are also
incompetent or somewhat competent in knowing a variety of assessment methods
in item 1 (M= 3.07). Similarly, in item 6, keeping careful records of students’
progress, 23% of the participants (N= 25) also reported a degree of incompetence
or somewhat competence (Table 4.3 below).

Although the graduates showed lower levels of competence in items
related to assessment, one of the highest mean scores was found for item 8 (M=
3.45), giving necessary and useful feedback to the students, for which 102 of 109
graduates (93.6%) indicated that they are competent or highly competent.
Likewise, the same number of participants indicated for item 14, reflecting on your

performance for self- development, that they are competent or highly competent
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with the second highest mean score of this section (M= 3.47). Lastly, the highest

mean (M= 3.57) score was also obtained for an item of professional development.

Item 13, being open to consistent professional development, showed that 92.6% of

the graduates find themselves competent or highly competent in this item.

Table 4.3 Competence in Monitoring, Assessment and Professional
Development
Section C 2 3 4
Competence in Monitoring, 2 2 z z
Assessment and Professional § § < § < § < § 8
Development = g g g g
= = = =
1. Knowing a variety of 307 2] 1.8 [21] 193 |53 |486] 33303
assessment methods
2. Using assessment methods
relevant to the subject 304 (3| 28 (23| 21,1 | 501|459 33| 30,3
effectively
3. Planning assessmentin 309 5| 46 | 15| 13,8 |43 ]394 46 | 42,2
parallel with course objectives
4. Monitoring student learning in | 3 33 { | | o9 | 15| 11 |46 42250459
different classroom activities
5. Evaluating students’ progress
in relation to the aims of the 32510 0 13 11,9 | 56 | 51,4 | 40 | 36,7
lesson consistently
6. Keepmg,carefulrecordsof 306 | 4| 37 | 21| 193 | 38 | 34.9 | 46 | 422
students’ progress
7. Dlaggoglng gtudents failure 335 | 0 0 10| 92 151|468/ 48| 44
and difficulties
8. Giving necessary and useful
feedback to the students 3451 0 0 7 6.4 146422156514
9. Working cooperatively with
professional colleagues and 321 (04| 3,7 | 18| 16,5 | 38 |349 |49 | 45
parents
10. Fulfilling the legal, social and
administrative responsibilities | 3,42 | 3 | 3,8 | 9 8,3 36 | 33 | 61| 56
at school
11. Carrying out responsibilities
for the spiritual, moral, social 3325 | 46 | 11 10,1 |37 13391 56| 514
and cultural development of
the students
12. Contributing to school
activities such as meetings, in- | 355 | 3| 5 | 14| 128 |43 (394 |49 | 45
service teacher training and
materials preparation sessions
13. Bemgqpentoconsmtent 35701 09 | 7 64 13027571 | 6s.1
professional development
14. Reflecting on your
performance for self- 347 0 0 7 6,4 44 | 40,4 | 58 | 53,2
development
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The Likert scale items were also analyzed to investigate whether there is a
difference between the FLE graduates working at private and state institutions,
between those teaching at primary/secondary levels and tertiary levels, and
between those who are in their first two years of teaching and who are in their
third to fifth years of teaching, (Table 4.4 for mean scores according to different
participant groups).

The mean score analysis for the first graduate pair, graduates working at
private institutions and the ones working at state schools, showed that in 41 of the
50 items participants working at private schools had a higher degree of perception
of their competence than that of participants teaching at state school. Specifically,
in the first section of the Likert scale items, the respondents working at private
institutions indicated a higher perception in 15 items of this part. To illustrate,
while the graduates working at private institutions (86%) showed a high
perception level according to mean score (M= 3.21) for item 9, developing
learners’ subskills that assist listening comprehension, 65% of the participants
teaching at state schools reported a high level of perception with a mean score of
2.67. More noticeably, 93% of the former group indicated a higher perception
level (M= 3.44) in item 12, integrating macro language skills, while 78% of the
state school participants reported a mean of 2.98 for this item. Furthermore, the
graduates from the state schools had a higher perception in four of the 19 items in
the second section, and four of the 14 items in the third section of the Likert scale
items. While the ones in state schools have a higher perception of their
competence in assessing students’ progress (items 1-3) in the third section, the
private school teachers reported a higher level of competence in (items 6-9)
selecting and using activities, examples, facilities and methods appropriate to

learners in the second section.
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Table 4.4

Mean Scores according to Different Groups of Participants

Graduates | Graduates Graduates Graduates Grad_u ates Graduates
working at | working at with an with an wor:kmg at working at
state private Experience | Experience (At Tertiary
Secondary

schools schools of 1-2 years | of 3-5 years level level
Item A-1 3,3 3.4 33 34 3,27 3,41
Item A-2 3,26 3.4 3,31 3,36 3,17 3,43
Item A-3 3,24 3,37 3,35 3,25 3,34 3,26
Item A-4 3,35 3,37 3,31 3,38 3,29 3,38
Item A-5 3,24 3,44 3,28 3,35 3,27 3,35
Item A-6 3,39 3,49 3,39 3,47 3,37 3,47
Item A-7 3,26 3,35 3,26 3,38 3,29 3,29
Item A-8 2,98 3,25 3,15 3,09 2,98 3,19
Item A-9 2,67 3,21 3,11 2,85 2,88 3,02
Item A-10 2,74 3,09 2,96 2,89 2,76 3
Item A-11 2,67 2,79 2,81 2,65 2,8 2,69
Item A-12 2,98 3,44 3,26 3,24 3,05 3,36
Item A-13 2,67 3,05 2,87 2,96 2,95 2,81
Item A-14 3,13 3,46 3,44 3,18 3,29 3,29
Item A-15 3,09 3,26 3,2 3,16 3,17 3,19
Item A-16 3,11 3,33 3,26 3,18 3,1 3,29
Item A-17 3,22 3,42 3,37 3,25 3,24 3,38
Item B-1 3,37 3,53 3,35 3,49 3,44 3,47
Item B-2 3,35 3,44 3,44 3,35 3,46 3,33
Item B-3 3,35 3,35 3,28 3,4 3,44 3,26
Item B-4 2,93 3,25 3,15 3,04 3,17 3,04
Item B-5 3,5 3,46 343 3,55 3,54 3,45
Item B-6 3,09 3,35 3,28 3,22 3,15 3,29
Item B-7 3,22 3,35 3,43 3,18 3,32 3,24
Item B-8 3,41 3,58 3,59 3,42 3,46 3,52
Item B-9 2,78 3,05 3,11 2,8 2,83 2,98
Item B-10 3,09 3,12 3,19 3,09 3,12 3,1
Item B-11 3,43 3.4 3,35 3,45 3,39 3,41
Item B-12 3,26 3,37 3,24 3,42 3,37 3,29
Item B-13 3,52 3,47 3,46 3,55 3,61 34
Item B-14 3,20 3,23 3,24 3,22 3,17 3,21
Item B-15 3,35 3,32 3,31 3,35 3,32 3,3
Item B-16 3,39 3,49 3,33 3,53 3,37 3,47
Item B-17 3,2 3,44 3,35 3,29 3,32 3,31
Item B-18 3,11 3.4 3,28 3,25 3,05 3,41
Item B-19 3,59 3,63 3,59 3,64 3,44 3,72
Item C-1 3,2 3,02 3,02 3,13 3,17 3,02
Item C-2 3,11 3 3 3,07 3,05 3,03
Item C-3 3,33 3,14 3,17 3,22 3,27 3,19
Item C-4 3,3 3,35 3,31 3,35 3,32 3,35
Item C-5 3,3 3,18 3,24 3,25 3,29 3,19
Item C-6 3,15 3,18 3,13 3,18 3,22 3,1
Item C-7 3,28 3,39 3,24 3,45 3,32 3,33
Item C-8 343 3,53 3,43 3,47 3,34 3,57
Item C-9 3,07 3,32 3,22 3,2 3,22 3,12
Item C-10 3,37 3,46 3,33 3,51 3,39 34
Item C-11 3,28 3,33 3,28 3,36 3,49 3,14
Item C-12 3,17 3,35 3,26 3,27 3,34 3,15
Item C-13 3,61 3,56 3,54 3,6 3,61 3,52
Item C-14 3,43 3,49 3,48 3,45 3,59 3,35
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The analysis of the second pair, graduates with an experience of one to two
years and those with an experience of three to five years, showed that in 22 of the
50 items the participants with an experience of one or two year reported a higher
perception of competence compared to graduates with an experience of three to
five years. While the former group reported a higher level of competence in
subject area competencies, the latter group had higher mean scores in items related
to language competence in the first section of the Likert scale items. For instance,
while the less experienced teachers indicated that they felt more competent in
items related to developing learners’ language skills (items 8-12), and knowing
and employing a range of teaching strategies (items 14-17); the more experienced
ones found themselves more competent in knowing and using the target language.
Furthermore, the participants in the first two years of teaching had higher mean
scores in competencies of preparing and using different activities, sources and
facilities (items 6-10) in the second section of the Likert scale such as making use
of information technology in item 10 with a mean of 3.19. However, more
experienced graduates reported a higher level of competence in classroom
interaction with students such as asking students timely and effective questions in
item 12 (M= 3.41) and responding to students’ questions in item 13 (M= 3.54). In
the last section, the analysis demonstrated that the more experienced graduates
indicated a higher perception of competence in items related to monitoring,
assessment and providing feedback (items 1-4 and 6-8); whereas the less
experienced participants had higher mean scores in two items: working
cooperatively with colleagues and parents in item 9 (M= 3.22); reflecting on their
performance in item 14 (M= 3.48).

The last pair of analysis was on the responses given by the graduates
teaching primary/secondary level and by those teaching tertiary level learners. It
was seen in the mean score analysis of the first section items that the tertiary level
teachers have a higher perception of their competence in language and subject area
in 12 of the 17 items. Although the tertiary level teachers had a higher mean score
for competencies in language knowledge and developing language skills, the mean
score analysis showed that participants who teach primary/ secondary level

students reported a higher level of perception of their competence in being an
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adequate model of English language for students in item three with a mean of
3.34. Moreover, in the second section graduates teaching primary/secondary levels
reported a higher level of perception in lesson planning in items two to five;
whereas tertiary level teachers had higher mean scores in competencies related to
selecting and using activities, examples and facilities relevant to learners, and
classroom management such as items 16-19. Finally, results of the last section of
the questionnaire showed that while the tertiary level teachers indicated a higher
level of competence in monitoring and providing feedback for students, the
primary/secondary school teachers reported a higher perception of their
competence in assessment (items 1-3 and 5) and other professional competencies
such as working with colleagues, contributing to school activities and being open
to professional development in items nine to 14. In addition, while all of the
participants working in tertiary schools indicated that they have a high level of
competence (M= 3.72; N= 109) in establishing rapport with learners (item 19) in
the second section, all of the primary/secondary level participants reported a
higher perception of their competence (M= 3.59; N= 109) in reflecting on their
performance for self-development (item 14) in the last section.

There are slight to considerable mean score differences between the
graduates working at tertiary level and those at primary/secondary levels,
between the ones in the first two years of teaching and those in the third to fifth
years, and between the participants working at state schools and those at
private institutions. However, the independent samples t-test results revealed
that there is not any statistically significant difference between the responses of
the graduates who are in their first two years of teaching and the responses of
those in their third to fifth year, since p > 0.05 (Appendix G for the
independent sample t-test results according to the three pairs). On the other
hand, when the responses were analyzed according to the type of school the
graduates work at; five items were found to have a significant difference, since
p < 0.05. These significant differences were found in section A for item nine,
developing learners’ subskills that assist listening comprehension in English,
for item 12, integrating macro language skills, for item 13, having knowledge

of general linguistic theory, for item 14, having knowledge of foreign language
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teaching theories and methods, and in section B for item 18, selecting and
using individual, small group and whole class teaching methods appropriate to
the class. Furthermore, a few significant differences were found between the
responses given by the graduates working at tertiary level and those at
primary/secondary levels in only four items, since p < 0.05. These were in
section B items 18 and 19, establishing rapport with learners, and in section C
items 11, carrying out responsibilities for the spiritual, moral, social and
cultural development of the students, and item 14, reflecting on one’s

performance for self- development.

4.1.1.2. Results of the Open-ended Items

The third part of the questionnaire included four open ended questions
in order to investigate what FLE graduates think of the reasons for being
competent in some competencies, the areas they need to further develop, the
reasons for a teacher’s being weak in some areas, and other competencies not
mentioned but important for a language teacher to have. Analyzing the data,
the researcher presents excerpts from the participant responses without
changing the ungrammatical structures or interrupting their word choices.

In the first question of this part, the respondents were asked to indicate
what might be the reasons for their being competent in the competencies listed
in the Likert scale part of the questionnaire. Their responses with their

frequency among the whole participants are presented below in Table 4.5.
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Table 4.5 Responses Given to Open-Ended Item I

What might be the reasons for your being competent in the competencies
above?

Frequency
1. MET.U FLE p're-serv'ic.e.teacher education program (courses, assignments, 89
practice teaching activities etc.)
2. Per.songlity factors (being motivate?d, .cre.:ative, open to criticism; having 35
native like use of language, self- discipline, self-confidence)
3. Love for profession, students, school and teaching 22
4. Interest in ELT and keeping in touch with new developments in this area. 20
5. Experience in teaching 15
6. Reflection on teaching/ being 7
7. In-service teacher training programs 6
8. Work place environment 5
9. Seminars and workshops attended 3
10. M.A. program 2

Most of the graduates (N= 89) indicated FLE education as the primary

and most important reason for their being competent in the listed areas of

competencies. While some of the graduates reported the course components of

the program, some others referred to course instructors, projects and, more

specifically, the teaching practice. Although some of the graduates indicated

that FLE program was successful in some areas, they also reported some

weaknesses as well. To illustrate, while some mentioned their satisfaction with

the ELT courses, they also pointed out the need for courses that focus on

teaching techniques and activities:

The ELT courses that I took at university helped me to be competent in some of those
competencies above, but they were not enough. More ELT courses and more focus on
teaching techniques and strategies may be fruitful for the FLE students as they gain

deeper understanding of teaching. (Participant 15).

The second most popular reason was a combination of personality

factors. Although all of these factors were not mentioned by each of the 35

participants who reported the importance of personality, they were grouped

together, since they all emphasize the importance of individual characteristics
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of a teacher in achieving the listed competencies. In addition, the third most
frequent response was about teachers’ affection for her students, school and
profession. Twenty-two graduates indicated that they try to do their best and
become successful in their job, as they are enthusiastic about their job and have

a desire to do more for their students and/or institutions:

I got a very good education at the university and I studied very eagerly for each
subject believing that all of them will be beneficial for my profession. Apart from that,
I love my school and students very much. This made me love my profession from the
very beginning. (Participant 2)

While 20 of the graduates indicated their interest in ELT, 15 of them
referred to their experience either in practice teaching or in real teaching
environment. Although 70 of the 109 graduates reported that they had
participated in an in-service teacher training program in the first part of the
questionnaire, only six of them indicated that their program was useful in
serving them to gain the listed competencies. Detailed analysis showed that
these six graduates had the same in-service teacher training program from the
same private tertiary institution they teach in Ankara, Turkey. Although a
formal interview request was made to investigate that institution’s opinion on
FLE graduates’ competencies, the institutional head, unfortunately, refused to
participate in the elite interview of the present study. Besides, while 34 of the
participants have completed or have been attending an MA program, only two
of them mention their programs as a reason for their being competent in the
listed areas.

When the responses of the participants working at private and state
institutions are compared, it was seen that the ones working at private
institutions mentioned working environment, in-service teacher training and
hard work as a reason for being competent; none of the participants working at
state institutions indicated those reasons. Instead, self-development and love
for students were the two reasons given by those. Furthermore, when the

responses of participants working at primary and secondary institutions are
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compared to responses of those working at tertiary level, it was seen that the
latter group mentioned personality factors and professional development more
in number than the former group, while both indicated the role of FLE
education. Lastly, when the responses of participants who are in their first two
years of teaching are compared to those of more experienced graduates, it was
found that the newer teachers depend on their practice teaching experience
more than the ones in their third to fifth year of teaching, while both groups
report FLE education, personality factors and love for profession equally
important.

In the second question of this part, the respondents were asked to report
the competencies they need to further develop. Although the responses were
limited to three areas, the variety of responses was twice as much as that of the
responses given to the previous open-ended item. The responses together with
their frequency among the whole participants are presented in Table 4.6 below.

It is seen in the analysis of the responses that the highest frequency (N=
20) was found for knowing and using different techniques and methods of
monitoring, assessing and evaluating students’ progress. Following that, 19 of
the respondents indicated that they need to further develop their command of
spoken English. The following three most frequent responses were all about
teachers’ competencies in language teaching methodology: teaching different
language points (skills, subskills and vocabulary) (N=18); managing classes by
giving instructions, controlling students’ participation and involving them in
the lesson (N=15); and teaching English for different purposes (EAP or ESP)
and to different age (mainly young learners) and level groups. Some of the
participants also indicated their need in developing their knowledge and use of
English language (N=9) and/or their need in teaching grammar effectively
(N=7). Moreover, despite being mentioned by a small number of participants,
competencies of developing and adapting materials, using time effectively,
using one’s voice effectively, giving feedback and teaching literature for

language purposes were also pointed out.
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Table 4.6 Responses Given to Open-Ended Item II

What are the competencies you need to further develop?
Frequency

Different methods of monitoring, assessment and evaluation 20

Command of spoken English (pronunciation, stress, intonation) 19

Tgaching skills, subskills and vocabulary of language and integrating those 13

skills

Classroom management 15

Teaching all levels, all age groups and for different purposes (young 14

learners, EAP, ESP)

Knowledge and use of target language 9

Motivating students

Working for professional development (MA, in-service, conferences and 7

workshops)
9. Teaching grammar 7
10. Applying a variety of activities for different language points 7
11. Diagnosing, treating and dealing with students’ learning problems 6
12. Knowing and applying new developments in the field 6
13. Applying knowledge of linguistics 6
14. Using technology (technological tools) in class 6
15. Materials development and adaptation 5
16. Timing (in and out of classroom) 4
17. Using one’s voice effectively 3
18. Teaching literature or using literature for language teaching 2
19. Giving feedback 2
20. Working collaboratively with colleagues 2

When the responses of teachers working at primary and secondary
institutions are compared to those working at tertiary institutions, it is seen that,
the latter group indicated competencies that only one respondent from the latter
group mentioned. To illustrate, while the teachers working at tertiary education
institutions indicated a need for developing and adapting materials, only one
teacher from a secondary school mentioned such a need. On the contrary, while
teachers working in primary and secondary institutions mention their need in
working collaboratively with colleagues; this point did not appear in the responses
of tertiary level teachers. While both groups mentioned a need for teaching

English for different purposes and to different age and level groups, they
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specified their student group according to the institution they were currently

teaching at:

I am relatively new in my current job; I could not have the opportunity to take part in
curriculum or testing committees... So I want to participate in such practices in my
job, and I want to develop myself further in this field specialized in teaching
Academic English, which is different from the case in my previous job. (Participant
29)

I think to adjust the level of students is a demanding task. I’ve taught many levels
such as from adult learners’ proficiency, high school proficiency to primary school
beginner level. It was difficult at first to teach and adjust level for the primary school.
I should develop it. (Participant 91)

The responses given by teachers in their first two years were also
compared to those given by teachers in their third to fifth year in teaching. As a
result, a need for developing and adapting materials to language classes was not
indicated by the former group, while it was in the list of frequent answers for the
latter group. In contrast, more experienced respondents pointed out a need for
dealing with students’ learning problems and giving feedback, whereas none of the
teachers in the first two years of teaching mentioned a concern for these points.

When the responses of state school teachers are compared to those of
private institutions, the same competencies are found to be mentioned. However,
while a larger number of private institution teachers point out a need for
competency in classroom management; participants from state schools were more
concerned about their need in assessment and evaluation of student progress, in
student motivation and in their command of spoken English. Moreover, a teacher
from a state school indicated that her working environment is discouraging for the

development of some competencies:

As the school and students have not much opportunity financially, I cannot make use
of technological facilities. Also teacher and family relationship is not satisfactory.
Besides, I cannot apply some teaching strategies just because of the class
environment. (Participant 76)

In the third question, the respondents were asked to indicate the

reason(s) for an English language teacher’s being weak in the listed
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competencies. Although this question was not addressed directly to
participant’s weaknesses, most of the respondents used first person pronoun in
their answers and reflected on competencies in which they find themselves
weak. Their responses together with the frequency of the reason among the

whole participants are presented below in Table 4.7.

Table 4.7 Responses Given to Open-Ended Item III

What might be the reasons for an English language teacher’s being weak

in some of the competencies in Part I1? Frequency
1. FLE Education 42
2. Lack of experience 29
3. Teacher’s personality 25
4. Teaching/ working environment 23
5. Lack of language knowledge 13
6. Teacher’s demotivation 9
7. Not following methodological improvements 7
8. Lack of knowledge about students 2
9. In-service teacher training 1

Similar to the most frequent response given for the first open-ended
item, FLE pre-service teacher education was mentioned as the first reason of a
teacher’s being weak in a competence area. Following that, the second most
frequent reason was teacher’s lack of experience. When the responses of
teachers in the first two years of teaching are compared to those of more
experienced one, it is seen that the former group mentioned “lack of
experience” as a reason of weakness in the competencies four times as much as
the latter group did. Although these two highly mentioned reasons are given as
two different reasons, many graduates indicated that their pre-service education
at METU did not give them enough chance to gain experience in practice

teaching:

94



In our undergraduate courses, we always designed lessons for utopic and perfect
learning environment. However, real life is not like the classes we design lesson plans
for. (Participant 56)

In my opinion, it is to do with the practice teachings. I think, as a future teacher,
students should have more opportunity to teach...We know the theories, yet we may
not apply them easily. Moreover, it would be much better if students can do their
practice teaching in different kinds of schools with different mentor teachers. For
instance, I took my practice teaching courses at Anatolian Teacher Training School
and [when I started teaching] it was difficult for me to teach English in primary school
at first. I would get used to it more easily if I had the experience of primary school,
and even private school. (Participant 44)

The participants (N= 25) who answered this question using a third
person pronoun reported that teacher’ personality may play a leading role in
his/her weakness in competencies as well. Some of the participants referred to
personality as being indifferent to and/or uninterested in teaching, learners and
professional development; whereas some referred to teacher’s lack of self-
confidence, self monitoring and professional ambition. Moreover, not having
the qualities of leadership and being traditional were also included under this
group. Teacher’s lack of motivation, on the other hand, was reported by nine
respondents but listed as a separate reason, since motivation/ demotivation may
have different grounds.

Furthermore, teaching environment was also indicated by a significant
number (N= 21) of participants. While some, the ones working at private
institutions, mentioned the atmosphere of the institution in terms of working
load and relations among colleagues or between teachers and parents, the ones
working at state primary or secondary schools indicated drawbacks due to

physical conditions:

The physical environment of the school is not adequate for good language education.
As an English teacher in a state school, I don’t have any access to technological
equipment not even a tape recorder. (Participant 52)

Although 70 of the 109 graduates reported that they had participated in
an in-service teacher training program, only one of them mentioned in-service

programs to be responsible for teacher’s weakness in a competency. Besides,
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while a large number of respondents mentioned their weakness in English
language and specifically spoken English, only 13 of them reported that
teacher’s lack of target language knowledge may have a bearing on his/her
weakness in the foreign language teacher competencies.

Finally, the fourth open-ended question investigates the competencies
not listed but considered to be important by the respondents in Table 4.8

below.

Table 4.8 Responses Given to Open-Ended Item IV

Please indicate at most three competencies that were not mentioned in
Part IT but you think important for an English language teacher to have. Frequency
1. Motivating and encouraging students 8
2. Knowing a variety of classroom activities (songs, games, drama, humor) 8
3. Dealing with problem students or trouble makers 5
4. Being aware of the importance of L1 and using it in L2 classes 5
5. Dealing with special/disability students 4
6. Being able to take-risks to adapt new ideas, being flexible and open to 4
change
Adapting literature and culture in language classes 3
Training students for learner autonomy and strategy use 2
Conducting classroom research 2
10. Being able to use classroom environment for teaching (i.e. black board) 2
11. Using body language, mimics and facial expressions 2
12. Being able to solve problems 2
13. Being able to hide his/her feelings (anger management) 1
14. Having world knowledge 1
15. Encouraging group work and collaboration among students 1

The responses show that the FLE graduates’ view of foreign language
competencies involves classroom-centered or methodology based needs. Since
they mentioned their problems with classroom management and lack of
experience in real classroom settings in the previous questions, the responses
mainly concentrate on activities, techniques, applications of language teaching

to involve more students, to interest and encourage them, and to solve existing
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problems to have a more fruitful classroom atmosphere. Furthermore, the
participants’ responses show once more that the real classroom setting has
different student types such as trouble makers or slow students, and the

language teachers should also have the competency to deal with those learners:

An EFL teacher should know how to cope with problematic students in class. Student
talking too much, student not listening or paying attention to your lesson, student not
loving English, student not loving you as a teacher, student who is afraid of you,
student who doesn't do his / her homework, etc. An EFL teacher should know how to
understand the reasons behind students™ learning difficulties without making them
disturbed or sad. (Participant 41)

In addition, conducting classroom research is also mentioned as a
developing competence for language teachers despite being indicated only by

two participants:

... all over the world language teachers do lots of researches or studies to evaluate or
asses their own classrooms; but in Turkey classroom teachers neither know applied
research techniques nor read the other researches. On the other hand, the most
effective strategy to improve teaching and learning is collecting data and reasoning
this data to assess students’ language process. (Participant 19)

4.1.1.3. Results of the Rating Scale

In the last part of the questionnaire, a rating scale was presented to
investigate how effective they find the components of the FLE program in
helping them gain foreign language teacher competencies in the same three
areas the Likert scale was divided. A four-point scale, from one to four, was
used based on the possible answers “ineffective”, “somewhat effective”,
“effective” and “highly effective”.

The analysis of the responses shows that in each of the three areas of
foreign language teacher competencies, the ELT Methodology component of
the program had the highest mean scores and was reported to be highly
effective (Table 4.9 below). For competencies in Language and Subject area,

the second highest score was given for the Language component of the
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program with 3.28, while the General Education component had a slightly
lower mean score of 3.24. Literature and Linguistics components were reported

to be effective as well with 3.15 and 3.13 respectively.

Table 4.9 Results of the Rating Scale

Competence in | Competence in
Competence in Planning, Monitoring,
Language and Teaching & Assessment &
Subject Area Classroom Professional
Management Development
Language Component 3,28 2,5 2,61
Literature Component 3,15 2,09 2,14
Linguistics Component 3,13 2,34 2,38
ELT Methodology Component 3,33 3,66 3,53
General Education Component 3,24 3,45 3,28

For competence in planning, teaching and classroom management, the
lowest mean scores were 2.09 for Literature and 2.34 for Linguistics
components indicating that these were ineffective or somewhat effective in
helping graduates gain the competencies specified in this group. They were
also reported to be ineffective or somewhat effective in competencies in
monitoring, assessment and professional development with 2.14 and 2.38 mean
scores. ELT Methodology and General Education components, on the other
hand, were reported to be effective or highly effective in both competency areas
with considerably higher mean scores, and the Language component was
effective in the same competency areas as well. Figure 4.1 on the next page
shows the mean scores received for each section of the rating scale in order to
visually demonstrate the difference among the mean scores of all components

for each area of competency.
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Figure 4.1  Results of the Rating Scale

4.1.2. Results of the Second Questionnaire

The aim of the second questionnaire is to investigate to what extent
FLE components and courses are successful in helping FLE graduates gain
foreign language teacher competencies, and which groups of courses are

more/less effective in helping graduates gain these competencies.

4.1.2.1. Results of the Likert Scale Items

In order to answer to what extent components and courses are

successful in helping FLE graduates gain the foreign language teacher
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competencies, 34 items in a Likert scale format based on FLE program
components were presented in five sections: (1) Language courses, (2)
Linguistics courses, (3) Literature courses, (4) ELT courses and (5) General
Education courses. Thus, the data gathered through the Likert scale items in the
second questionnaire are analyzed addressing the same order.

A Likert type four-point scale was used based on the possible answers
“very little”, “little”, “much” and “very much” which were represented as 1, 2,
3 and 4 respectively in order to store the data for the SPSS analysis. However,
while interpreting the responses according to frequencies and percentages,
scores 3 and 4 were considered as a positive perception about the courses, and
scores 1 and 2 were considered as negative. Similarly, the mean scores below
2. 5 were considered to show a negative perception, while a mean above 2.5
shows a positive one.

The overall mean score of the 34 items was 3.06, which shows that the
graduates find the FLE courses successful in general. The analysis of the mean
scores for five sections of the Likert scale demonstrates that the ELT
Methodology component of the program was indicated to be much more
successful than the other components with a mean score of 3.47, and the
General Education component follows it with a mean of 3.14. Although groups
of Language, Linguistics and Literature courses are all reported to be
successful in helping FLE graduates gain foreign language teacher
competencies, they have a lower mean score than the overall mean score of the
all Likert scale items in the second questionnaire with 2.98, 2.72 and 2.76
respectively.

While the factor analysis of each section indicated only one factor for
the Linguistics, Literature and General Education components, two subsections
for Language and for ELT components were found. In the Language
component, the items that highly load on the first factor were around the theme
of English grammar and reading (English Grammar I &II, Reading Skills 1&I1,
Advanced Reading and Vocabulary Development, Translation and Advanced

English Structure), while the items related to productive skills load highly on
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the second factor (English Composition 1&II, Spoken English 1&II, and
Advanced Writing Skills). In the ELT component, on the other hand, the items
that load highly on first factor were the professional courses with a content
and/or practicum focus; the one that loads on the second factor was on School
Experience I1.

The first section of the Likert scale items of the second questionnaire
was the Language component of the FLE program. The participants reported
that in this group the most successful course in helping them gain the English
language teacher competencies was Advanced Writing Skills with a mean score
of 3.26 (74%). Following that, English Composition I/II (M= 3.22; 73%) come
as the second most successful courses in the language component of the FLE
program. Another pair of courses on productive skills, Spoken English I/II were
indicated to be the third most useful courses (M=3.19; 72%), while the
participants reported in the Likert scale and open-ended items of the first
questionnaire that they need to further develop their competence in spoken

English (Table 4.10 below for mean scores and percentages).

Table 4.10 Mean Scores and Percentages for the Language Component

A. Language Component 1 2 3 4
To what extent were the : é’ é’ E‘ é’
language courses successful in g 1 @ 1 @ 2 ® 1 ®©
helping you gain the English = =3 =3 S 3
language teacher competencies? = = = =
1. English Grammar I&II 265 | 9 8,3 30 | 27,5 | 40 | 36,7 | 17 | 15,6
2. English Composition I &II 322 | 2 1,8 | 14| 12,8 | 38 | 34,9 | 42 | 38,5
3. Reading Skills I&II 3,09 | 4 3,7 | 17| 156 | 34 | 31,2 40 | 36,7
4. Spoken English I&II 3,19 | 2 1,8 |16 | 14,7 | 37 | 339 | 41 | 37,6
5. Advanced Reading and 30503 | 28 |12 11 | 37 [33.9] 42385
Vocabulary Development
6. Advanced Writing Skills 326 | 5 4,6 | 10| 9,2 | 33 | 30,248 | 44
7. English-Turkish Translation
and Turkish- English 2,56 | 13| 11,9 | 36 | 33 29 | 26619 | 174
Translation
8. Advanced English Structure | 2,76 | 11 | 10,1 | 21 | 19,3 | 45 | 41,3 20 | 18,3
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The lowest mean scores, on the other hand, were found for English-
Turkish Translation and Turkish-English Translation and English Grammar
I&I1 with 2.56 and 2.65 mean scores respectively. Nevertheless, 48 (44%)
participants for the former courses and 57 (52%) participants for the latter ones
reported them as much or very much successful in helping them gain English
language teacher competencies. Another course on grammar, Advanced
English Structure, had the third lowest mean score with 2.76 in this section,
since 32 participants indicated that course is little or very little successful in
helping them gain the teacher competencies.

The analysis of the mean scores and percentages found for the
Linguistics component shows that this component has the lowest mean score
among the five FLE program components. Two courses in this group, Turkish
Syntax-Semantics; Turkish Phonology Morphology, were reported to be little
successful with the lowest mean score (M= 2.45) among all the courses,
although 46% of the participants for the former and 45% of them for the latter
reported these courses as much or very much effective. Language Acquisition,
on the other hand, has the highest mean score (M= 3.27) in this section, and

this course was reported to be much or very much successful by 78 participants.

Table 4.11  Mean Scores and Percentages for the Linguistics Component

B. Linguistics Component 1 2 3 4

To what extent were the 5y z 5y z

linguistics courses successful in g 5 g 5 g

8t . ; Sl el v] 2| -

helping you gain the English = g g g g

language teacher competencies? = = = =

1. Intrgductlon to Linguistics | 2651 12| 11 | 2926637 39 19 | 174
(Universals of language)

2. Introdgctlon to Linguistics 11 278110 92 | 28 | 25,732 | 2941 27 | 248
(Functions of language)

3. Turkish Syntax and 245119 | 17432294 |29 | 266 | 17 | 156
Semantics

4. Turkish Phonology and 245 |19 | 17.4 |33 | 303 | 27 | 248 | 18 | 16,5
Morphology

5. Language Acquisition 327 2 1,8 [ 19| 17,4 | 27 | 24,8 | 49 45
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The third section of the Likert scale items was on the Literature
component. All the courses in this group had a mean score lower than the
overall mean score of the 34 Likert scale items (Please see Table 4.12 below).
The highest mean score (M= 2.87) for this group was found for Short Story:
Analysis and Teaching, and 71 (65%) participants indicated that it was much or
very much successful in helping them gain the foreign language teacher
competencies. However, although all of the participants had this course in their
undergraduate education, it was removed from the program in 2004 in order to
reschedule the program to the European Credit Transfer System (ECTS) as
mentioned before in the first chapter. The lowest mean score was found
(M=2.58) for Survey of English Literature I/Il, while nearly half of the
participants (N= 50) reported that course to be much or very much successful.
Similarly, Poetry: Analysis and Teaching had the second mean score, since
more than one third of the participants (N=46) indicated that course to be little
or very little successful in helping them gain English language teacher

competencies (Table 4.12 below).

Table 4.12  Mean Scores and Percentages for the Literature Component

C. Literature Component 1 2 3 4

To what extent were the
literature courses successful in
helping you gain the English
language teacher
competencies?

1. Introduction to Literature 2,67 | 15| 13,824 | 22 | 36| 33 22 | 20,2

Mean
Frequency
%
Frequency
%
Frequency
%
Frequency
%

2 iiivreafui?&nﬁmh 258 |17 [ 156130 | 275 27| 248 | 23 |21.1

> ?ézglig?gﬂm and 289 110 | 92 | 2220234 |312] 31 | 284

4 ]N::Ceﬁ;nzr}gfis and 281 | 11|10 |26 | 23930 275] 30 | 275

3. Poetry: Analysis and 2,63 | 14 | 12,8 |32 29.4 | 26 | 239 | 25 | 229
Teaching

6. Short Story: Analysis and

. 297 |10 9,2 | 15| 13,8 36| 33 35 | 321
Teaching
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The fourth section was composed of ELT Methodology courses and
was reported to have the highest mean score among five components. Not only
the highest mean score of this section, but also that of the whole Likert scale
part was found for Practice Teaching (M= 3.69), since 91 of the participants
reported it much or very much successful in helping them gain the foreign
language teacher competencies. Though a larger number of participants (N=93)
indicated ELT Methodology II to be much or very much successful, this course
had a slightly lower mean score (M= 3.68) than Practice Teaching. Besides,
while School Experience II had the third highest mean score with 3.64, School
Experience I was reported to be the lowest mean score item with 3.06, which is
still higher than some of the courses in the previous sections and higher than
the overall mean scores of those sections, since 63% of the participants
reported it much or very much successful in helping them gain the foreign
language teacher competencies. Moreover, although 62 of the 109 participants
were teaching at tertiary level, Teaching English to Young Learners had a
mean of 3.3, and was reported to be much or very much successful by 80 (73%)

of the participants despite having the second lowest mean score of the section.

Table 4.13 ~ Mean Scores and Percentages for the ELT Component

D. ELT Methodology Component 1 2 3 4
To what extent were the ELT z 5y oy z

= = <] <] =
Methodology courses successful s gl o g o & © g o
. . . ! IS8 IS8 2| =) N
in helping you gain the English s | g g g g
language teacher competencies? = = = =
1. School Experience I (2nd year) | 3,06 | 4| 3,7 | 24| 22 |31 |284| 38 |349
2. School Experience II (4th year) | 3,63 | O 0 6 55 (24| 22 67 | 61,5
3. Approaches to ELT 336111 09 [ 10| 92 | 35|32,1| 50 | 459
4. ELT Methodology I 36211109 | 6 | 55 ]22]202| 68 | 624
5.  ELT Methodology II 36810 O 4 | 3,77 |23 (21,1 70 | 64,2
6. Teaching English to Young 33 15| 46 |12 11 129|266 51 | 468

Learners

7. Materials Adapt.& Evaluation | 3,51 | 1 | 0,9 7 6,4 | 31 (284 | 58 | 53,2
8. English Language Testing 341011 09 | 12| 11 |30 |27,5] 54 | 49,5
9. Practice Teaching 3,691 11 0,9 5 46 |17 | 156 | 74 | 679
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The last section of the Likert scale items in the second questionnaire
covers the General Education courses of the FLE program. This component has
the second highest mean score among the five FLE components after the ELT
Methodology component. The highest mean score was found to be 3.34 for
Classroom Management (Table 4.14 below). Although some of the participants
indicated classroom management as a competence they need to further develop
in the first questionnaire for the open-ended items, 80 of them reported this
course to be much or very much successful in helping them gain foreign
language teacher competencies. However, the lowest mean score (M=2.94) was
found for Introduction to Teaching Profession, as nearly one forth (26.4%) of
the participants reported it little or very little successful. Furthermore, the
fourth year General Education course, Guidance, had the second lowest mean
score with 3.05, whereas it has a higher mean score than all of the courses of
the Literature and most of the courses in the Linguistics components of the
program as 64% of the participants reported it much or very much successful in

helping them gain the foreign language teacher competencies.

Table 4.14  Mean Scores and Percentages for the General Education

Component

E. General Education Component 1 2 3 4
To what extent were the General z z z 5y
Education courses successful in & g g g 5

. . : 2 |2 2 2| 2|
helping you gain the English s g g g g
language teacher competencies? = = = =
1. Introdus:non to Teaching 204 5| 46 |24 22 1 36| 33 | 31284

Profession
2. Development and Learning 3,16 (1] 0,9 | 20| 18,3 | 38| 34,9 | 38 | 34,9

3. Instructional Planning and

. 32412 1,8 | 13| 11,9 | 42 | 38,5 | 40 | 36,7
Evaluation

4. Instrus:tlonalTechnologyand 30206 | 55 | 16| 14735 | 32.1 | 40 | 367
Materials Development

5. Classroom Management 334 (4| 3,7 | 13| 11,9] 26| 23,9 | 54 | 49,5
6. Guidance 30514 3,7 |23 |21,1 |34 |312|36| 33
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4.1.2.2. Results of the Ranking Scale

The last part of the second questionnaire is a ranking scale from one
to five to investigate the effectiveness of the FLE program components in
helping the FLE graduates gain foreign language teacher competencies in
general. The analysis of the results showed that 67 of the participants reported
the ELT Methodology component as the most effective component among the
five by placing it in the first place. While 17 of them indicated the Language
component as the most effective component, 13 of them gave the first place to
General Education component. However, the Linguistics component and the
Literature component were reported as the most effective component only by
six and four participants respectively. Figure 4.2 demonstrates the five

components according to the ranking scale responses.

B [Language M Linguistics ™ Literature © ELT Methodology ™ Gen Education
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Figure 4.2  Ranking Scale Results
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On the other hand, 34 participants reported the Literature component as
the least effective in helping them gain the language teacher competencies by
placing it in the fifth place in the ranking scale. While 28 of them showed the
Linguistics component, 11 of them indicated the General Education component
as the least effective. Lastly, while nine participants reported the Language
component as the least effective, only one of them indicated the ELT
Methodology courses.

Moreover, the results obtained for each program component are shown
individually or in pairs in line graphs below. To start with, the first line graph
(Figure 4.3) shows the data obtained for the ELT Methodology component.
Since a high number of participants reported this component as the most
effective component in serving them to gain the language teacher
competencies, there is a sharp decrease in the number of participants who put

this component in the second to fifth places.
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Figure 4.3 Line Graph I: ELT Methodology Component
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The second graph, on the other hand, includes the results for both the
Language and General Education components (Figure 4.4). Different from the
previous one, the graph below shows a normal distribution in terms of the
number of responses for each rank and a curve for each of the two components.
Although slightly more participants placed the Language component in the first
place, the number of participants putting the General Education component in
the second place is clearly higher than those who reported the Language

component as the second most effective component.

=L anguage Component ===General Education Component
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Figure 4.4 Line Graph II: Language and General Education Components

Lastly, the third graph (Figure 4.5) below shows the distribution for the
Literature and the Linguistics components. It is seen that the number of
respondents who put these two components in the first, second or the third
places of the ranking scale are almost the same, while there is a slight
difference in the last two places of the scale. In other words, there is a steady
increase in the distribution of the effectiveness of these two components

towards the last two places of the ranking scale.
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Figure 4.5 Line Graph III: Linguistics and Literature Components

4.1.3. Comparative Analysis of the Questionnaire Results

The comparative analysis of the graduate questionnaires shows four
important points to discuss. First, the graduates perceived a high level of
competence in most of the 50 competence areas and considered their
undergraduate teacher education as the main reason for their competence.
Besides, most of the courses were indicated to be successful in helping them
gain these competencies. However, a lower level of competence in language
knowledge and use in the first questionnaire and a need for development in the
language courses, mainly grammar courses, in the second questionnaire were
also mentioned, which may show the dependence of the FLE graduates’
language development on the language component. Besides, although they
reported in the Likert scale and open-ended items of the first questionnaire that
they need to further develop their competence in spoken English, Spoken
English I/I were indicated to be one of the most successful courses, which may
indicate that two first year spoken courses are not enough for the oral language

development of the FLE graduates despite being effective.
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Second, while the FLE education is seen to be the main reason for the
graduates’ perceiving themselves competent, two of the five components of the
program- Literature and Linguistics- were reported to have a smaller effect on
the development of FLE graduates’ foreign language teacher competencies.
However, this may not mean that these courses are worthless but have
shortcomings in serving the needs of the participants.

Third, although ELT Methodology and General Education components
were considered to be the most effective components in serving FLE graduates
gain the foreign language teacher competencies, competencies such as
assessment and classroom management were mentioned to be the areas where
FLE graduates need further development. Similarly, some of the courses
emphasizing the competencies in which FLE graduates indicated further
development were reported to be less effective compared to other courses
under these two components. This may show that these components are in
general effective but some revisions are needed in particular courses.

Fourth, the analysis of the results, according to different graduates in
terms of the experience they have and the level and institution where they
teach, demonstrated that the graduates’ perception of their strengths and
weaknesses in foreign language teacher competencies changes. This change
may be the result of the fact that some of the competencies develop according
to the teaching environment, curriculum and/or the profile of the students. To
illustrate, while the primary school teachers develop competencies in
classroom management, tertiary teachers may develop competencies in

presenting advanced language points.

4.2. Results of the Interviews

The qualitative data was collected through semi-structured interviews
with 11 FLE graduates and eight elite employers. First of all, results obtained
through graduate interviews are presented with supportive examples from the

data in the order of the interview questions. Next, the results of the elite
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interview with teacher trainers, department heads, foreign language
coordinators and headmasters as employers are presented in the order of the
interview questions as well. A sample of graduate interview and that of an elite
employer interview are presented in Appendix H and Appendix I respectively
in their original form.

Rubin and Rubin (1995, p.229) state that “the purpose of the data
analysis is to organize the interviews to present a narrative that explains what
happened”; hence, the transcribed interview extracts are provided through the
analysis in order to illustrate the themes clearly. While the interviews were
conducted in Turkish, the native language of all participants, the extracts are
presented both in their original language, for they include culture specific
expressions, and in English for non-Turkish readers of the study. While
missing words were added in brackets in the extracts, the ungrammatical

language and code switching were left as they were.

4.2.1. Graduate Interviews

The graduate interviews aim to investigate which competencies a
language teacher should have; whether these competencies change according to
the level they teach, the institution they work at and the length of experience
they have; in which competencies the FLE graduates find themselves strong
and/or in need of improvement; and to what extent they find the METU FLE
program components effective in gaining them the foreign language teacher
competencies.

The data obtained from the graduate interviews was initially analyzed
according to the responses the FLE graduates gave to the interview questions.
The first interview question showed that six of the 11 graduates were working
at private institutions at the time of the interview. However, two of the other
five graduates had also worked at private institutions before teaching in state
schools. Besides, four of the interviewees are tertiary level teachers, two of

them work at secondary schools, three of them work at primary level, and two
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interviewees work at both primary and secondary levels of the same school or
at different schools. Eight of the interviewees work in Ankara; three of them
work in Kirikkale, Konya and Gaziantep. While one of the participants, with
five years of experience, has an MA degree in ELT; three of them have
currently been a graduate student in an ELT MA program; and three of them
have been a graduate student in an MA program in English literature or

linguistics. Table 4.15 shows the profile of the graduate interviewees.

Table 4.15 Profile of the Graduate Interviewees

Interviewee Experience Location Type of School/Level .

Graduate1 5 years Ankara state/ tertiary freshman)
Graduate2 1 year Ankara (Cubuk) state/primary & secondary
Graduate3 4 years Ankara private/ secondary
Graduate4 1 year Konya private/ primary & secondary
Graduate 5 1 year Ankara private/ tertiary (prep school)
Graduate 6 1 year Kirikkale state/ primary (boarding school)
Graduate 7 2 years Ankara private/ tertiary (prep school)
Graduate 8 3 years Gaziantep state/ primary

Graduate 9 2 years Ankara private/ primary

Graduate 10 1 year Ankara private/ secondary
Graduate 11 2 years Ankara state/ tertiary (department)
4.2.1.1 Competencies of an English Language Teacher

The second interview question, “What are the competencies an English
language teacher needs to have?” aims to explore FLE graduates’ general
perception of the competencies an English language teacher should possess
with three probes on language and subject area; in-class (i.e.: planning,
classroom management and assessment); and out of class (i.e.: relations with
colleagues, professional development) activities. The graduates’ responses

revealed similar competencies with a variety of viewpoints.
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The analysis of the interview transcriptions demonstrated that six of the
11 graduates indicated knowledge of language and language awareness as an
important competence, and another group of six participants mentioned
knowledge of language teaching and pedagogy. As the quotes below capture,
the most important concept of language knowledge is seen as spoken use of
English language, and it is considered to be a prerequisite to teaching English,

to be hired and to be accepted as an effective teacher:

Iyi bir Ingilizce 6gretmeninde bence
Spoken English ¢ok 6nemli kim ne
derse desin. Eger ki 6grencilerin
kulagina televizyonda duyduklari gibi
diizgiin bir Ingilizce gelmiyorsa seni
itiyorlar. Ama o tiir bir sey duyunca,
aksan duyunca ¢ok hoslarina gidiyor.
Ama bir hoca diizgiin konugsamiyorsa
ogretmenlik yapmasin... Bunlar sinifta
Ogrencinin karsisinda gerekli ama ise
alinirken de gerekli. Biliyorum ben ise
alinirken baska hig bir sey degil,
konustugunuz dille etkiliyorsunuz.
Sadece egitim boyutunda da degil. Insan
bu, received pronunciation konugan biri
gelince etkileniyor.

Bir de bizim reading yetenegimiz iyi,
edebiyatta iistiimiize yok, test teknigi
cok iyi ama speaking, pronunciation
sorunumuz var. Okulum da bu konuda
cok takintili. Birgogumuz 6zel okullarda
okumadik ve yurt disina ben de
cikmadim. Speaking sorunumuz ¢ok
ciddi anlamda ve bu dersle telafi
edilebilecek diizeyde degil.

No matter what others may say good
spoken English is very important for
an English language teacher. Unless
students hear the pronunciation they
know from the TV, they just reject
you. But when they hear you speak
with a native speaker accent, they
really like it. However, if a teacher
cannot speak properly, s/he should
not teach... These are important in
front of the students in class, but
they are also important when one is
interviewed to be hired. I know
when I was hired, you just impress
with the language you speak. It’s not
only education. It’s human nature;
hearing someone speaking with a
received pronunciation is impressed
(Graduate 11).

We are also good at reading
comprehension, at literature, at test
taking techniques but we have
speaking and pronunciation
problems. My institution is also
obsessed with this. Most of us didn’t
study at private schools nor have
been abroad, me neither. We have
serious problems in speaking and
remedial teaching cannot repair it
(Graduate 7).

In addition to spoken use of language, language awareness was also
mentioned as an important competence for language teachers in order for them

to improve their language skills. One of the participants indicated that she had
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problems in terms of language awareness especially in spoken English, and the
environment of her institution and the in-service teacher training program

helped her to improve her competence in this area:

Ozellikle orada [¢alistigim kurumda] Since we work with native speakers
native speaker oldugu i¢in, caligan and the ones who observe us in class
insanlar da yillardir, bizi gozlemleyen are professionals [in my institution],
insanlar da bu konuda ¢ok profesyonel we notice that we have many
oldugu icin fark ediyoruz, language shortcomings in terms of language
konusunda ¢ok eksikligimiz var use. [ have problems mostly in
diyebilirim. Benim en ¢ok muzdarip language awareness and also in
oldugum konu bu. Spoken English de. spoken English. We are aware of
Her sekilde, dgrencilere ders anlatirken this while teaching in class. The

de kendimizin farkindayiz. Aldigimiz feedback we receive also points that
feedbacklerde de bu belirtiliyor. Yeni out. We, the newly hired teachers,
gelen benimle birlikte gelen attend a program named
arkadaslarimla su anda pronunciation pronunciation strength. Once a
strength denilen bir programimiz var. week, we take classes on connected
Haftada bir kez connected speech ve speech and pronunciation. This is a
pronuncation konusunda kendimiz derse requirement of our [in-service]
giriyoruz. Bu da [hizmeti¢i] egitimin bir training program (Graduate 5).
parcas.

Moreover, the majority of the participants indicated that the competence
in subject area knowledge is a must competence for language teachers,
although most of them did not detail their responses and even indicated such a
need saying “there is no need to mention how important it is to be competent in
ELT” (Graduate 1). While only two of them mentioned adapting materials,
another indicated using different sources, the other indicated planning and
another emphasized assessment as a required competence for language
teachers. To illustrate, one of the participants emphasized that knowledge of
pedagogy is very important for teaching to understand the students and to

assess them effectively:
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Bir de hoca bilmeli ki bir seyi ogretir
0gretmez 0grenci bunda basarili
olmayacak ve bunu beklememeli ve
Olcmeyi de ona gore yapmamali. Bu
nedenle belki uzun siireli 6devlerle
olcmeli ki cesareti kirilmasin. Belki
daha onceki dil ediniminden
kaynaklanan bir avantajla hocanin
sordugu soruya hemen cevap verecek
bir 6grenci varken sinifta, daha geg
cevap verecek insanlarda dile kars1 bir
sorun oluyor. Language attitude
changes. Bu cok onemli bir sey eger
0grenci inanmiyorsa yapacagi ise,
kiriliyor belli bir noktadan sonra.

Also a teacher should know that a
student will not be successful at
anything as soon as it is taught,
s/he should not expect that and
shouldn’t assess the students
according to that. That’s why
evaluation should be based on
long-term assignments so as not to
discourage the student. While
there are students with an
advantage of his/her prior
language acquisition, who
immediately answer the teacher’s
question, a language problem may
face the ones who need some time
to think to give an answer.
Language attitude changes. Unless
the student believes in what s/he is
doing, s/he becomes demotivated
after a while (Graduate 11).

Another one working in a state primary school mentioned the
importance of being competent in material adaptation and more importantly in
material development, since they have very limited sources and ineffective

course materials:
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MEB’de c¢alisiyorsaniz, onlarin verdigi
kitaplar inanilmaz yetersiz. Cocuklara bu
yetersizligi sunmaya insanin vicdani el
vermiyor ¢iinkii hi¢cbir sey yok kitapta. O
yiizden yoktan var etmeyi bilmek lazim.
Ben mesela kitaba bagli kalmadan yaptim
derslerimi... Her ders 15-20 kelime
ogrettiysem ki teoride 7-8 kelime diye
geciyor bu ama biitiin dersi 7-8 kelimeyle
geciremeyecegim i¢in her kelimeyi bir
ogrenciye verdim. Dedim ki “bu kelimeyi
gordiigiinlizde sizin aklinizda ne
cagrisiyor”. Mesela okul kelimesini
o0grendiysek bunun resmini ¢iz ya da
sefkat kelimesinin resmini ¢iz”. Daha
sonra o kelimeyi ve resimleri duvarlara
astirdim o sekilde ve cocuklar hakikaten o
kadar giizel 6grendiler ve o kadar keyif
aliyorlardi ki Ingilizce dersinden... Baska
sekilde 6grenemezler ¢iinkii ¢ok kiiciik.
Ders kitaplarinin kasetleri yok. Audio bir
sey almiyor ¢ocuklar, bari boyle gorsel bir
seyle desteklemek gerekiyor. Diizensiz
fiilleri mesela duvara astirdim, sonra
dedim ¢ocuklara bunlar1 bos vakit-
lerinizde - Okulun duvarlarina puzzle
yaptim gibi- Onlara dedim ki kitaptan
bakarak bunlarin 3 hallerini bulun, yan
yana getirin. Cok kisa bir siire de yaptilar,
inanilmaz keyif aldilar ve sonunda
ogrendiler.

If you work at MOE, the course
books are incredibly insufficient.
Your conscience doesn’t allow you
to present this deficiency to kids
because there is nothing in those
books. Thus, you should know how
to create something from nothing. I,
for instance, did not stick to the
book in my lessons... Although in
theory 7 to 8 new words should be
presented, I presented 15-20 words
since 7-8 words were not enough for
one class hour. I distributed one
word to each student and asked them
to draw the picture they visualize
about that word. For example, draw
the word “school” or “tenderness”.
Then I had them hang their pictures
on the walls and they really learnt
from those pictures and enjoyed the
English lessons... They cannot learn
in another way because they are
very young. We do not have the
cassettes of the course books. They
cannot receive aural input, so it is
necessary to reinforce with visuals.
For instance, I had them hang the
irregular verbs on the school walls-
I, in a way, made a puzzle for them-
and asked them to find the present,
past and past participle forms in
their spare times using the book and
to hang them together. They found
them all in a short time, really
enjoyed it and learnt in the end.
(Graduate 6).

A participant working at a private tertiary institution highlighted the
importance of planning lessons in order to have successful lessons. She
reflected on her education and herself to emphasize the importance of using
what she had learnt in pre-service teacher education and adapting it in her

profession:
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... derse hazirlikli gitmek ¢ok dnemli.
Ciinkil derse hazirliksiz gittigimde
warm up’a bagliyorum, konu 6yle bir
yere gidiyor ki reading’e donemiyorum
tekrar. Derse hazirlikli gittigimde
bambagka bir hocayim sinifta ve bu
cocuklari da etkiliyor. Ben
hazirliksizken direkt aliyorlar enerjiyi.
Ben hazirlikliyken ¢ok istekliler.

... it’s important to be well-prepared
for the lesson. When I’'m not well
prepared, I start the warm-up
activities but the topic becomes so
rambled that I cannot wrap it up for
the reading activity. When I’'m
prepared, I'm completely a different
teacher and this also affects the
learners. When I'm not, they directly
receive the negative vibrations.
When I’m prepared, they are
motivated (Graduate 7).

While most of the participants indicated language and pedagogic

knowledge as a must, one of the participants working at a private primary

school put forward that she can use only ten percent of her knowledge of

university education due to the institution she has been working at, and the

level and profile of the students she has been teaching. She mentioned that her

ideas on a competent language teacher had changed after graduation in the first

year of her teaching experience:

Mezuniyet 6ncesinde hep soyle
diisiiniirdiik bir Ingilizce 6gretmeni dile
cok hakim olmali, speakingi,
pronunciationi, readingi ¢ok iyi aktive
edebilmeli, writing de ¢ok iyi sunumlar
yapabilmeli diye diislinlirdiim ben.
Elimden geldigimce gelistireyim,
okuyum, yaziyim 6greneyim diye bir
calismam olmustu ama mezun olduktan
sonra aslinda sahip oldugun bilginin
sadece %10’unu kullanabiliyorsun
ogrenciye bagli olarak, kuruma bagl
olarak ya da ortama bulundugun sehrin
kiiltiirtine bagli olarak degisen bir oran.
Simdi ise bir 6gretmen sinif1 nasil
motive edebilmeli, nasil kontrol
edebilmeli [diye diislinliyorum], yas
grubunun 6zelliklerini ¢cok ¢ok iyi
bilmesi gerekiyor.

Before graduation, I always
thought that a language teacher
should be competent in language,
good at activating speaking,
pronunciation and reading and at
delivering presentations in writing.
I tried to do my best to read, learn
and improve myself, but after
graduation you can only use 10%
of your knowledge depending on
the students, the institution or the
culture of the city you teach at.
Now [I think], a teacher should
know how to manage classes and
to motivate the students and know
the characteristics of her age group
very well (Graduate 4).

Other participants also mentioned the relation between a language

teacher’s competence in her profession and his/her students. While five of them
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indicated knowing the students in terms of their needs, wants, interests and

lacks as an essential competence, five other respondents mentioned classroom

management as the crucial competence to survive in class, and same number of

graduates mentioned competence in having positive rapport with students.

Besides, a participant from a private tertiary institution emphasized that no

matter how well a lesson is planned and how many different activities are used,

if the lesson does not appeal to students’ needs, it is just a failure. Another

participant from a state primary school, on the other hand, called attention to

the importance of taking students’ interests and level into account while

planning the lessons:

...en ¢cok 6nem verilen sey
ogrencilerin ihtiyaclarina kargilik
verebilme. Mesela biz bir ders
hazirliyoruz iginde biitiin Multiple
intelligence’lar1 barindirtyor, skilleri
barindiriyor. Ama 6grencinin ihtiyaci
o degilse begenilmeyen bir ders
oluyor... Ogrenciyle rapport cok
Onemli ama bir yandan da o dengeyi
saglamak gerekiyor. Yaslarimiz ¢ok
yakin onlarla. Farkli isteklerle gelen
ogrenciler bile olabilir yani. Biraz
mesafeli yaklagmak gerekiyor. Bir
ucunu kagirdigin zaman
tutturamiyorsun.

Teoride bize dgretilen gibi ¢cocuklar
her seyi hemen bir derste anlayamaya-
biliyor. O yiizden gercekgi design
etmek gerekiyor. Bir konuyu bir
derste verdim bitti yok. Ders planlar1 o
sekilde oluyor ama gergekte dyle
degil. Simultane olaylara ¢ok acik
olmali 6gretmen. Ciinkii senin ders
planini alt tist eden bir siirii sey
oluyor. Siire uymuyor, ya da cocuk
isteksiz oluyor. Ya da senin ¢ok giizel
hazirladigin bir materyal o sinif icin
uygun olmayabiliyor. O yiizden her
seye hazirlikli olup aninda bir sey
ogretmek gerekiyor.

Addressing students’ needs is given
full weight. For instance, we prepare a
lesson full of multiple intelligences,
skills and so, but if it does not appeal
to students’ needs, it is not
appreciated. The rapport with the
students is very important but at the
same time there needs to be a balance.
Our ages are really close. There could
be students with odd demands as well.
It is necessary to maintain a little
distance. If you don’t, things may get
out of control (Graduate 5).

The kids may not understand a
language point in one lesson as shown
in theory. That’s why it is necessary to
plan [lessons] realistically. You cannot
say “I present the point and it is over”.
The teacher should be ready for
unexpected things because many
things may happen to ruin your lesson.
Time is not enough or the students are
demotivated. Or a well-prepared
material may not be suitable for one
specific class. Thus, you have to be
ready for everything and have the
flexibility to teach something else
(Graduate 6).
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Participants from private primary, secondary or tertiary institutions put
emphasis on the importance of classroom management as the initial
competence for teachers in terms of in-class competencies. To illustrate, one
participant mentioned that being highly competent or being incompetent in
knowledge of language does not make any difference when classroom
management is the first problem to be solved in class (Graduate 4). Moreover,
two of the participants even indicated that they had decided to leave the
institution they were working at the time of the interviews due to the classroom
management problems they had during that year and mentioned their ideas

about their experience as follows:

Young learnersda sinif kontrolii. Acayip
onemli bir sey. Sinif kontrolii saglan-
diktan sonra her sey corap sokiigi gibi
gidiyor. Dersi anlatmak i¢in 6grencileri
susturtmak lazim... 3. ve 4. siniflara
giriyorum ama ders doldurmalarla tiim
stniflar1 gordiim, en 6nemli 6zellik bu.

Ders anlatmak, metot, teknik degil
sorun, ¢ocuklar1 yerine oturtmak
sorun... O takildigim nokta, sinif
yonetimi noktasi. Olur da sinif susarsa
cok giizel ders isliyorum ve ¢ok da
mutlu ayriliyorum. “6gretmen olmak ne
giizelmis” diyorum... Bu sinif yonetimi
sorununu asarsam bagka bir sorun
yasayacagimi diislinmiiyorum
acikcasi... Sinifa giriyorum “¢ik disari,
niye geliyon” diye bagiriyorlar. Arkami
dondigiimde sarki soylemeye
basliyorlar. Birine kiztyorum, “niye
sinirlendin yav” diye bagiriyorlar.
Resmen bir sirk alani, ders degil. Kavga
edenler, ucak atanlar, utantyorum
aglayasim geliyor, yediremiyorum
kendime.

Classroom management with young
learners is highly important. When
you manage the classes, the rest
follows easily and quickly. It is
necessary to silence the students to
teach... I teach third and fourth
graders, but I taught the other classes
while substituting; this is the most
important thing (Graduate 9).

The problem is not instruction,
method or technique. The problem is
to have students sit down... My
problem is about classroom
management. When the class is
silent, I have very good lessons and I
leave the classroom happily. I say
“how nice it is to be a teacher”... If
overcome this classroom
management problem, I do not think
I'll have any other problems... I
enter the classroom and they all yell,
“Why are you coming?” I turn my
back and they start singing. I get
angry with one of them; they yell,
“Why do you get angry”. Not a
lesson but a circus: some are
fighting and some are flying paper
planes. I feel embarrassed and feel
like crying. I cannot take it anymore
(Graduate 10).
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On the other hand, two participants specified the need for having
positive rapport with students as an important competency not because they

lack it but because they have learnt how to achieve it eventually:

Classroom management konusunda ilk
donem problemler yasadim ama 2.
donem onlar1 da agtigimi fark ettim.
Onlarla iliskimi de iyi tutarak
classroom management’i sagladigimi
gordiim

Cok anlayish aym zamanda cok
disiplinli olmalisin, ikisi bir arada
bazen zor olabiliyor. Ogrenci ile
iletisiminin iyi olmasi lazim ¢iinkii
donem boyunca almalar1 gereken
derslerle cakisan bir Ingilizce
programu var. O yiizden siirekli
motive eden, arkadas¢a yaklasan,
baglar1 sikistiginda yardimci olan bir
ogretmene ihtiyag var. O sekilde
olmak gerekiyor, bana onu dgretti. ik
etapta ¢ok strictim notlar konusunda
ama zamanla bunu esnetip daha
anlayish bir hoca haline geldim.

In the first term, I had problems in
classroom management, but in the
second term I got over this problem.
I realized that by developing good
rapport with students, I’ve provided
classroom management (Graduate
5).

You have to be understanding but at
the same time disciplined. It is
sometimes difficult to achieve both
at the same time. There should be
good rapport with students because
the English program clashes with the
required departmental courses
during the term. Thus, they need a
teacher who motivates them, who is
friendly and helpful when they need
it. I’ve learnt it from experience. At
the beginning, I was really strict
about the grades, but in time I’ve
become a flexible teacher (Graduate

D).

In addition to rapport with students, rapport with parents was also
mentioned as a competence by four, rapport with the institution was indicated
by three of the participants. While the participants teaching at tertiary
institutions did not mention having relations with parents as a competence, the
ones working at private primary and secondary institutions emphasized how
important it is to have such a competence and mentioned the problems they had
experienced due to being incompetent and inexperienced. Moreover, they also
underlined that a teacher’s competence in handling the situations with parents
enables him/her to have a positive relation with the administration as well,

since parents are important stakeholders in private institutions:
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Velilerde gelip sey diyorlar “siz
Ingilizce dgretemiyorsunuz”. Ben de
direk “ama nasil ya, ben 4 y1l boyunca
¢ok caligsmigtim, bunun nasil
yapilacagini biliyorum, tamam kontrol
asamasinda sorun yastyorum, kabul
ediyorum, ¢cocuklarin bana alismasi
gerekiyordu, zaman gerekiyordu onu
da hallettim, bunu bana nasil
sOylersiniz” diye soyledigimde
arkamda idarenin de destegini
alamayinca rahatsizlik oluyor. O
yiizden isimi degistirmek istiyorum.

Veliler ¢ok biiyiik sorun ¢iinkii [okulda]
veli baskist var. Herseye veli itiraz
edebiliyor ve o hakki kendinde
gorebiliyor. Bunu dogru yontemlerle
yapanlar da var ama saygisizca olan da
var... [lk baslarda sayg1 cercevesinde
gotiirmeye caligtim isleri ama iizerime
geldiklerini goriince, ipleri saglam
tutmaya ¢alistim diyebilirim. Ozel
okulda olunca her hakki kendinde
goriiyor. Ozel okulda olabilecek en iyi
statii veli diye diigtiniiyorum... Okulun
belli bir talebi yok, daha ¢ok 6grencilere
sevgi gostermemizi bekliyorlar. Velilere
kars1 saygi1 cercevesinde olmasini
bekliyorlar.

The parents say, “You cannot teach
English”. But then I say “but I
studied really hard for 4 years, |
know how to do it, I know I have
problems in classroom management
and I accept it. The kids needed to
get used to me and I needed some
time but I got over it as well. How
can you say that to me?”” But when I
cannot have the support of the
administration, it feels irritating.
That’s why I want to change my job
(Graduate 4).

The parents are a big problem
because they have a strong influence
[at school]. They think it is their
right to object to anything. Some
watch their manners but some make
objections disrespectfully... At the
beginning, I tried to be considerate
to handle the relations but I realized
that they had been discourteous to
me and I tried to keep a tight rein on
them. Being in a private school, they
think they have all the rights. I
believe the parents have the best
position in a private school... The
school does not have a specific
demand; they want us to show
affection to students and to be
respectful towards parents (Graduate
9).

Another participant mentioned her somewhat deficient competence in
classroom management, which caused her to have problems with the school
administration. She indicated that the administration should also have the

competence of being thoughtful rather than being insistent on their demands:
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Simfta beni bir otorite olarak gérmek
istemiyor cocuk ama idare benim otorite
olmamu istiyor. Idare yiiziinden serseme
dondiim. Gomlegi disar1 ¢ikmayacak,
kravat1 diizgiin olacak, sakiz
cignemeyecek, kulaginda kiipe
olmayacak... O kadar korkung bir baski
kuruyorlar ki ve camdan izleniyorum.
Fakat cocuk beni otorite olarak
gormedigi i¢in siirekli yagimi
soruyorlar, 20 yasinda bir kiz geldi ders
anlatiyor onlarin goziinde. Ben onlara
sakizimi ¢ikar, kravatini diizelt, yerine
otur dedigimde daha da itici olmaya
baglad1 durum. O yiizden iletisim
sorunu yasadim cocuklarla ama bunun
tek su¢lusunun ben oldugumu
diistinmiiyorum. Ben ders anlatirken
dersim boliiniiyor ve “hocam, arkada
cocuk sakiz ¢igniyor gérmiiyor musun”
deniyor. Bu bana ¢ok garip geliyor.
Boyle bir sey olunca dersten sonra
sOylenmeli. Bunlar oluca ben gerildim,
gerilince derste rahat olamadim, rahat
olamayinca bu da ¢ocuklara yansidi.

Students do not want to see me as a
figure of authority but the
administration wants me to be one.
Their shirt must be proper, their ties
must be straightened, and they
should not chew any gum and should
not wear any ear rings... They have
such a dreadful pressure that I am
observed through the door window.
But since they do not see me as a
figure of authority, they keep asking
my age. For them, a 20-year old girl
lectures in class. The situation gets
more irritating when I started asking
them to take out their gum, to
straighten their ties and to sit down.
Thus, I had communication
problems with students but I do not
think I am responsible for this on my
own. When I am in class, they
interrupt and say “there is a kid
chewing at the back row, haven’t
you seen him?” This is very strange
to me. Such a thing should be told
after the lesson. When such things
happened, I got tenser. The tenser I
became, the less comfortable I was
in class, which reflects badly on the
kids (Graduate 10).

Finally, all of the participants emphasized the importance of personality
mentioning flexibility, motivation in teaching, hard working, empathy, being
open to professional development, self-discipline and self-confidence as
important elements of a teacher’s being competent in foreign language
teaching. Specifically, one of the participants indicated that she is aware of the
time concerns of her freshman students, and she has become more flexible
since she first started teaching. Another participant with an experience of one
year also indicated that being flexible is important in order to adapt to changing
situations and lack of materials in class/school. Moreover, one other
interviewee mentioned competence in professional development and
determination as a prerequisite to student motivation. Besides, three of the
participants stated if the teacher does not carry the above qualities; it is not

possible for him/her to gain the language teacher competencies through
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Ogretmende 6gretmen kumaginin
olmasi lazim. Birisine baktiginizda o
ogretmen olur ya da olmaz m1
anlayabilirsiniz. O uzaktan egitim almis
ama sinifta ¢ok iyiydi cocuklarla
iletisim acisindan ciinkii cocuklari
seviyor, ilgilenmeyi, dertlerini
dinlemeyi seviyor. O yiizden rahat
arkadagslik kurabiliyor, o yiizden o
anlamda benden daha iyiydi.

Ben gecen sene 6grencilerimle ¢ok [sey]
paylastim; iiniversite 6grencisi olmay1
yetigkinlik zannettim. Ama ben de
[vetiskin] degildim o zamanlar. Bu yil
akillandim. Cok tiziiliiyordum onlar igin
bu da management: etkiliyordu. Ters
bir laf edemiyordum, karsimdaki insan
21 yasinda ben 22 yasindaydim. Fazla
tolere ettim ama kisiligimde var benim
bu. Ogretmen dogulur demiyorum ama
kisilik cok dnemli.

education. In other words, they said that competent teachers are “born, not

made” giving examples from other teachers or themselves:

Teachers should be born not made.
You can understand whether one can
teach at first sight. She had on-line
education but was very good in class
in terms of communication with
students because she loves kids,
listening to their stories and their
problems. In this respect, she was
better than me (Graduate 8).

Last year I shared many [things]
with my students. I thought being a
university student is being an adult.
But then I was not an adult either. I
got mature this year. I was sorry for
them and this was ruining the
classroom management. [ couldn’t
say anything critical, they were 21
and I was 22. I over tolerated but
that’s who I am. I can’t say “teachers
are born” but personality is very
important (Graduate 7).

The third question of the graduate interview explores whether the
language teacher competencies change according to the level, institution and
length of experience. All of the participants indicated that the teachers should
have different/ additional/ other competencies depending on the school where
they work. One of the participants working at a state tertiary institution
explained that even the teachers working in two different branches, English
preparatory program and freshman program, of the same institution should
have different language teacher competencies in order to fulfill the needs of the
students. She also mentioned that institution-based competencies are developed

through experience:
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Hazirlikla bile ki aynm1 kurum iginde,
bizden beklenenle karsilagtirildiginda
farkli. Yani genel Ingilizce 6gretirken
kullanman gereken beceriler daha ¢ok
gramer teachinge yonelik, bir gramer
kuralint manali, mantikli bir kontekst
icinde anlatabilme, buna uygun pratik
aktivitelerini dizayn edebilme, sinifta
interaktif bir ortam olusturabilme gibi
seyler daha 6n plana ¢ikiyor. Insanlarda
bunu daha c¢ok kullandiklar1 i¢in daha
cok gelistirebiliyor. Bizde daha fazla bu
reading, writing kullanim1 iizerine,
kocaman bir teksti alip bunun
derinlemesine nasil inilir, daha ¢ok
critical thinking, yani higher order
thinking skills tizerinde daha ¢ok
duruyoruz. Bu tiir seyler daha fazla
gelismeye yonlendiriyor insani. Onlar
da mezun olunca edinilen seyler degil.
Teorik bilgi, alt yap1 var ama anlatarak,
ogreterek gelistirdigimiz seyler, o
ylizden ¢ok farkl.

Despite being in the same institution,
English preparatory school has
different expectations compared to
our department. I mean, the
competencies in order to teach
general English, especially grammar
teaching: presenting a grammar point
in a meaningful and logical context,
designing practice activities,
establishing an interactive
environment in class stand forward
there. The ones working there
develop these competencies for
using them more often. In here, the
focus is on reading, writing: using a
long text and analyzing it in detail,
critical thinking skills. I mean higher
order thinking skills are emphasized.
These encourage one to develop
herself more, but you gain these after
graduation. We have theoretical
knowledge and background but we
develop these [competencies]
through teaching. Thus, they are
different (Graduate 1).

Similarly, another participant stated the teachers should have different
competencies in order to plan different lessons and to manage different classes
of the same course. Moreover, the other participant from a private tertiary
institution highlighted lesson planning and materials development and
adaptation as the highly needed competencies compared to primary or
secondary institutions because her institution constantly controls the teachers,
and the students’ expectations are higher. As she indicates, this expectation on
language teacher competency does not change from an experienced to a novice

teacher, since the institution expects its entire staff to work efficiently:
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Kendi kurumum i¢in konusuyorum...
Devletle karsilastiginda, kesinlikle cok
fark var. Hkt’)gretimde, lisede, orada
calisan arkadaglarim var derse hig¢
bakmadan dogaglama giriyorlar. Benim
imkan1 yok bakmadan derse girmeme ya
da materyal hazirlamadan gitmeme...
Genellemek imkansiz ama 6zel
kurumlarda daha ¢ok yapabileceginin en
iyisini yapmani bekliyorlar, somiirii
degil bu. Herkesten standart beklentiler
var. Yiiksek beklentiler.

Speaking of my institution... there
are many differences compared to
state institutions. I have some friends
teaching at primary and secondary
institutions and they enter the class
without planning at all. It is
impossible for me to go without
planning or preparing materials... I
can’t make generalizations but
private institutions expect the best
you can do; this is not taking
advantage of people. They have
standard expectations from
everyone, high expectations
(Graduate 5).

Furthermore, according to her experience both in tertiary and state
schools, one of the participants working at a state primary school indicated that
private institutions have higher expectations from their teachers, since they do
not have financial problems in supplying technical aids and sponsoring in-
service teacher training. However, she claimed that neither the inspectors of
state schools nor the school headmasters can speak English, read the lesson
plans written in English and understand the lessons conducted in English.
Thus, it is impossible to expect those teachers to develop and improve their
teaching professionally. Moreover, she pointed out that a language teacher
should have different out of class competencies depending on the area, city or

the village where they work in Turkey:
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[Ozel okulda] bizden en 1yisi
bekleniyor. Ordayken biz her tiirlii seyi
kullanmak zorundaydik. Her tiirlii
elektronik aleti sermis [okul sahibi]
oniimiize. Istediginiz yayinevinden
istediginiz kitabi satin alalim ya da
getirelim, istediginiz seminere
gonderelim, siz yeter ki ¢aligin yapin
derdi... Devlette ben bir defa teftis
edildim ama adam Ingilizce bilmiyor...
Sadece bana dedi ki “¢eyizini getir
bakalim”. Ceyiz dedigi dosyan, yani
yillik plan, giinliik plan, ¢cevre
incelemen var mi1? Bir de bir kola bagh
olmak zorundasiniz ve benim ki “okul
miizesini korumak ve tanitmak” idi.
Tiirkiye’ nin hangi okulunda miize varsa
artik. Onun tutanaklarini sunuyorum,
“aferin cok giizel hazirlanmigsin” diyor.
Derse gelecek misiniz dedigimde, “yok
ben Ingilizce’den anlamam” diyor.
Cocuklara soru sorsaydiniz diyorum,
“gerek yok, sen 0gretmissindir” diyor...
Miidiir dersime girip, planima bakiyor.
Ingilizce ders plam yapiyorum bana
diyor ki “bari bu bagliklar1 Tiirk¢e
yaz”... Devlet icin konusuyorsak
kurumdan kuruma art1 sehirden sehre
[degisir]. Batidaki okulda beklenen
seyle dogudaki okulda [6gretmenden]
beklenen sey ayni degil... Koy
ogretmenleriyle bir araya geldiginizde
birbirlerine hava atiyorlar, ka¢ tane kiz
Ogrenciyi okula ¢ektikleriyle ilgili.

[In private schools], they expect us
to do our best. When I was working
there, we had to use every kind of
aid. [The school owner] supplied
every kind of electronic tool, and
said they could purchase whichever
book we want, send us to any
seminar, provided that we work... In
state schools, once an inspector
visited my class. He didn’t know
English; he wanted to see my lesson
plans, yearly plans and social club
file. I was in the school museum club
but which school has a museum in
Turkey? He said “Well done, you are
well prepared”. I asked if he would
visit my class to observe me, he said
he had no idea about English. I
suggested him asking questions to
students. He said “no need, I am sure
you have taught them”... The
principal visits my classes and
checks my lesson plans. When he
sees my plans are in English, he says
“at least write the names of the titles
in Turkish”... If we speak of state
schools, the required teacher
competencies change from school to
school and from one city to another.
The expectations of a school [from a
teacher] in Western Turkey are
completely different from those in
Eastern Turkey... In gathering with
the small town teachers, they boast
about the number of girls they had
enrolled in school (Graduate 8).

The difference between state and private institutions in their demands
from their language teachers was also mentioned by another participant
working at a state primary school in Ankara. According to her, although the
private institutions have difficult tests and interviews to test language and
subject area knowledge of the teachers they will hire, the language teachers
working at state schools are hired through KPSS, Selection Examination for
Professional Posts in Public Organizations. However, she indicated that KPDS,
Foreign Language Examination for Civil Servants, scores of the applicants

should also be used in order to assess their competence in language:
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Ozel zaten 6nce bayagi bir testten
gecirerek aliyor kendi ¢alisanlarini... ama
devlette calisanlarda dyle bir sey yok.
KPSS puanina gore atandigimiz i¢in
bizim genel kiiltiir, genel yetenek ve
egitim bilimleri sorularini ne 6l¢iide
cevaplayabildigimiz 6nemli. KPDS’ye
gore almiyorlar mesela. KPDS art1 KPSS
alsalar bir anlamda Ingilizce yeterliligini
Olcebilirler.

The private institutions conduct
different tests to hire language
teachers anyway... but this is not the
case in state schools. Since we are
designated according to our KPSS
scores, the important thing is to what
extent we answer questions of
common knowledge, general skills
and educational sciences. They do
not hire according to KPDS score,
for instance. If they hire according to
scores of both KPDS and KPDS,
they can in a sense evaluate the
language competence (Graduate 2).

Another state school teacher indicated that the competency in English

language and in ELT is the last thing expected from her, since she needs to

have different competencies from other state school teachers in order to help

her students not only in language learning but also in general education for

being a teacher in a boarding school:

Benim okulumda benden Ingilizce
ogretmem en son beklenen sey... Daha
cok egitim agarlikli ama farkl1 bir
ilkogretim okulunda ¢aligsaydim durum
farkli olurdu, benden ¢ok baska seyler
beklenirdi... [Burada] bizden beklenen
de 6nce onlara abla, anne [gibi
olmamiz]... O sevgiye olan ihtiyaclarini
bekliyorlar. Anlayis cok dnemli mesela.
Eger sen de itersen biliyoruz ki o
cocuklar kaybolup gidecekler hayatin
icinde. Zaten Oyle bir baglaniyorlar ki
siz istemeseniz de bu boyle oluyor.
Sizden beklenen bu ilgiye cevap
vermek. Gegerken bir giiliimsemek bile
onlar icin cok biiyiik bir sey. Ya da her
an dertlerini dinlemeye hazir olmak,
goniilli bir ablalig1 ya da manevi bir
anneligi kabul etmek.

Teaching English is the last thing
they expect from me... Mainly based
on education, but if I was working in
a different state school, the situation
would be different, and they would
expect other things. [Here] we are
expected to be like a sister or a
mother to the kids... they need to be
loved. Understanding is very
important, for example. We know
that the kids will be lost, if we push
them aside. Even though you don’t
want it, they are attached to you
anyway. You are expected to return
this affection. Even a smile is a big
thing for them. Or being ready to
listen to their problems; it’s like
admitting being a volunteer sister or
mother (Graduate 6).

Moreover, one of the participants teaching at a private primary school

and having an experience with adult learners indicated that the age of the

language learners also changes the competencies expected from a language
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teacher. She stated that competence in language knowledge is much more
important while working with adults than it is while teaching young learners.
Additionally, she mentioned that competence in classroom management and
relations with not only colleagues but also their parents is much more crucial in

primary schools compared to adult education.

[k calistigim yer her ne kadar
iiniversiteye bagl olsa da dershane
gibiydi sistemi. Orada daha ¢ok bilgi
onemliydi. Ogrenci sizin tiim
stnirlarinizi zorluyor. Ama burada
[ilkogretimde] ben Ingilizce’ mi hig
kullanamiyorum gibi hissediyorum.
Daha ¢ok kisisel 6zellikleriniz, insan
iliskileri, sinifa ne kadar hakimsiniz,
ogrencilerin size olan bakigini ne kadar

The first institution I worked at was
a language school. Knowledge was
more important there. The learners
want to learn as much as they can
from you. But here [primary school]
I feel like I don’t use my language.
Your personality, human relations,
classroom management, how you
change the way students think of
you are more important (Graduate

degistirebiliyorsunuz. 9).

4.2.1.2 Strengths and Weaknesses of FLE Graduates

Question four examines how competent the participants find themselves
in terms of language teacher competencies, which competencies they are good
at and which competencies they need to further develop. The responses showed
that while majority of the graduates emphasize the competencies they are
strong at such as ELT knowledge, professional development, materials
adaptation and rapport with students; a few participants indicated lack of
incompetence in certain areas such as classroom management, language use
and awareness, planning and adapting theory into practice and rapport with
colleagues and school administration.

One of the beginning teachers of the participant group indicated that she
finds herself competent in terms of her ELT background and specifically in
preparing language tests despite being in her first year of teaching. Having
such a competence makes her different from other teachers in her institution
and brings a new perspective into the language classes, which is also

recognized by her students:
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Sinav hazirlama, yazili hazirlama benim
i¢in biiyiik bir zevk. Gecen donem ilk
yazilida sok olmuslardi. “Aman
Allah’1m, 6gretmenim resim falan var
burada”... Sonra siniflarimiz yer
degistirdi, diger 6gretmenle.. Bu donem
bir 6grenci gelmis diyor, “hocam Allah
sizi inandirsin boyle 6gretim olmaz
canim sikildi yazilida”... flk yazilim
yine 7. siniflara yapmistim. 50 soruyu
goriince birden sok olmuglarda. ..
“hocam ¢ok soruyorsunuz”. “Ama cok
olmasi sizin i¢in daha iyi, 10 soru sorup
birini yapamadiginizda 10 puan gitmesi
daha kotii”... Hepsinin basinda 6rnek
yapmis oluyorum, ne kaldi ki geriye
diyorum ama yine de yapiyorum.

Preparing tests, written tests is a
pleasure for me. Last term, in the
first exam, the students were
shocked; “Oh my god, there are
pictures on the exam paper” they
said... Later, we exchanged classes
with another teacher. This term one
of the students complained that he

got bored during the English exam...

I gave my first exam to seventh
graders. They were shocked, when
they saw 50-questions. They said I
asked too many questions, but I
explained it is better to have more
questions, since they do not lose
more points when they cannot
answer one... I give an example at
the beginning of each section,
thinking there is no challenge left,
but I still do it (Graduate 2).

Another beginning teacher teaching at a state primary school
emphasized her competence in designing, adapting and using different kinds of
visual aids to teach English to her young learner classes. However, her concern
was on her competence in adapting her knowledge into her teaching context for
being inexperienced in the field, which, she believes, can be acquired through

the years of service:
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... ozellikle kiiciik yas gruplari i¢in
sinifa gorsel materyallerle, isitsel cok
olmuyor ama iyi destekledigime
inantyorum. Kendim ¢iziyorum,
internetten buluyorum ya da ¢ocuklara
cizdiriyoruz. Farkli abone oldugum
dergiler var takip etmeye ¢alistigim
onlardan kesiyorum. Eski kitaplardan
falan o sekilde. Internet zaten cok
yardimci oluyor... Ders anlatirken
mesela, planliyorum... Her sey cok
kafamda taze oldugu i¢in cok deneyimli
bir 6gretmen gibi neyi nasil anlatmam
gerektigini cok bilemeyebiliyorum.
Mesela bir tense dgretirken,
[ODTU’deki] bir hocama sanki ders
hazirliyormusum gibi hazirliyorum,
kismen uygulaniyor ama goriiyorum ki
cocuklar o sirada farkli bir sekilde
ogrenmek istiyorlar. Yani teoriyi pratige
uygulayabiliyorum ama her zaman
degil. Bunun eksikligini yasadim ilk
zamanlarda. 3 farkli subeye giriyordum.
Bir gruba girdigimde bir seyi ilk kez
anlatiyorsam orada yanliglarimi fark
ediyordum, hemen géremiyorum belki
ama anlatirken goriityorum, bir érnek
gitmiyor mesela. Ikinci gruba anlatirken
daha farkl1 bir sekilde yapiyorum. O
grupta da gordiigiim bazi seyler oluyor
onu da 3. Grupta diizeltiyorum. Nasil
anlatmam gerektigi boylelikle oturuyor.
Deneyimli olsaydim bu alanda kendimi
gelistirebilirdim. Neyi nasil ¢ikarmam
gerektigini hemen ¢ikartabilirdim. Ben
biraz deneme yanilmalar yapiyorum.

... especially for young learners I
believe I provide not audio but visual
materials. I draw, search the internet
or ask the kids to draw. I cut them
out from the magazines I subscribed
to or from my old books. The
Internet is very helpful anyway... I,
for instance, plan before the lesson...
I may not know how to present like
an experienced teacher does, as
everything is fresh in my mind. For
instance, I prepare a lesson as if I
would teach it here [METU] in front
of an instructor; it is applicable
partially but I realize that students
want to learn in a different way. I
mean, I can put theoretical
knowledge into practice but not
always. At the beginning, I
experienced its limitations. Now I
teach three different groups. When I
apply something I planned, I realize
my mistakes in the first group while
teaching; for instance an example
does not work. I revise it in the
second group and I improve the parts
for the third group. If I were
experienced, I would improve
myself in that. I would immediately
realize how to do it, but I do it
through trial and error (Graduate 6).

The third participant teaching at a state primary school highlighted her
competence in spoken English and how she gained such a competence through
the years of her university education. Moreover, she also mentioned her
competence in teaching grammar while she was teaching at a private secondary
high school. However, due to working at a state school, she thinks these

competencies have been weakening eventually in her present institution:
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Speaking konusunda iyi oldugumu
diigiiniiyorum... Benim yakin
arkadasim native speaker’d1
ODTU’deyken... Ben iiniversiteye
gelene kadar hep Ingilizce miizik
dinledigim i¢in telaffuzum falan ¢ok iyi
ama sohbet esnasinda konusamam.
Bunu diizeltmek icin ... hep Ingilizce
konusuyorduk. [Onun] arkadaslari
Araplardi ve onlarla konusabilecegim
tek dil Ingilizce oldugu icin benim
telaffuzum yavas yavas diizelmeye
bagladi. ... Alan bilgisi ve gramer
acisindan iyi oldugumu biliyorum. Ozel
okulda ¢ocuklar: First Certificate’a
hazirladigimiz i¢in zorlansam da
yaptim... Her seyi bilmek zorunda
degilim kelime olarak ama gramerden
bir soru sorunca cevap verebiliyordum
ozel okul 6grencisine bile... Aslinda
cok fazla devlette insan korelir ama ben
stirekli roman okuyorum, ya da yabanci
kanal seyrediyorum [Ankara’ya
gelince]. Islahiye de bunu izleme
sansimiz yoktu ¢iinkii, benim de gidiyor
konugmam.

I think I am good at speaking. My
best friend was a native speaker at
METU. Since I had listened to
English language music until coming
to university, my pronunciation was
very good, but I could not speak in
conversation. To improve this, we
were speaking in English all the
time. Her friends were Arabic and
English was the only language I
could speak to them, so my
pronunciation improved
eventually... I know I am good at
subject area and grammatical
knowledge. We were preparing
students for First Certificate exam in
the private school; it was challenging
but I made it. I do not need to know
everything in terms of vocabulary,
but I could answer the grammar
questions the private school students
asked... Actually, the ones working
in state schools decline in time but I
read novels or watch foreign
channels [when I’m n Ankara]. I
didn’t have the chance in Islahiye, so
my speaking went downbhill as well
(Graduate 8).

Another participant also mentioned her competence and confidence in
her knowledge of English language teaching due to her personality and her
education. However, she admitted that anger management is a competence she
needs to further develop, even though she finds herself more effective

compared to her initial years of service:
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ODTU gibi bir iiniversiteden mezun
oldugum i¢in ve Oyle bir temel aldigim
icin acgikgasi alan bilgime son derece
giiveniyorum... Ama hicbir sey icin
%100 yeterli degiliz. Ogretmeniz ama
ayni zamanda 6grenciyiz. O agidan
stirekli kendimi gelistirerek ilerlemeye
calistyorum... Her ne kadar anlayigh da
davransam, 6grencinin psikolojisini
anlamaya da caligsak, biz de insaniz.
Her zaman anlayish olmak bir siire
sonra sizi strese sokuyor ve bu ergenlik
donemindeki ¢cocuklar bir siire sonra
dayamilmaz olabiliyor. Iste o kritik
noktalarda gercekten sinirlerinize hakim
olup, o noktalarda anlayish yaklasip en
azindan duygularinizi ona incitmeden
aktarabilmek ¢ok énemli. O konuda ilk
senelerime gore ¢ok daha becerikliyim.

I am confident about my subject area
knowledge as I graduated from
METU and have such a background
... But we are not 100% competent
in anything. We are teachers but at
the same time we are learners. Thus,
I try to improve myself all the time.
Though we try to be caring and try
to understand students, we are also
human beings. Being understanding
all the time makes you stressed after
a while and the teenage kids could
be intolerable after some time.
There, at critical moments, it is
important not to lose your temper, to
be considerate and to communicate
your emotions without hurting them.
Compared to my initial years, [ am
more skillful in that (Graduate 3).

In terms of the competencies the FLE graduates find themselves weak

at, classroom management was the popular answer among the ones teaching at

private primary and secondary institutions. For instance, one indicated that

classroom management is the key competence she should have achieved, since

she cannot control her classes even to start teaching anything. She openly

admitted that she improved her competence in some areas and gained new

competencies, when she did not have classroom management problems.

However, these cases are very rare:

Pek de basarili olmadigim i¢in kendimi
bir seyde iyi bulmuyorum. Classroom
management’i halledince kendimi ¢cok
rahat hissediyorum, ¢ok 6zgiir
hissediyorum. Daha rahat ders
anlatryorum, daha meaningful ders
anlatryorum. Sinifta giiriiltii oldugu
zaman ancak ucu ucuna zar zor bir
seyler yiiriiyor. Garip teknikler
kesfediyorum. Anadili sinifta
kullanmanin faydali olabilecegini
kesfettim gecen giin. Bazen anadili
kullanmak sinifta zaman kazandirir diye
mother tongue: ally or enemy adli bir
seminerde duydum. Biz grammer based
yaplyoruz, communicative yapmiyoruz.
Passive voice olayini tiirk¢e anlattim
konsept olustu kafalarinda.

I don’t find myself competent in
anything as I'm not very successful.
I feel relaxed and free when I
successfully handle classroom
management. [ am calmer and I
teach more meaningfully. When the
classroom is noisy, it is hard to
achieve something. I discover weird
techniques. The other day I
discovered that using first language
in class could be of use. In a seminar
titled Mother Tongue: Ally or
Enemy, I heard that sometimes using
the first language saves time. We
don’t have communicative but
grammar-based lessons. I presented
passive voice in Turkish and they
grasped the concept (Graduate 10).
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Classroom management was also the main problem of another
participant teaching at a private primary school. As she compared her present
experience with young learners to her previous experience with adult learners,
she puts the blame both on herself and the young learner classes she is teaching
for not feeling competent, although she finds herself highly competent in terms

of her ELT background compared to her colleagues:

ELT yaklagimlari, kuramlari, teorileri
konusunda diger iiniversitelerden ve
boliimlerden gelenlere gore biz
hakikaten ELT derslerinde ¢ok sey
ogrenmisiz. Oraya gittigimde bazi
arkadagslarin sordugu sorulara ben
icimden giililyordum bu soruyu nasil
sorar diye. Mesela MI theory. Bunu o
kadar ¢ok 6grenmistik ki oradaki
arkadaslarim o ne ki dediklerinde ¢cok
sasirdim... [Gelismeye ihtiyacim olan
alan] classroom management ama farkl
ortam ve farkli bicimde. Su andaki
yerden ¢ok nefret ediyorum ve
ogretmenlikten sogudum... Her
seferinde “Ogrencileri bir kenara birak
ve milkemmel olarak hazirla” diyorum
ama aklima gelir gelmez bir isteksizlik
oluyor. Sanki hazirlayacagim
yapacagim da neye yarayacak diye
diistiniiyorum. Neyi hevesle
hazirladiysam, bir¢cogu bir hiisranla
sonuglandi.

Compared to graduates of other
universities and departments, we
really learnt a lot in ELT courses in
terms of approaches and theories in
ELT. When I went there, I was
laughing at the questions some of
my colleagues asked. For example,
we talked so much about MI theory
that I can’t believe when they ask
what that is... [The competency I
need to develop is] classroom
management but in another
institution in another context. I hate
the school where I work now and 1
lost my enthusiasm to teach... Every
time I tell myself to leave the kids
aside and to prepare the lesson
perfectly, but when I remember them
I immediately feel unmotivated. I
start thinking what will be the use of
it, even if I get prepared. Whatever 1
prepared eagerly, most of them
turned out to be a disappointment
(Graduate 9).

Although graduate 4 admitted having classroom management problems,
she also mentioned her improvement due to being competent in establishing
rapport with students through helping them gain language skills necessary for
their needs. She emphasized that her first year had taught her a lot and given
her confidence in teaching. However, she regrets being incompetent in
handling her relations with her colleagues and with the administration, when

those tried to interfere with her in-class activities:
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Cocuklar inter seviyedeler ve hep
kitaptan yapmasinlar, farkli bir sey
yapsinlar, yarin iiniversiteye gidecekler,
0zel okul mezunular deyip writing
yapmaya basladim. [Miidiir] kapidan
bakti, grup work yapiyorlardi, “ne
yapiyor bunlar” dedi, “writing
yapiyorlar” dedim. “Niye boyle
yapiyorlar” dedi. “bu bir yontemdir”
dedim. “ellerindeki sozliikler ne” dedi,
“kelime ariyorlar”, “neden birbirleriyle
konusuyorlar” ben boyle “aa yeter”
seklinde. Cok sorguluyorlar hi¢bir sey
bilmedikleri halde, 6grenmeye hi¢ agik
degiller. Kendi dogrular1 dogrultusunda
hareket ediyorlar, desteklemiyorlar.
“Sen bunu iyi yapmigsin, bizim ¢ok
hosumuza gitti” diye motive etme de
olmadigi i¢in kendi kendinize artik bir
sekilde mutlu olmaya calisiyorsunuz...
[Ama daha sonra] 10. siniflar genel
writing sinavi oldu ve orada da writing
part geldi. Orada da “hocam, ya biz
sizin 6grettiginiz gibi konsept map
cizdik, 3 element yaptik onlarin
sublarimi yazdik” demeleri benim cok
hosuma gitmisti.

The kids are at the intermediate level
and I thought it would be better to do
things apart from the book, to do
something different as they would go
to university; I started teaching
writing. We were having a group
work activity in class, while she [the
principal] interrupted and asked what
they were doing; I said they were
writing. She asked why and I
explained that it is a technique. Then
she asked why they were using
dictionaries, and I said they were
looking for unknown words and
when she asked why they spoke to
each other I could not be patient
anymore. They question all the time,
although they don’t know anything
and they are not open to learning.
They just stick to their rights and do
not support [me]. As they never say
“well done, we really appreciate
what you’ve done”, I try to be happy
on my own. .. [But later] the 10"
graders had the general school exam
and they had a writing part there. I
was really happy when the students
said they drew a concept map and
wrote 3 major and minor ideas as I
had showed them (Graduate 4).

Lastly, another beginning year teacher similarly emphasized her first
year as a fruitful experience in developing her competencies in teaching such
as flexibility and adaptability, since she regularly and in detail planned all her
lessons in order not to have any classroom management problems. Moreover,
her competence in having positive relations with her students had also
developed, as she learned planning student- centered lessons taking their needs

into account.
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Ogrencilerin ihtiyacina gore ders
anlatabildigimi diigiiniiyorum. Burada
[ODTU] iitopik diisiiniiyordum. Bir ders
hazirliyim, boyle biitiin multiple
intelligence’lar1 igersin boyle,
presentation, practice, production ¢cok
giizel olsun. Artik 6yle yapmiyorum...
[k basladigimda bunlara controlledlere
karsitydim. Artik 6grenciler ondan
ogreneceklerse o sekilde 6gretilmeli.
Eger translationla dgreteceklerse mesela
past modallar translationla dgretilmeli.
Translation diigman olarak
goriilmemeli. Bu tip konularda iyi
oldugumu diisiiniiyorum. Aldigim
feedback de bu yonde. Mesela adaptable
ve flexible olduguma inanityorum. Belki
ilk yilim oldugu i¢in asla contingency
planim olmadan gitmiyorum. 2 saat
dersim varsa 3 saat ders hazirlayip
gidiyorum.

I think I give my lessons according
to students’ needs. In METU, I was a
utopian. I was thinking of planning a
lesson full of multiple intelligences
and a lesson that covers stages of
presentation, practice and
production. I don’t do it anymore.
When I first started teaching I was
against the idea of controlled
practice but now I think if they learn
it through controlled practice, then it
should be used. If they learn through
translation, past models, for
example, should be presented using
translation. Translation should not be
seen as an enemy. I believe [ am
good at such things. The feedback I
received also goes along with this
idea. I believe I am adaptable and
flexible. Maybe it is because I am in
my first year, but I never go to class
without contingency plans. If I have
2 hours of teaching, I prepare a
three-hour lesson plan (Graduate 5).

4.2.1.3 The Effects of METU FLE Program in General

In the fifth interview questions, the participants were asked whether and
how METU FLE program influenced them in becoming a competent language
teacher. All of the participants firstly and clearly indicated that the program
was very effective as pre-service education, whereas two of the participants
also mentioned that the program could have been more effective in serving
them gain professional competencies.

Three participants teaching at state primary/secondary schools indicated
that the program served them to gain competencies especially on materials
development, adaptation and evaluation; and on analyzing students’ needs, in
which they need to be highly competent due to the poor and limited course
books used in state schools. Particularly, one said the program helped her think
critically and use different ways of problem analysis and problem solving,
while another compared herself to graduates of other departments, since she is

critical about the materials and trying to be creative in adapting them in the
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most effective way. The third one also referred to another teacher in her

institution and indicated the way she differs from her in teacher autonomy of

materials adaptation. The below examples are given respectively for the above

cases:

Kesinlikle katkist oldugunu
diisiiniiyorum. Sene basinda kitab1
elime verdiklerinde “aman allahim bu
ne” dedigimi hatirliyorum. Bir seyler
yapmam lazim, degistirmem lazim...
Bazen kitaptan islemiyorsun da kendin
bir seyler gotiirtiyorsun, biz bunlar1
gordiik, ya da iste orda siirekli
yapti§imiz macro teachingler, onlarin
uygulamasi, “neyi nasil yapmaliyim”,
“bunu ¢ocuklara nasil yaparsam iyi
olur” ve siirekli o biitiin projelerimizde
kullandigimiz resimler... Ben bir ara
sene basinda [...] aldim onlar1
kullaniyorum, dgretirken falan
egleniyorlardi. Sonra bilgisayardan bir
seyler hazirlayip gotiirdim. ..
yapistirmak onlar i¢in ¢ok farkli bir sey.

Bagka bir okuldan mezun arkadasla
bizim okuldan mezun arkadaslarin bir
kere yaraticilik konunda bariz farklari
var. Onlar belki egitim bilimleri olarak,
Tiirkce gordiikleri i¢in o alanda daha iyi
olabiliyorlar. Mesela Kurum A
mezunlarl. Ama onlar standart 6gretmen
oluyorlar... MEB kitabin1 alip tak tak
takip ediyorlar. Biz biraz daha farkli
seyler yapalim diye yaniyorum. Biraz
daha buray1 degistirmeliyim, sunu
yapmaliyim falan...materials adaptation
icimize isledi yani. Hakikaten bunun
ihtiyacini hissediyorsun, bariz siritiyor.
Onu orda goriiyorsun ve degistirmek
icin ne kadar yaraticilik varsa
kullaniyorsun. Bizim okulumuz ¢agdas
diizeyde bugiiniin istedigi 6gretmen
tipini yetistiriyor.

I truly believe that the program made
a contribution. I remember I said
“Oh my God, what’s this?”, when I
first held the textbook in the
beginning of the term. I said “I need
to do something, I need to change
it”... Sometimes you don’t use the
book but bring outside materials; we
have seen such techniques like the
macro teaching activities we always
do, “how should I do that?”, “which
way is more useful for the students?”
and the pictures we use for project
assignments... At the beginning of
the term, I bought [...] and the
students really enjoyed those. Then,
I prepared some materials on
computer... Pasting or sticking
things is entirely different for them
(Graduate 2).

First of all, there are clear
differences in terms of creativity
between our graduates and those of
another university. They could be
better in terms of educational
sciences, since they have those
courses in Turkish. To illustrate,
Institution A graduates. But they
become standard teachers. They take
the MOE textbooks and follow it
step by step. I am dying to do
something different. I'm like “I have
to change this; I need to add that”...
I mean materials adaptation made a
real difference to us. You really feel
the need to revise it, it doesn’t fit.
You see that and you use all your
creativity to change it. Our school
educates today’s modern teachers
(Graduate 6).
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Bizim gibi 6gretmenler ¢cok az. Her seyi
Ogrenen, materials adaptation alan.
Oysa kitabi bible olarak goriip ve cok
bagh kalan ¢ok. “Ben bunu
islemiyorum” dedigimde, “islemiyor
musun, [meslektasim] o zaman ben de
islemeyeyim” diyor.

The teachers like us are very few.
The ones who learnt everything, who
took courses on materials
adaptation... However, there are
many who takes the textbook as a
bible and stick to it. When I say “I
won’t use that part”, she [my
colleague] says “won’t you? I won’t
do it either then” (Graduate 8).

In addition, two participants teaching at a private secondary school
agreed that the program served its graduates to gain not only professional
knowledge but also personal qualities such as discipline and well-rounded
personality through courses of multiple perspectives. However, the less
experienced one indicated that she is strong in terms of her ELT background
but cannot make use of her knowledge, since she cannot speak the same

language with her colleagues and administration in her school:

Bir ODTU mezunu hem giriskenligiyle
hem bildigini, savundugunu akademik
bir sekilde aktarmasiyla diger
iiniversite-lerden mezun olan
ogretmenlerden farkli... ODTU insana
bir disiplin kazandiriyor, yani buradaki
ogrenciler zaten belli bir disiplini olup
buraya kadar gelmis 6grenciler ama
mesleki anlamda da bu isin ne kadar
ciddi oldugunu, derse girip ders
vermekle degil diger alanlarda da
kendilerini gelistirmesi gerektigini
ODTU ¢ok giizel veriyor, bu da her
boliimden dersler sunarak [oluyor].
Literature, linguistics, EDS dersleri yani
genis bir yelpazesi var aslinda bizim
curriculumimizin.

A METU graduate is different from
the graduates of other universities
both in his/her being and in the way
s/he communicate what s/he knows
or what she defends... METU
disciplines its students. The students
have a certain self-discipline to be
here anyway, but at METU the
seriousness of the profession and
how important it is to enrich oneself
not only in the courses but also in
other areas through offering courses
from different departments are
emphasized. Literature, linguistics
and EDS: our curriculum actually
has a wide scope (Graduate 3).
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Alt yapilarimiz ¢ok farkli insanlarla,
ayn dili konusamiyoruz. Bizi oraya ise
almalarinin nedeni o sistemi
degistirmek ama bize o firsati
vermiyorlar... [Mesela] vocabulary
teaching yapicaz... “bunu bir context’e
oturtsak” dedik, obiir hoca dondii “o ne”
dedi. ODTU’den ¢ok saglam bir ELT
alt yapisiyla mezun oldugumuzu
diisiiniiyorum. insanlari ELT
seminerlerinde kesfettigi seyleri ben
dorder beser defa aldim ben zaten
okulda.

Our background is completely
different from the other people; we
can’t speak the same language. The
reason why we were hired is to
change that system but they don’t
give this opportunity... [To
illustrate], we would do vocabulary
teaching... we were talking about
having a context for teaching the
vocabulary items, they asked what
context was... I believe METU
formed a privileged background to
our teaching. I have already grasped
the things people discover in ELT
seminars many times at school
(Graduate 10).

Two participants teaching at state tertiary schools emphasized that the

effectiveness of the program changes according to the attitude of a person

towards the teaching profession and according to the personal development

through the undergraduate education. Thus, although both believe in the effect

of the program in serving them and all other graduates gain certain

competencies both as a language teacher and as an educated person, they

mentioned the importance of personal motivation in becoming a competent

teacher:

Metodoloji bilgisi agisindan, Ingilizce
yeterliligi acisindan boliimiin beni ¢ok
gelistirdigine inaniyorum. Ama bunun
birazcik da kisisel bir sey olduguna
inanityorum yani ayni programdan
mezun olan herkesin ayn1 seviyede
olmadigi da agik bir sey. Biz mezun
oldugumuzda iyi yerlere girebilen 5-6
kisi vardi belki. Ama hi¢ Ingilizce
konugmadan mezun olanlar bile
olmustu. Yani kisinin kendisini ne kadar
gelistirdigi cok daha fazla onemli.

I believe that the department
developed my competencies in terms
of methodological knowledge and
English language proficiency.
However, I also believe that this is a
bit personal; in other words, it is
obvious that all graduates of the
program are not at a standard level.
When we graduated, there were 5 or
6 of us who could start teaching at
prestigious institutions. But there
were graduates who hadn’t ever
spoken English through the
undergraduate education. I mean to
what extent a person develops
him/herself is much more important
(Graduate 1).
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ODTU de bir siirii imkan var ama
biliyorum kendi arkadaslarimdan daha
kiitiiphane kart1 olmayan vardi. Insanin
“ODTU’yii kazandim tatmin oldum”
degil, “daha yapmam gereken seyler
var” demesi gerekir. Sirf ODTU’yii
bitiren herkes boyle diyemem ama
burayi bitiren insanda da farklilik
olduguna eminim, %100 eminim... En
azindan ben bilimsel bir sey
okudugumda ODTU’lii arkadaglarima
dedigimde alinmiyor, olabilir diyor. Ben
bu esnekligi goriiyorum... Her ne kadar
Hoca A bize hazir degilsiniz demisti.
Ama c¢ikinca gordiik ki hala hazir
olmayan ama 20 yildir hocalik yapan
insanlar var.

METU has many facilities but I
know from my friends that there
were some students who didn’t even
have a library card. One shouldn’t
say “I am satisfied with being in
METU” but should say “there are
more things that I should do”. I can’t
say all METU graduates are like
that, but I am a 100% sure that
METU graduates have a
difference... At least, whenever 1
read something academic and speak
about it to a METU graduate, s/he
does not take offence but thinks that
it’s possible. I find this flexibility in
them... Although Instructor A told
us that we weren’t ready, when we
graduated we realized that there are
people teaching for 20 years and still
not ready to teach (Graduate 11).

Moreover, while nine interviewees discussed program effect on their
professional career through the initial years of teaching, two participants
teaching at private tertiary institutions emphasized that the program could have
been more effective. One of them believes that the program underestimated
their capacity as undergraduate students, although they were the successful
students in the university exam. Besides, the other one thinks the perception of
the effect of the program changes from one graduate to another, since they had
different teachers, and the practical side of the program could have been more

effective:
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Katkis1 yadsinamaz ama daha iyi
olabilirdi desem yeterli mi? Bizler bu
okula iyi kapasite ile geliyoruz,
Ingilizce bilerek geliyoruz. Daha
onemlisi ilk 100°deki insanlariz
[OSS’de]. Tiirkiye nin ilk 100-150
ogrencisi burada. O zaman bize daha iyi
bir program uygulanabilir. Ben kendime
haksizlik yapildigini diistiniiyorum.
Isime yaramadi diyemem ama daha iyisi
olabilirdi. Beni daha adult yerine
koyabilirlerdi. Bir roman okuyorsak,
chapter chapter sunum yapmak yerine o
romanla ilgili makale okumaliydik.
Young learners dersi aliyorsak icabinda
bir sinifa gidip ders anlatmam
istenebilirdi. Metot dersinde daha
applicable ve daha akademik seyler
yapilabilirdi. Neredeyse hig article
okumadan mezun oldum ve bu benim
icin biiyiik bir eksik.

Kesinlikle ¢ok [etkisi] oldu. Bu ders
aldigim hocalarla da ilgili. Benimle ayni
programdan mezun olup benim kadar
konuya hakim olmayan arkadaglarimiz
da oldu gozlemledigim kadariyla ama
katkis1 oldu. Farkli programlardan,
edebiyat boliimlerinden ya da farkli
iniversitelerden mezun olan
arkadaglarimiz bizim kadar konuya
hakim degiller, ELT jargonu olsun,
background olsun. Ama su konuda ¢ok
eksik oldugumu diistiniiyorum: biz
teoriyi Ogreniyoruz, pratige
dokmedigimiz, dokemedigimiz zaman
biraz anlamsiz oluyor... Jargon
anlaminda ve ELT anlaminda ¢ok etkisi
oluyor ama okul deneyimi dersleri belki
biraz daha yogun olmali ... ama
ogrencilere daha fazla 6grendiklerini
pratige dokme sans1 verilmeli, ya da
mesela bu ELT derslerinde micro
teachingler falan yapilmali. Mesela
onlarin bana katkis1 olmali diye
diisiiniiyorum. 4. sinifta biz gordiik, pre-
reading, while reading, post reading;
presentation, practice, production. Ama
bunu pratige dokmedigimiz zaman hig
bir anlamu yok.

I can’t deny its contribution, but it
should have been better. We come to
this university with a good capacity,
knowing English. We are in the group
of first 100 students [in the university
exam]. Here are the first 100 or 150
students. Then, a better program could
have been conducted for us. I think I
was unfairly treated. I can’tsay I did
not make use of it but it could have
been better. They could have
considered me as an adult. Instead of
delivering presentations for each
chapter of a novel, we should have
read articles about that novel. We
could have taught a real class in
Teaching English to Young Learners,
if need be. In methodology courses,
the content could have been more
academic and more applicable. I read
almost no article and this is a
shortcoming in me (Graduate 7).

It absolutely has a contribution. It also
depends on the course instructors. As
far as I observed, there were graduates
who weren’t that competent, although
they graduated from the same
program. Graduates of other
departments such as a department of
literature or a department of another
university are not competent in ELT
jargon or background. But I believe
we have shortcomings in putting the
theoretical knowledge into classroom
applications, which makes teaching
meaningless when we can’t... The
program is effective in terms of ELT
jargon, but the school experience
courses should be more intense... the
students should be given the chance to
put their theoretical knowledge into
practice or for example micro
teachings should be conducted in ELT
courses. I think they should make a
contribution to my teaching. In the
fourth year, we learnt about pre-
reading, while-reading, post-reading;
presentation-practice-production, but
they have no point if we cannot put
them into practice (Graduate 5).
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4.2.14 The Effect of METU FLE Program Components

Starting from the sixth one, the interview questions focus on the
components of the METU FLE program and the effect of these components on
FLE graduates’ gaining the language teacher competencies. As the introductory
question, the five components of the program were listed (Language,
Linguistics, Literature, ELT Methodology, and General Education), and the
graduates were asked which of these components was/were more effective
compared to the others in pre-service teacher education. While ELT
methodology component was indicated by all of the participants as the most
important component of the program, the other components were also
mentioned for a variety of reasons in different order of importance. To
illustrate, General Education component was considered to be an important
element of the program, since this component, together with ELT Methodology
component, prepares a teacher candidate for his/her professional life. Besides,
Language and Linguistics components were considered to be the basic
components of the program, as the former aims to improve language use,
awareness and proficiency, and the latter includes courses on language analysis
and language acquisition. Lastly, the Literature component was also considered
to be an important element not because it prepares graduates to teaching
profession, but because it serves their intellectual development and critical
thinking skills. However, the responses showed variation in participants’ view
of the role of these components in serving them to gain language teacher
competencies. Thus, questions seven to eleven focuses on those components to
explore how each one served the participants to gain foreign language teacher
competencies in language and subject area knowledge, in-class and out of class
activities; which competencies should have been emphasized; and what kind of

suggestions were made for these components.
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Language Component

The first component under question was the Language component
(interview question 7). All of the participants preferred to divide the courses in
this category according to the language point or language skill they emphasize.
Thus, the discussion on the interviewee responses also follows this tendency.
First of all, five of the 11 participants indicated their disappointment in the
grammar courses in the first (English Grammar 1&II) and in the fourth
(Advanced English Structure) years of the undergraduate program due to
content, instruction and methodology of those courses. Those participants
indicated that the content of the grammar courses were inappropriate to their
needs, irrelevant to the current trends and on the surface level, when their
language level is taken into account according to their scores in the university
exam. It was also mentioned that the instructors of these courses were not

competent or willing to teach those courses effectively:

“Advanced gramer” diye bir ders var.
Saka gibi bir ders. Hocami elestirmek
degil amacim. Ben de burada asistan
olsam bana da deseler ki “git advanced
gramer dersi ver”. Ben ayn1 sorunu
yasarim. Hoca da emin degil bazi
dediklerinden ciinkii ders linguistics
degil. Traditional gramer anlatiliyor
derste. Ben OSS’de Tiirkiye 63.siiyiim,
ben sikiliyorum relative clause
anlatilinca. Bu dersler benim hi¢bir
isime yaramadig1 gibi not ortalamami
diistirerek beni tizdii. Ayrica yeni dil
metotlarinda gramer yok. Bize gramer
Ogretme yasag1 geldi [calisti§im
kurumda]. Kendimiz 6yle 6grendigimiz
icin o kadar gramer 6gretme egilimimiz
var ki.

There is a course called “advanced
grammar”. It’s like a joke! My aim
is not to criticize my instructor. If
were a research assistant here and
were asked to give this course, I
would have the same problem. The
instructor is not sure of what s/he
says because it is not a Linguistics
course. S/he teaches traditional
grammar. I'm the 63" student in the
university exam and I get really
bored when relative clause is taught.
I made no use of those courses and
besides they made me upset as they
dropped my cumulative score.
What’s more, there is no grammar in
the recent language teaching
methods. They ban us from teaching
grammar [in my institution]. Since
we have been taught like that, we
have the tendency to teach grammar
(Graduate 7).
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Aslinda benim o derslerdeki en biiyiik
sorunum, haksizlik etmek istemiyorum
ama, ¢cok fazla tecrubesi olmayan
Ogretmenler girmisti o derslere... Ben
karsimdaki 6gretmenin bana ders
anlatacak kadar yeterli olmadigini
hissettim. O yiizden bu skill dersleri
amacina ulagamadi. Derste ingilizce
konusmayan hocalarimiz vardi. Ve
hayal kirikligina ugraticiydi. Beni
rahatsiz etmisti... Competency dersleri
onlar. Hatta ben son sinifta [Advanced
English Structure] structure dersinde
dersin sunum seklinde gitmesine itiraz
ettim. Sanki sinifta 6gretmenmissiniz
gibi sunum yapilmasi olayina karst
cikmamin nedeni o gramer konusuna
biz heniiz hakim degiliz ki ve ¢cok
sikintilar yagandi ve dersin hocast
sunumlardan sonra o konulari tekrar ele
almak zorunda kald1.

I don’t want to be unfair but my
biggest problem in those courses
was the inexperienced course
instructors... I felt they are not
competent enough to teach me.
That’s why the skill courses couldn’t
fulfill their aims. We had instructors
who didn’t speak English in class.
That was disappointing. It offended
me... They are the language
competency courses. [ even object to
delivering presentations as if we are
the teachers in the fourth year
Advanced English Structure because
we were not the masters of the
subject so we had some problems
and the course instructor had to
readdress the topics after the
presentations (Graduate 10).

The methodology in the Advanced English Grammar was also

criticized, since the course was based on student presentations of language

points without addressing any grammar/language teaching methods and

techniques despite the fact that this course is in the last year of the pre-service

education, when it is the teacher candidates’ last chance to have a grammar

course:

Language awareness farkli bir sey. Biz
bu dili 6grendik ama bir siire sonra
0grendigim seyler acquisition’a doniistii
gibi hissettim ben ciinkii yazarken
dogru kullantyorum ama bana bunun
kurali ne deseler, kafamda o anda net
degil. Netlestirmek i¢in 429 [Advanced
English Structure] faydali bir dersti ama
ben onun ELT dersi gibi islenmesini
istemedim ciinkii bir eksiklik var ve
proficiency dersi olmali. Hala —s
takisin1 kullanamayan insanlar var.

Language awareness is a different
issue. We learnt this language but
after a while I felt like learning
turned into acquisition because I use
the grammar correctly when I write,
but when one asks me the rule, it
isn’t clear in my mind. To make it
clearer, 429 was a beneficial course
but I didn’t want it to be conducted
as an ELT course because there is
something missing and it should be a
proficiency course. There still are
people who cannot add the -s suffix
to verbs in third person singular
(Graduate 10).
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... 0 ders verilecekse tahtaya yazilip
0grenci defterine gecirmemeli, bize o
sekilde verildi. Her hocanin metodu
farklidir ama bize gelen dyle vermisti.
4. sinifta gramer dersi verilecekse daha
cag1 yakalayan metotlarla verilmesini
isterim traditional olarak
verilmesindense.

If that course is offered, the teacher
should not write on the board and
the students shouldn’t copy it down.
Every teacher has a different
method, but this is how our
instructor conducted the course. I
prefer having an up-to-date fourth
year grammar course rather than a
traditional one (Graduate 3).

Moreover, the content of this course was also criticized as it is simple

4. simiftaki advanced grammer dersi
sacma sapan bir ders. Advanced ise
advanced yapalim. Adin1 6yle koyup
icerigini 0yle TOEFL yapmak olmaz.
Adi1 advanced grammer ise ben bundan
detayli syntax beklerim. Devamli bizi
kiitiphane ve kaynaga yonelttiler.
Tamam, onlar var ama bir kismuni1 da
siifta gormeliyim, uygulamasini orada
yapmaliyiz.

rather than being “advanced” as it is titled, and as it focuses on test preparation

for TOEFL.:

The fourth year advanced grammar
course is absolutely ridiculous. If it
is advanced, let’s do it advanced.
You can’t name it “advanced” and
have a TOEFL class then. If it is
advanced grammar, I expect to learn
detailed syntax analysis from that.
They forced us to use the library and
outside sources. OK! We have those,
but I have to see some in class and
we have to practice it there
(Graduate 11).

The participants differed in their view of the other courses in the
Language component. While one of the participants indicated that she liked
reading authentic articles in reading courses (Reading Skills 1&I1 and Advanced
Reading and Vocabulary Development), another mentioned his disappointment
with these courses, as the testing of those courses was based on memorizing the
vocabulary covered in class, and as the teacher selected texts did not fulfill
their expectations of university education. Moreover, another participant
indicated that those reading courses were not a model for them because they
did not include stages of teaching reading nor focus on different reading
strategies as emphasized in ELT methodology courses as the principles of

teaching reading:
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Reading dersinde mesela readingin
stagelerini bilmiyoruz, readingde ne
yapilir bilmiyoruz, hocamiz dniimiize
bir tekst veriyor, sonra abuk sabuk
sorular soruyor. Hi¢ boyle basic
questionlardan sormadan direk boyle
analiz falan soruyor... Ben hi¢
hatirlamiyorum bir reading okumadan
once bize soru soruldugunu, ne
diistiniiyorsunuz diye. Konu hakkinda
bizim fikrimizin alindigin1 ben
hatirlamiyorum. Okurduk, sonra
kelimelerine bakardik, sonra 3-5 soru
cevaplardik biterdi.

In a reading course, for example, we
don’t know the reading strategies or
what to do in reading. Our instructor
presents a reading text and asks
nonsense questions. S/he asks
analysis questions without asking
any basic ones... I hardly remember
we were asked questions like “what
we think as a pre-reading activity”. I
don’t remember we were asked to
express our ideas about the text. We
used to read, and then cover the
vocabulary, and it was over after
answering a few questions (Graduate
4).

Similarly, the participants did not agree on the speaking courses

(Spoken English 1& II) and their effect on their language competencies. While

one of the participants indicated that spoken courses were the most effective

ones as they learnt something (that is giving presentations) they did not know

before, another participant indicated that spoken courses lacked guidance and

supervision in students’ delivering presentations and participating in class

discussions respectively.

Benim en iyi derslerim speaking
dersleriydi ¢iinkii presentation yapmay1
0grendim, bilmedigim bir seyi gdrdiim
ben.

... speaking dersleri 6zellikle ¢cok
zayifti. Simdi nasil bilmiyorum ama

benim zamanimda 5 y1l 6ncesi kotiiydii.

Hoca gelirdi, bir konu atardi, konusan
konusur konusmayan konugmazdi. Bir
konu se¢in gelin sunum yapin gibi,
boyle gayet free aktivitelerdi ve ondan
notlantyorduk.

Speaking courses were my favorite
because I learnt something I did not
know before (Graduate 11).

... Especially, speaking courses were
really weak. I don’t know how they
are now but 5 years ago, at my time,
they were really bad. The instructor
used to come and raise an issue, and
the ones who wanted to speak used
to speak and the rest were silent. We
had extremely free activities like
“choose a topic and deliver a
presentation” and we were assessed
on those (Graduate 1).

Moreover, one other participant mentioned that the quality of the

presentations was evaluated in terms of using audio-visual presentation aids
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rather than their content, while these courses should have focused on

pronunciation, presentation techniques and daily speech:

Spoken derslerinde sunum var, iyi giizel
ama bir sorun var: teknoloji kullanimi
diye iki power point dondiiriiyorsunuz,
bir sey demeseniz de aliyorsunuz 25°i
gibi bir durum var... Bu phonoloji
harflerinin 6gretimi konusunda ben ilk
donem bir sey 6grenmedim, ikinci
donem 6grendim. Bu dersler bu tarz bir
egitim verebilir. Hala native’le
konusurken bir Tiirkle konusur gibi
konusamiyorum c¢iinkii benden iyi
bildigini bildigim bir insanla
tokezleyerek konusuyorum. Ben 2 yillik
Ogretmenim bunu yapmamam lazim. O
yiizden dil dersleri dyle bir etki etmedi
ama etkili olmasini isterdim.

Spoken courses are based on
presentations. That’s fine but there is
a problem: For the sake of using
technology, you use power point
slides, and although you don’t say
much, you get 20 points... I didn’t
get anything in terms of the phonetic
alphabet in the first term, but I did in
the second one. I'm still not as
confident as I'm with a Turk, while
I’m speaking to a native speaker
because I can’t speak fluently to a
person who knows [the language]
better than I do. I’'m in my second
year in teaching and I shouldn’t do
that. Thus, the language courses
didn’t have much of an impact but
I’d like them to have (Graduate 7).

Another group of courses the participants showed variability of opinion

was the translation courses (English- Turkish Translation and Turkish- English

Translation). Two of the interviewees opposed to including those courses in a

foreign language teacher education program, since the aim of the program is

not to train translators or interpreters. Another participant, on the other hand,

emphasized the role of those courses in language and vocabulary development

of the teacher candidates, as the courses require them to analyze different uses

of grammatical structures, to work with a dictionary for appropriate vocabulary

items and to examine oral and written native speaker language:

Ceviri siireci gercekten verimli bir
stire¢, hem vocabularynin gelismesi
acisindan bir de hem de bazen biz
Turkish- English ctimleler kuruyorsunuz
konusurken, onlar1 sorguluyorsunuz
ceviri yaparken. Hedef dilde nasil
kullantyor diye bir aragtirmaya
giriyorsunuz. Bunu Amerikali bir
arkadasinizdan da 6grenebilirsiniz,
corpus da kullanabilirsiniz. Onlarin
bana ¢ok cok sey kazandirdigim
diistiniiyorum c¢iinkii siirekli Collins
[Cobuild Dictionary] elimdeydi, orada
da kontekst icinde verir.

The process of translation is actually
a fruitful one in terms of vocabulary
development and also sometimes for
questioning the Turkish-English
sentences you make while speaking.
You start searching how it is used in
the target language. You can learn it
from a native speaker friend or make
use of the corpus. I believe they
contributed to my knowledge a lot
because I always carry the Collins
[Cobuild Dictionary], where the
vocabulary items were presented in
context (Graduate 3).

146



The only course group that was mentioned as a model for teacher
candidates was the writing courses (English Composition I & II and Advanced
Writing Skills). One of the interviews mentioned that she made use of those
courses, since process writing approach was used, and since she made use of
the feedback she received to improve her English and writing. Besides, she

thinks those courses stand as a model for her own teaching:

Writing ¢ok iyiydi, ben ¢ok
yararlandim. Process approach
yapiliyordu, siirekli feedback alarak
gelistiriyorduk kendimizi... Writing ¢cok
model olusturdu. Hocanin yaklagimiyla
ilgili 0. Bizim hocanin yaklagimi ¢cok
olumluydu ve ¢ok manali feedback
veriyordu. Su anda benim yaptigim iste
o oldugu i¢in, orada yapilan seyleri
hatirliyorum. Beni neyin etkiledigini,
olumlu bir seyin tizerimde nasil bir etki
biraktigini nasil motive ettigini
gordiigiim i¢in orada; ¢ok fazla tekrar
yazmak zorunda kalmamistim ama
diizeltmem gereken seyleri ¢ok iyi ifade
etmisti hoca. Ben de onu model aldigimi

The writing course was very good; I
made great use of it. The course
adopted a process writing approach;
we were improving our writing by
the feedback we received... It really
stands as a model. It is about the
teacher’s approach. Ours adopted a
positive approach and gave
meaningful feedback. I remember
what we had done since I do the
same thing in my present job. As I
saw what affects me and how a
positive thing motivates me, I didn’t
have to rewrite much but the teacher
expressed clearly what I have to
revise. I think she served as a model

diigiiniiyorum. for me (Graduate 1).

Literature Component

The next interview question (interview question 8) explores how the
Literature component of the program served the participants to gain foreign
language teacher competencies and what kinds of suggestions they made for
this component. All of the interviewees indicated that the literature courses
provide information about language and culture; help teacher candidates gain
skills of critical thinking, expressing one self, thinking from different

perspectives and seeing details; and serve their intellectual development:
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Aslinda iyi niyetli ve Ingilizce
O0gretmeninin isine yarayacak dersler.
Ciinkil edebiyat bir dilin kiiltiiriiniin cok
o6nemli bir kismini olusturur. Biz sadece
gramer ve vocabulary 6gretmiyoruz,
bunu cesitli beceriler ¢ercevesinde
yapiyoruz. O becerileri de gelistirirken
de literature’1 bir arag¢ olarak
kullaniyoruz. Cok 6nemli bir arag ciinkii
dilin tad1 orada. O ac¢idan donemler ve
yazarlar, dnemli eserleri, kafanizda
sablonu varsa dili 6grenciye ¢ok hitap
edecek sekilde dgretebilirsiniz. Ciinkii
edebiyat kendi icinde ¢cok duygusu
temast olan bir sey ve isinizi cok
kolaylagtirtyor.

Ingilizce seviyeme katkida bulundu
clinkii cok fazla okudugumuz icin
farkinda olmadan second language
acquisitiona katkist oldu. O derslerden
once ben sunu fark etmistim ki
konusamiyordum. Kelimeler aklima
gelmiyordu mesela ya da bir ciimleyi
kafamda kurduktan sonra belki
konusabiliyordum. Ama o derslerden
sonra ¢ok fluent olmasa da diisiinmeden
ctimle kurabilmeye basladim.

Actually, they are courses of good
will and they serve language
teachers because literature composes
an important part of the culture of a
language. We don’t teach only
grammar and vocabulary; we do it
using the language skills. Improving
those skills, we use literature as an
instrument. It is an essential
instrument because it is the taste of a
language. From this perspective, if
you have an outline of the periods,
authors, their master pieces, you can
present the language appealing to
students’ interests because literature
has in itself emotions and themes,
and it makes your job easier
(Graduate 3).

It really contributed to my level of
English because unconsciously it
served language acquisition as we
read a lot. Before those courses, I
realized that I couldn’t speak. I
couldn’t remember the vocabulary
items I would use for example, or I
could say a sentence only after
constructing it in my mind. But after
those courses, I’ ve started
constructing impromptu sentences,
although they are not very fluent
(Graduate 6).

Moreover, one of the participants stated that the attitude of the
instructors in those courses forced them to improve their language through the
feedback given to their written work. She also added that having literature
courses in the program enables METU FLE graduates to differ from the

graduates of other departments:
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... critical thinking, analiz yetenegi, ... critical thinking, analyzing and
gramer iizerinde duruyor. O kadar grammar were emphasized.
elestirel okunurdu ki kagitlarimiz1 Hoca Instructor B was so critical while
B, diizeltile diizeltile onu 6grendim. checking our papers that I learnt
Hoca C, gramer hatasi yapana sifir from those corrections. Since
veririm dedigi i¢in o kadar ¢ok gelisti Instructor C said she would give
ki... Bu okulda sadece ELT dersleri zero to ones who made grammar
verilse, linguistics ve edebiyat dersleri mistakes, we improved our
atilsa ¢ok kisir 6gretmenler mezun olur. language. If we had only ELT
Buradan mezun olan 6gretmenlerin courses in this department, and if
farkin1 bu derslere ve se¢melilere literature and linguistics courses
bagliyorum ciinkii bireysel farkliliklar were deleted, the graduates would be
yaratan dersler bunlardir. deficient in those areas. I think the
difference of our graduates depends
on those courses and the electives
because these courses mark the
individual differences (Graduate 10).

Although Literature component of the program was considered to have
an important role on the development of teacher candidates’ language
competencies, none of the participants indicated that this component served
them to gain methodological competencies such as teaching literature or using
literature for language teaching purposes. Hence, seven participants mentioned
in the interview that literature courses did not have a focus on developing
competence of adapting or teaching literature in class, which resulted in their

feeling insecure about the use of literature in their classrooms:

Bir roman okuyorsak... Nasil sunacagiz If we read a novel... we could have
bunu ¢ocuklara bunu da ¢aligabilirdik worked a little on how to present it
mesela birazcik. Biz ne yaptik okuduk, to our students as well. All we did
inceledik, kaldi. Belki biraz daha buna was reading and analyzing. We
agirlik verebilirdik. Cok ¢ok edebiyat could have focused on teaching. We
dersi vardi, donemlere ¢alistik falan had many Literature courses and we
ama ogrenciye bunu nasil sunacagimiz focused on the periods but we lacked
konusunda eksik kaldik ve o hep bize how to present it to students and that
birakildi... Nereye nasil ¢ekecegimizi ya issue was always left out. How we
da nasil hazirlayacagimizi, cocuklara can use it, how we can adapt it, how
nasil sunacagimizi... Ben o konuda we can present it to students... |
takildim... Bilemedim. Cok iyi missed that part... I couldn’t know. I,
biliyorum mesela hikayeyi, her seyiyle for example, know the story very
analiz etmisim falan filan ama nasil well, I have analyzed it in detail and
vereceZimi bilemiyorum ¢ocuklara. so, but I don’t know how to present
Keske demistim o zaman bu konuya it to students. Then, I wish we had
biraz daha egilseydik diye. focused on that aspect as well
(Graduate 6).
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The methodology followed in the Literature component was also
criticized by two participants, since these courses were conducted, as if they
were in a Department of Literature rather than fulfilling the future professional

needs of teacher candidates:

Ama yine metodoloji olarak
baktiginizda bazi sorunlar var. Dersin
ad1 "teaching novel yada poetry ama
bize o eseri nasil 68retecegimiz degil
nasil analiz edecegimiz 6gretiliyordu.
Yani bir Ingiliz edebiyat1 ya da
Amerikan kiiltiirii edebiyatinda nasil
ders veriliyorsa o sekilde ders
veriliyordu. Onun bile faydas: var, bir
sey demiyorum ama iizerinde 15-20
sayfa 6dev yazdigim eseri al 6gret
deseler 6gretemem ciinkii o becerilerim
gelismemis.

Biz hep Ingiliz edebiyatin1 aldik, pagan
kiiltiirtine falan ta oralara gittigimizi
hatirliyorum ben. Onlar bence Ingilizce
ogretmenine cok yonelik degildi. Ingiliz
Dili Edebiyat1 boliimlerine yonelikti,
Ingilizce 6gretmenligime cok bir sey
kazandirmadi. Ama derseniz ki genel
kiiltiir, ¢ok sey kazandirdi... Dil
Ogretiminde edebiyati nasil kullaniriz,
bunu gérmedik mesela. Oyle bir sey
olsaydi mesela, gecen giin Kurum B’ye
gitmistim orada bir masalin 6gretimini
beraber yaptik ¢ok giizel seyler
cikabiliyor. Oyle seyler gorseydik, daha
uygulamasini, pratigini, daha faydali
olacagina inaniyorum.

Nevertheless, there are still
some problems in terms of
methodology. The name of the
course is “teaching novel or
poetry” but we were learning
how to analyze a text not how
to teach it. In other words, the
courses were given as they are
given in a department of
American or English
Literature. It is also beneficial;
I’m not saying it is not. But if
they ask me to teach the text on
which I have written an
assignment of 15-20 pages, I
can’t do it; these skills haven’t
been developed (Graduate 3).

We always studied the English
Literature, even the pagan literature.
I think they were more relevant for a
department of English literature than
it is for that of a foreign language
education. It wasn’t beneficial much
for my teaching. But if you say
common knowledge, it was. We
didn’t, for instance, learn how we
use literature in language teaching.
For example, the other day I
participated in a workshop at
Institution B on teaching a story and
there could be beneficial results. Had
we seen things like putting them into
practice, they could have been more
beneficial (Graduate 2).

When the interviewer asked whether the courses in the Literature
component served as a model and developed their language teacher

competencies in terms of planning, instruction or assessment, three of the
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interviewees gave an affirmative response, while the rest of the participants

indicated that the methodology followed in the courses was very traditional and

did not reflect the stages of an effective lesson presented in the courses of ELT

or General Education components:

Dil gelisimine faydasi olmustur mutlaka
da “evet” diyemeyecegim, belki boyle
fark etmeden. Siirekli her hafta story
okuyup, quiz olurduk. Baz1 arkadaglarin
hosuna gitmez belki de. Aslinda ¢cok
ahim sahim bir sey de yoktu... Yani
simdi doniip baktigimda orada da bir
pre/while/ post yokmus. Ben bunlara
takildim kaldim ama hi¢ aktive
edilmemis oOyle.

It must be beneficial to language
development but I can’t say “yes”,
maybe unconsciously. Every week,
we used to read a story and have a
quiz on it. Some of my friends may
not have liked it. Actually, there
wasn’t anything of great
significance... I mean now I realize
that the lesson didn’t have the stages
like pre/ while/post. I am confused
with those (Graduate 4).

Besides, two participants teaching at state primary schools indicated

that the content of the literature courses is not relevant to their current student

profile. One stated that she had the chance to use at least her knowledge of

literature while she was teaching in a private secondary school. The other, on

the other hand, emphasized that the way she was taught these courses would

have been a model, if she had been teaching at the university. She also added

that her experience as a teacher candidate in the literature classes cannot be a

model while using/teaching literature in primary, secondary nor freshman

levels.

Biz okuduk, burada ne demis olabilir,
biz oradaki sembollerin anlamlarindan,
metaforlardan bir seyler cikardik...
Freud okuduk, onun teorileriyle bu
yazan seyleri sembollerle metaforlarla
eslestirip paperlar yazdik. Bunlar cok
giizeldi, ben cok keyif aliyordum
edebiyat derslerinden ama hala diyorum
hocanin bana ogrettigi sekilde
Ogretebilir miyim diye de diigiindiim bu
bana bir model olabilir mi diye. Ama
zannetmiyorum, belki iiniversitede hoca
olsaydim evet ama simdiki ¢calistigim
okulda ya da 6zel bir kolejde ya da 6zel
bir iiniversitenin hazirliginda
zannetmiyorum.

We read those and interpreted the
meaning of the symbols and
metaphors. We have covered Freud
and we analyze the symbols using
his theories to write research papers.
It was OK, I enjoyed those literature
courses but I still ask myself
whether I could teach in the same
way I was taught and whether that
could stand as model for me. I don’t
think so. If I were teaching at
university, maybe it could, but it
can’t in my present school, in a
private school, nor in the preparatory
school of a university (Graduate 6).
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However, three participants gave specific examples of how their
teachers” methodology helped them gain in-class language teacher
competencies. Giving the names of two instructors, these participants
demonstrated how the literature courses were conducted and how the
instruction in these courses served them to gain language teacher
competencies. They emphasized that the instructors in those courses did not
teach them how to teach or adapt a literary text in class, but they conducted

their lessons to make them more memorable and affective:

Short story dersi aldim ama o dersi
dogru diiriist alan tek insan benim
clinkii Hoca A’nin dgrencisiyim. Dersin
adr analysis & teaching ise ben o derste
short story’i nasil 6gretecegimi
ogrenmeliyim. Ogretmen olacaksam, bu
boliim edebiyat boliimii degil. Ben
simdi readingde yariya kadar okutup
sonunu yazdirtyorum, bu teknigi Hoca
A’dan 6grendim ben. Ya da onunla
ilgili bir miizik [getirmeyi] ya da
resmini ¢izdirmeyi ben hep o derste
0grendim. Ama bu ders genellikle
arkadaslarimdan gordiigiim kadariyla
edebiyat dersi olarak isleniyor...
Drama’da ¢ok ciddi bir sorun var,
hocalarimi seviyorum ama 6gretmenlik
dersi olarak aliabilir o dersler ¢iinkii
kullaniyorum su anda... Tiim edebiyat
dersleri i¢in belki ... ama short story ve
drama icin sOylerim ¢iinkii derslerin ad1
analysis & teaching ise bir teaching
dersi olmali... [ders planlama, sinif
yonetimi] harikayd1 evet, ben zaten
Ogretmenlik anlaminda ne 6grendiysem
belki de tutumlardan 6grendim. Belki
direk bana sunu soyle 68retmelisin
denmedi ama hatirlhlyorum Hoca D
elinde sar1 bir cicekle geldi, “bu cicek
boynunu biiktii, hadi buna siir yazin”
dedi, ayn1 seyi sinifimda uyguladim.

I took Short Story and I believe I was
one of the students who had an
effective course because our course
instructor was Instructor A. If the
name of the course is “analysis and
teaching”, I should learn how to teach
short story in that course. This is not a
department of Literature; I'll be a
teacher. Now in reading courses, I ask
the students to read half of the text and
then ask them to complete it, which I
learned from Instructor A. Or I learnt
using a relevant piece of music or
asking students to draw a picture from
her. However, as far as I heard from
my friends this course is conducted as
a literature course... There is a serious
problem in the drama course as well. I
love my instructors but these courses
can be offered as methodology courses
because I make use of them now... I
can’t say it for all courses but for short
story and drama if the name of those
courses is “analysis and teaching”,
they should be on teaching... [lesson
planning and classroom management]
were great; whatever I learnt about
teaching was from the way these
courses were conducted. Maybe they
didn’t tell me how to teach something
but I remember once Instructor D
brought a yellow flower in class and
said “this flower is about to die; write
a poem for her”. I did the same thing
in my class (Graduate 7).
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Apayn bir bakis agis1 kazandirdigim
diisiiniiyorum. Incelikleri gérme yetisi
kazandiriyor, o nedenle ¢ok gerekli ve
daha fazla olmali diye diistiniiyorum.
Model oldu, mesela Survey [Survey of
English Literature] dersini Hoca D’den
aldim ve oradaki bircok sahneyi ben
kendime model olarak aliyorum ve
uygulamaya calistyorum, journal
yazmalar olsun, mektup yazmalar
olsun... Edebiyat 6gretimine katkisi
oldugunu edebiyat 6gretmesem de
diigiiniiyorum. Ders, kitap iizerinde
kalmiyordu, farkli sekillerde bilgi nasil
aci8a cikabilir bunu gosterdiler. Drama
olsun, bazi 6devlerimizde analiz
yapmak olsun.

I believe those courses give different
points of view like being able to see
details; thus I think they are necessary
and they should be more in number.
They stand as a model, for example
Instructor D was my instructor in Survey
of English Literature and I try to take
some scenes in that course as a model
for myself and to adapt them, such as
keeping a journal or writing a letter...
Although I don’t teach literature, I think
they contribute to teaching literature. It
wasn’t only the course book; they
showed us how we reach information
using different methods such as drama
or analysis in our assignments (Graduate
9).

Linguistics Component

How the Linguistics component of the program served the participants
gain foreign language teacher competencies and what kinds of suggestions they
made for this component were explored in the ninth interview question. While
more experienced participants found it difficult to recall the content of the
courses under this category, the beginning year teachers expressed their ideas
on these courses in terms of the subject matter taught, the methodology
followed and the competence in terms of knowledge and application at present.

The analysis of the transcribed interviews showed that Language
Acquisition was considered to be the most effective course of this component,
as the participants indicated this course to be an inseparable part of the whole
language teacher education program due to many reasons. First of all, the
content of this course was considered to be highly relevant to their future
profession. Second, they did not find it difficult to relate what they learnt
during the course to the classroom environment, so the transition from theory

to practice was smooth. Lastly, it had a clear integration with the ELT courses:
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... acquisition dersi benim agkimdi. Bu
alana [ELT MA] o ders yiiziinden
girdim ve bence en uygulanabilir ders o
ders. Son senem de bir kreste
calismistim ve orada uyguladim.
Cocuklar1 kobay olarak kullandim ...
Film izletiyordum- ¢izgi film- sarki
dinletiyordum, CD’lerle ¢alistyorduk.
Hig oturup su sudur bu budur degil,
clinkii okuma yazma da bilmiyor.
Onlara resimlerle sarkilarla bir sey
vermeye calistim ve onlarin da aldigim
gordiim.

Cocugun hangi seviyelerden gectigini
bilmeliyiz, kalkip pat diye
yiikleyemezsin ki ¢ocuga.

...Language Acquisition was my
favorite. I decided to earn an MA in
ELT because of that course and it is
the only course that can be put into
practice in class. In my last year, I
worked in a nursery school and
applied what I learnt there. The kids
were like my guinea pigs... I had them
watch films, cartoons, listen to music.
I never taught them explicit grammar
because they didn’t even know how to
read and write. I tried to teach them
something through songs and pictures
and I was successful (Graduate 6).

We need to know a child’s stages of
development; we can’t just start
loading him/her (Graduate 2).

However, the other courses in the Linguistics component were
criticized as they lack any practical application or integration with the
professional courses. The participants indicated that although Introduction to
Linguistics 1 &II, Turkish Syntax and Semantics and Turkish Phonology and
Morphology encourage language awareness through comparative analysis and
widen teacher’s perspective, the application and integration of those courses
were missing or unclear for the teacher candidates. Besides, they emphasized
that while they make use of their knowledge today in their classrooms, it could

have been more illustrative and detailed:
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Alirken fark etmedik. “Iste bu agaclari
niye ciziyoruz ki” demistik... Ama
gramer anlatirken hocalarin gosterdigi
seyler aklima geliyor. Cocuklara
ogretirken grameri Tiirk¢e anlatiyorum
ben. Ogrettigim dil Ingilizce ve burada
syntax’ten,morphology’den
yararlandigim oldu. “iste bunun
karsilig1 budur” gibi. “Ingilizce’de soyle
ama Tiirkce’de boyle”. Hocalar bunu o
zaman gostermislerdi ama
anlamamistik... kendi ¢aligmaya
basladigimda gordiim bunlarin bir
reality icinde oldugunu. Keske
hocalarimiz bunlar1 o dersleri verirken
bize gosterselerdi. O zaman belki daha
cok motive olabilirdik. Hep
sordugumuz soru ““ biz bunu nerde
kullanacagiz”. Sey gibiydik boyle cebir
gibi “ne yapacagiz ki, nerede
kullanacagiz” ama gergekten
kullaniliyormus, keske hocalarimiz o
zaman bunlar1 pratikle bagdastirarak
anlatsalardi.

... ben hepsini ayn1 hocadan aldigim
icin hepsinin bir baglantis1 oldu ama
bagka hocalardan alsaydim arada
kopukluk olabilirdi. Ciinkii icerik olarak
biri karsilastirmali, biri tek
Ingilizce’ydi, tek kopuklugu metot
dersleriyle birlestirilmiyordu. Lisans
diizeyinde o bilgilerimi metot
dersleriyle birlestirdigimi hatirlamam.
Her seyi de bilingli yapmiyorsunuz ama
ben bir baglant1 kurmadim. Ama simdi
yeri geldiginde gramer kurallarinm
onlara génderme yaparak acikliyoruz.

We didn’t realize while we were
taking the courses. We used to
question why we drew the trees for
sentence structures. But now when I
teach grammar, I remember the
things our instructors showed us. I
teach grammar in Turkish. The
language I teach is English and I
make use of Morphology or Syntax
like “This is the equivalent of that in
Turkish”. Our instructors showed
that then, but we didn’t
understand... I saw they could be
applied when I started teaching. I
wish they had shown us in those
courses. We could have been more
motivated then. We always asked
where we would use it. It was all
Greek to us but they are really used.
I wish they had integrated some
practical applications into them
(Graduate 6).

... I took all these courses from the
same instructor; thus they had a
transition, but had I taken them from
different teachers, there would have
been discontinuity. In terms of
content, one was a comparative
course on English and Turkish and
the other was only on English; the
only problem was they weren’t
integrated with the ELT courses. |
hardly remember relating my
knowledge from these courses to an
ELT course. You don’t do
everything consciously but I didn’t
form an association between them.
But when it is time, we now try to
explain grammar rules referring to
those (Graduate 3).

None of the participants indicated that the Linguistics component
served them to gain language teacher competencies in terms of planning,
instruction or classroom management, whereas they admitted that their subject
area knowledge improved. However, the instructors of these courses were

considered to be an important and decisive element in the course effectiveness.
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One of the participants explained that although there were not any
methodological differences between two instructors of a prerequisite course
pair, the attitude of the instructors changed the motivation of the teacher

candidates:

O dersler hocasina ¢ok bagli ben
Morphology’i Hoca E’den aldim ama
ders hakkinda ve icerigi hakkinda hi¢bir
fikrim yok ve top cektim. Bir arkadasim
vardi, ayran igerdi derste uykum
acilmasin diye. 4 hafta ayn1 konuyu
isledik. Bir giin dondii bana dedi ki “bu
ne demek”, “hi¢bir fikrim yok™ dedim.
Ona buna sordu kimse bir sey bilmiyor.
Ders havada kalds, dyle gecti. Tkincisini
Hoca F’den aldim ve ben o dersi ¢ok
sevdim ¢iinkil 6grendim. Aslinda ikisi
de ayn1 isledi. Metotta ne farklilik var,
ben bir fark géremiyorum kisilik farki

I think those courses depend on the
course instructor. My course instructor
in the Morphology course was
Instructor E but I have no idea about
the course and its content, though I
had the highest score in class. I used to
have a friend who drank butter milk
before class so as not to wake up
during the lesson. For four weeks, we
focused on the same topic. Once she
turned to me and asked what it meant
and I answered that I had no idea. She
asked the other students around and no
one had an idea. The lesson was all in

the air. I took the second one from
Instructor F and I loved that course
because I learnt. They both actually
followed the same methodology. I
cannot see any difference; the whole
difference was just in their personality
(Graduate 7).

diyorum sadece.

ELT Methodology Component

The tenth interview question aims to explore how the ELT
Methodology component of the METU FLE program served its graduates to
gain the language teacher competencies; which competencies should have been
emphasized; and what kinds of suggestions were made for this component. It
was seen in the transcribed data that all of the participants indicated how
effective these courses were for a teacher candidate in gaining the language
teacher competencies. While the ELT Methodology courses, Approaches to
ELT, ELT Methodology 1&Il, Teaching English to Young Learners, English
Language Testing and Materials Adaptation and Evaluation, were mentioned
in terms of the theoretical knowledge presented and the micro teaching
activities accomplished; the interviewees discussed the practicum courses,
School Experience I & Il and Practice Teaching, according to their experience

in the schools they visited, classes they observed and lessons they designed.
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Therefore, the reporting of the results for this component of the program first

focuses on the former group of courses, and then concentrates on the practicum

component of the program.

One of the interviewees indicated that the ELT Methodology course

instructors presented a variety of techniques and methods to be used in

language classes. She thinks the assignments and projects were challenging,

which forced them to be creative and to adapt a different technique for

different teaching points. Furthermore, she indicated that those courses taught

her the important thing is not what to teach but how to teach it. Thus, they were

all applicable to real classroom use:

[ELT dersleri] neyi nasil vermem
gerektigini gosterdiler bana. Bir konuyu
bir metotla veriyorsam biliyorum ki bir
diger konu o metotla gitmeyecek ona
bagka bir sey bulmam gerekiyor. Bu
acidan cok ¢ok faydasi oldu. Bu
derslerden 6nce sanki “ne sekilde
verirsen ver ¢ocuklar nasil olsa
alacaklar, dnemli olan konudur” gibi.
Ama hayir, dnemli olan konu degilmis.
Onemli olan veris sekliymis, nasil
verdiginmis... Projelerde, 6devler bizim
yaraticiligimizi gelistirdi ciinkii o kadar
kastik ki farkli seyler ¢ikaralim diye.
Ciinkil hocalarimiz bizden bunu
bekliyor. Ciinkii biliyorlard: ki sinir
yok. Bizi ne kadar zorlarlarsa bizden o
kadar sey cikacak. Iyi ki de oyle
yapmislar. Simdi ben kullantyorum
mesela. Bir kelimeyi en iyi nasil
Ogretirim, gramer konusuysa ne
kullanmam gerekiyor. Bunlarin hepsini
o dersler sayesinde gordiik, hocalar
farkli farkli materyaller sundu bize
boyle bir sey var diye. Onlarin hepsini
kullanabiliyorum. Bence en
kullanilabilir olan [dersler] hayatta
onlardu.

ELT courses showed me how to
teach. I know if a method is suitable
for one topic, I need to follow
another method for another topic. In
this sense they were extremely
useful for me. Before these courses,
it seemed to me the most important
thing was the topic and the kids
would learn it anyway. But no, the
important thing is not the topic; it is
how you present it... The projects
and assignments developed our
creativity because we really tried
hard to make something unique
because our instructors were
expecting that and because they
knew there isn’t any limit and we
can do better, no matter how hard
they put pressure on us. I’'m so glad
that they did. I, for example, use all
these things now. How I can teach a
vocabulary item, what I should do
for teaching a grammar point, we
learnt all these in ELT courses; the
instructors provided us with a
variety of materials. I can use them
all. In my opinion, they were the
most useful courses (Graduate 6).
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Another participant stated that the ELT Methodology courses were
useful when the content of those courses was accompanied with the
demonstration of a method or the micro teaching of a language point.

Otherwise, the topics were not meaningful or memorable:

Teaching metodlar mesela ben o kadar net
hatirliyorum ki ciinkii bunlarin nasil
olacagini hem isledik, gordiik hem de
yaptik. O nedenle onlar kafamda ¢ok
fazla yer etmis durumda. Ama sadece
izerinden gectigimiz, konustugumuz
seyler ¢ok fazla aklimda degil. Ama ELT
derslerinin 6gretmenligime katkis1
oldugunu diisiinityorum.

I can clearly remember the teaching
methods we covered since we
demonstrated them and saw how
they were used. That’s why there are
still clear in my mind. However, the
topics we went over without any
demonstration are a bit blurred. But I
think ELT courses have made a
contribution to my teaching
(Graduate 5).

The five-year experienced participant of the interviewed graduates also
pointed the benefits of demos and micro teachings in delivering a presentation,
standing in front of the students and using English in front of a class, which

helps teacher candidates to reflect on themselves as teachers:

... ilk kez hoca olarak tecriibe ettigin
seyler, arkadaslarinla ¢ikip 20 dakikalik
demo [demonstration] yapmak sahnede
nasil duruyorsun, Ingilizce’yi nasil
kullamyorsun gibi. ilk kez insan kendi
kendini goriiyor hoca olarak ben nasilim
diye. O yiizden, ben onlarin ¢ok yararli
oldugunu ve sekillendirdigini diistintiyor-
um bircok seyi. Hata yaparak
Ogreniyorsun onlarda.

... For the first time, I experienced
things like giving a demonstration of
20 minutes, like how you stand on
stage, how you use the language. For
the first time, one sees him/herself as
a teacher and thinks “how am I”".
That’s why I think they were
beneficial and shaped many things.
You learn from your mistakes in
those demonstrations (Graduate 1).

In contrast to the above views, the other participants indicated some of
the competencies they should have developed in the ELT Methodology courses
but could not due to the poor or irrelevant content of the courses. One of the
interviewees teaching at a state primary school emphasized that the graduates
of the program have a high chance of working at primary school. However,
though the program includes a course for young learners, it should have

included songs or games that could be useful for the learners of young ages:
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Okuldan mezun olunca iki secenek var.
[Ikogretim ya da orta 6gretim. Yiizde 50
sansin var. Ben oyun bilmiyorum, sarki
da bilmiyorum. Bana dgretmeyecek
misiniz diyorlar ama ben kendim
bilmiyorum ki 6greteyim! Young
learners dersine agirlik versem
diyecegim ama o derste de dgretilmedi
ki. Sadece 6gretmenimizin bize boyama
kagitlar1 dagittigini hatirliyorum.

After graduation, you have two
choices: primary or secondary school.
You have a chance of 50%. I don’t
know any games or songs. They asked
me if I would teach them, but I don’t
know any myself, how can I teach?
They weren’t taught in the Young
Learners course. I only remember that
our instructor handed drawing papers
out (Graduate 8).

Another participant, from a private primary school, pointed out that the
micro teaching sessions in Teaching English to Young Learners were not
challenging to prepare teacher candidates to the real classroom atmosphere.
Thus, she suggested having that course in real classrooms. Similarly, an
interviewee teaching at a private high school indicated that the courses were
limited to in-class demos; however, video watching or classroom observations
could have been integrated into those courses. Besides, although some of the
ELT Methodology courses were theoretical, analysis and synthesis of the

theoretical knowledge was missing in the course contents:

Young Learners’da genelde uygulama
ve sunumlari sinifta yapiyorduk ve
arkadagslar 68renci rolii alip ¢cok da
eglenceli gegmesini sagliyorduk ama
oradakilerle gercek hayattakiler ¢ok
farkli. Oradakiler ¢ok sahte kalmis.
Eglendik, bir seyler 6grendik ama o
ders gercek sinifta gergek 6grencilerle
goriilmeli diye diigiiniiyorum.

We were usually making applications
and presentations in [Teaching
English to] Young Learners and since
our classmates were in the role of
students, we were having great fun.
But the context there and the real
classroom situation are completely
different; they were fake. We enjoyed
and learnt some, but I think that
course should be conducted with real
students in real classroom atmosphere
(Graduate 9).
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Giizeldi ama siniftaki demolarla kisith
kaliyorduk. Tamam school experience
ya da practice teaching dersleri vardi
ama onlar cok da yeterli degildi. Belki
cok daha videolar izlenerek, gozlemler
yaparak, sinif diginda pratik yapilarak
daha verimli gegebilirdi. Bir de su var,
ben her seyi biliyordum, tiim metotlari,
mezun oldum 1-2 sene sonra
yurtdiginda bir yere bagvuracaktim.
Bana sorusu “tell us about your teaching
philosophy”.,ben o metot kitaplarinin
hepsini ezbere biliyorum ama teaching
philosophyimi yazamadim 2 paragraf.
Yani sizi teorik olarak yiikliiyor ama
sizden analiz, sentez bekleyecek bir
calima yaptirmiyor.

Nice but limited to classroom demos.
We had school experience and
practice teaching but they were not
enough either. It could have been
more fruitful, if we had watched
videos, had observations and some
practice outside the class. Moreover,
when I graduated I knew all the
methods and I was going to apply to
somewhere abroad. They asked, “tell
us about your teaching philosophy”.
Although I knew all those
methodology books by heart, I
couldn’t write my teaching
philosophy in two paragraphs. I
mean they load you with theory but
they don’t have any activity that
expects you to synthesize and
analyze that theoretical knowledge
(Graduate 3).

In addition, one of the participants complained about the methodology
and evaluation of the ELT Methodology courses, as they depended too much
on student presentations of theoretical content, as the presentations did not
have a set of criteria and as the assessment of those presentations was not fair.
She indicated as well that while the course content was at the surface level
rather than being detailed to cover relevant and necessary issues for a teacher
candidate, some of the topics were unnecessarily overemphasized in some

courses during the undergraduate program:
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Bazi dersler igerik olarak ¢ok sorunlu.
[Teaching English to] Young Learners
Multiple Intelligence agarlikli bir ders,
ben Short Story’i Hoca A’dan aldim MI
dersiydi. Metot 1’1 Hoca G’den aldim
yine MI dersiydi. Artik Gardner’dan da
bu teoriden de nefret eder hale geldim
ve isin kotiisii inanmiyorum da adamin
sOylediklerine. Bence bu dersler bir
standarda [oturtulmali], en azindan
genel bir framework ¢ikartilmali ve ayni
dersler ¢ok tekrar edilmemeli ve meslek
tanitilmali. Derslerin i¢i doldurulmamius.
Tabi ki bir hoca materials adaptation
almal1 hatta 2 donem almali1 ama dersin
iceriginde 8 mi 9 mu baglik vardi ve o
bagliklar disinda kafamda hicbir sey
yok... Sunum olay1 beni rahatsiz ediyor
clinkii bir standard1 yok. Yapmayalim
demiyorum ama biri 15 sayfalik kitaba
200 sayfa sunum yapar, biri bagka sey
yapar. Hele o posterler beni
oldiiriiyorlar, ne ise yaradigi belli degil.
Simifa biri palyacoyla geldi ve tam not
aldi... Metot dersleri daha yogun
olabilirdi. How to teach reading’i bir
haftada isleyecegimize 2 haftada daha
detayli isleseydik... Student based
diyince, sunum yapmaya ¢ikmak degil.

Some courses are problematic in terms
of their content. [Teaching English to]
Young Learners is heavily based on
multiple intelligences; I took Short
Story from Instructor A, and it was a
course of MI. I took Methodology I
from Instructor G, and it was again a
course on MI. I was fed up with
Gardner and his theory, and worst of
all is that I don’t believe what he says.
In my opinion, these courses must
have a standard, there should at least
be a general framework and the
courses shouldn’t be repeated, the
profession should be introduced...
The courses are not filled out... Of
course, a language teacher should take
a course on materials adaptation and
even should take it for two terms, but I
had nothing in mind except the 8 or 9
headings... I'm really offended by this
presentation thing because they don’t
have any standard. I don’t say “let’s
forget them”, but one delivers a
presentation of 200 pages for a 15-
page book and another does
something else. And those poster
presentations are killing me; there is
no point in making them. One brought
a clown to class and s/he got full
points... I believe the methodology
courses should be more intense. We
could have covered “how to teach
reading” in two weeks rather than
one... Student-based does not mean
giving presentations (Graduate 7).

Another student, on the other hand, criticizes the course packs used in
those courses and the limited experience of the ELT instructors with the
students in the real classroom environments of today’s world. He narrates an
experience with his students to demonstrate the demands of those students and
to illustrate why ELT teachers should be aware of the learners of English in

Turkey:
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... detaylanmis, her hocanin ayn1
programi izleyecegi, diizgiin ELT
dersleri olmali. Bizim ELT derslerimizi
ne yazik ki mezunu olmamiza ragmen
daha fazla yogunlagilmali. Simdi
bakiyorum da ben daha ¢ok linguistics
ve edebiyat makalesi okumusum
ELT’den. Maalesef iiniversitede de hala
20 senedir ayn1 seyi yapan insanlar var.
Hala Hoca H’nin hazirladig1 pack’ler
kullaniliyor. ELT dersine giren
insanlarin 6grenciyi bilgiye bogmasi
gerektigine inantyorum. Hem teori, hem
pratik. Hem sinif i¢i hem simif dist...
ELT derslerindeki eksiklik, ELT
derslerindeki hocalarin bir kismi uzun
stiredir kendisi derse girmiyor. Belki 20
sene onceki 6grenciler veya 10 yil
onceki 6grenci profili diizgiin, saglari
tarali, kravatt bagh gruplardi ama simdi
gomlegi pantolonun i¢inde olan 6grenci
yok, elinde cep telefonu olmayan
0grenci yok. Bambagka yani... Bu
hocalarin Kurum C’deki dyle
ogrencileri gérmeleri gerekir. Benim
Oyle uyuz siniflarim oldu ki, bana
dediler ki “hocam bize kiifiir 6gretin”.
Ogrettim ben de. Gerektiginde o
esnekligi gostermeniz gerekiyor,
diyorum ki “sira bende” diye bir sey
istiyorum ondan... ELT derslerinde ¢ok
farkli bu tiir seylerde, hocalarin
kitaplardan okudugu seyleri goriiyoruz.
Culture specific oluyor. Oyle bir durum
Tiirkiye’de yok ki. Baz1 hocalarin
mezun oldugumuzda karsilasacagimiz o
kitleyi ¢ok iyi takip etmesi lazim.

... there should be detailed ELT
courses that is followed by each and
every teacher. Despite being a
graduate, I believe there should be
more focus on ELT. I now realize that
I read more articles on Literature and
Linguistics than I read on ELT.
Unfortunately, there are people who
have been doing the same thing for the
last 20 years. They still use Instructor
H’s course pacts. I believe the ELT
instructors should feed students with
information. Both theory and practice.
Both in-class and out-of-class
activities. A weakness in ELT courses
is due to the fact that some ELT
instructors haven’t been teaching
themselves. The profile of the learners
10 or 20 years ago may have been
students who look neat, who comb
their hair and wear a tie, but today
there isn’t any student who wears his
shirt inside his trousers or who doesn’t
have a cell phone. [ mean it is
completely different... These
instructors should see the students at
Institution C. I had such crazy classes
that once they asked me to teach them
how to swear in English. I taught
them. You have to show that
flexibility sometimes; then I asked
them to do something for me... In
ELT courses, we cover what our
instructors read from books. They are
culture specific. Such cases don’t exist
in Turkey. They need to realize the
type of students we will teach when
we graduate (Graduate 11).

Similarly, one other participant (Graduate 7) gave an example at the end
of the interview to indicate how ironic it is to have instructors with no language
teaching experience in a real language classroom outside the university saying
that “bu hocalarin 6gretmenlik dersi vermesi, mankenlerin yemek programi
sunmasina benziyor” [such instructors’ presenting the teaching methodology
are like the models hosting a cooking program on TV].

When the transcribed interview data were analyzed, it was seen that the

participants had some reservations about the practicum part of the ELT
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Methodology courses. One of the main reservations about the first practicum
course, School Experience I, was that it was offered as an isolated course in the
program, since the School Experience II is offered in the first term of the last
year. Furthermore, one of the participants indicated that the tasks completed
during the observation process were not meaningful, since they did not reflect
the atmosphere of the school they visited and/or since the observed lessons or

teachers did not stand as a model for them:

... tasklar bizim gittigimiz okullarla
uyumlu degil. Biz ELT bilgimizle o
kagitlar salladik. Bir saat boyunca
homework check yapiyor; o dersi

izlemenin ne faydasi var? Siz cikip ders

anlatmadiginiz siirece o dersler

anlamsiz. Ben hoca neden 6yle yapiyor

anlamiyordum ama simdi aynini ben
yapiyorum. Aslinda 6gretme olayini

The tasks were not proper for the
schools we visited. We just filled
those using our ELT knowledge.
They have an hour of homework
check; what’s the use of observing
such a course? As long as you don’t
teach, those courses are pointless. I
couldn’t understand why the teacher
was acting like that, but now I am

deneyimlemeden ¢ok anlamsiz kaliyor. doing exactly the same thing. It’s
meaningless without experiencing

teaching (Graduate 10).

The importance of having teaching experiences in the last year of the
program was also mentioned and the unrealistic nature of the School
Experience Il was also criticized, as it does not prepare teacher candidates to
real classroom environment. One of the participants spoke about his experience
of taking a chance to teach in his mentor teacher’s class in order to develop his

teaching skills through actually teaching in class rather than observing:
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4. simif dgrencilerin bil fiil bir sinifi da
almas1 gerekiyor. Ben ilk girdigimde o
kadar rahat bir insanim ama 10 dakika
konusamadim. Ben onlara baktim, onlar
da bana bakti. O soku daha 6nceden
atmak gerekiyor ama okul deneyimi hi¢
Oyle sok mok attirmiyor. Ciinkii orada
kaygimiz not ama kaygimiz yeni bir sey
ogrenmek olmali. Iste gidip yeni
ogrendigimiz bir seyi uygulamaliy1z ki
zevkli olsun... Okul deneyimimde
derste ¢ok sikildim ve derste hi¢ variety
yoktu, renk yoktu falan. Hocadan ders
istedim o da verdi. Biitcemi ¢ok
zorlayarak gittim o ¢ocuklara bir sey
hazirladim, ¢cok hoslarina gitti.

The fourth year students should in
fact teach in those classes. 'm a
relaxed person but I couldn’t talk for
about 10 minutes when I first
entered the classroom. They looked
at my face and I looked at theirs. It is
necessary to get rid of classroom
shock before you graduate but
School Experience can’t do it
because our concern there is the
grades but our concern must be to
learn something. We have to go and
try something we have just learnt, so
that it may be enjoyable. In my
school experience, I got extremely
bored as there wasn’t any variety in
the lesson, it was all very dull. I
asked the teacher to give me a lesson
hour to teach and she let me do it. I
overspent my budget to prepare
something for those kids, and they
really liked it (Graduate 11).

Lastly, for Practice Teaching, two participants indicated that more

chances of practice should be given in the practicum part of the courses in

addition to the observation hours. They both emphasized that one time teaching

chance was not enough to understand the aspects unseen in observation.

Besides, one interviewee complained about the unrealistic nature of the

classrooms they teach in terms of student behavior. She pointed that

conducting the stages of the lesson was not problematic, since both the course

instructor and the mentor teacher were in class. Another participant, on the

other hand, indicated that despite having an unsuccessful experience in her

assessed teaching practice, she could see her mistakes, reflect on her

experience and discover about teaching after receiving her mentor’s

constructive feedback:

Bir kere o siiflar ¢cok kolay ve diizgiin
siiflardi. Bir kere hem 6gretmenleri
hem bizim hocamiz oldugu i¢in ne
dersen yapiyorlardi. “A” de, “A”
diyorlardi. Stageler ¢ok rahat isliyordu,
baglantilar ¢ok rahatti.

First of all, those classes were really
easy and well behaved. First of all,
they were doing whatever I asked
them to do as their teacher and my
mentor teacher were both in class.
Say something; it’s done. The stages
were working easily and the
transitions were smooth (Graduate 4).
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Hoca A’nin bana verdigi feedback
“ogrenciler seni dinlemedi ve hi¢bir sey
0grenmedi; nasil 6grensinler ben
bildigimi unuttum” dedi ve her seyi
elestirdi... Cok eksigimi gordiim,
tahtaya ¢ikmak cok farkli bir sey.
Ogrencilere sizi dinletmek bambaska bir
sey. Dersi anlatayim derken 6grencilerin
varligini unutmusum. “Sen bir kapsiiliin
icinde uzaya dogru gidiyordun” dedi.
Cok da hakliydi. Kendi kendime
konusuyordum. Ve dedi ki “sesin
normalde dyle degil ama 6yle bir cirt
cikt1 ki sinifta rahatsiz oldum” dedi.
Cok da dogru soyledi ne dediyse
kendimi gordiim orada. Yasadigim
sorunlar1 tespit etmistim, benim i¢in
onemliydi, orada objektif bakabildim
ben o zaman da bunu yapmistim diye.

General Education Component

Instructor A told me in her feedback
that the students didn’t listen to me
and learnt nothing. She said “how
can they learn, I even forget what I
know” and criticized me... [ saw my
shortcomings; having students listen
to you is completely a different
thing. Being in front of a class is
entirely different. I forgot the
students, when I was trying to teach.
She said “you were in a space ship
and flying to the sky” and she was
absolutely right. I was speaking to
myself. And she said she was
irritated with my brassy voice; even
though it wasn’t like that at normal
times. Whatever she said, I saw
myself there. It was important for
me because it pointed out my
drawbacks. I could objectively
reflect on what I did then (Graduate
7).

As the last component of the METU FLE pre-service teacher education

program, the eleventh question of the graduate interview aimed to explore how

the General Education component served teacher candidates to gain the

language teacher competencies, which competencies should have been

emphasized, and what kinds of suggestions were made for the courses of this

component. In terms of the competencies on language knowledge and use, one

interviewee stated that the materials of these courses served the improvement

of the language skills, since the medium of instruction in those courses was

English:

Ingilizce’ydi ve siirekli Ingilizce
materyal okuyorsun, Ingilizce’ye bir
katkist olmustur mutlaka. Egitimin
Ingilizce olmasi tabii ki cok
gelistiriyor, kelime agisindan,
konusma acisindan, siirekli duyuyor
olmak bile cok 6nemli.

The courses were in English and you
read material in English all the time,
which must have a contribution to
language development. English medium
instruction of course develops language
in terms of vocabulary, speaking and
even hearing English is very important
(Graduate 1).
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Another respondent, on the other hand, opposed to the English medium
instruction due to two reasons: First, the content of the General Education
courses makes up an important part in KPSS (Selection Examination for
Professional Posts in Public Organizations), and they need to study for that
exam using both Turkish and English books. Second, the examples given in the
native language are more memorable, since the meaning is not lost in
translation. She referred to one of the courses under this category, Classroom
Management, saying that the course was conducted in Turkish, and the

examples were given from Turkish culture:

Ingilizce olmasi bize higbir fayda
getirmedi. Hatta zarar1 oldu ¢iinkii
mesela KPSS’de artik Tiirkce’sini
anlayamiyordum. Ingilizce kitabiyla
Tiirkge’sini paralel ¢alistyordum ve
stnavda sorular1 Ingilizce’ye ¢evirdim
ben. Keske Tiirkce olsaydi. Bunlar
cok onemli, 6gretmenlikte, giincel
hayatta, sinif i¢inde bunlar1 ¢cok
kullaniyoruz. Sadece kafamda
biitiiniiyle kalan Classroom
Management dersi var... Bir
ogretmenin hayatin1 kurtartyor
diyebilirim sinif icinde... Oyle hos
Oyle hayattan 6rnek vermek gerekiyor
ki 6grencinin kafasinda kalict olmasi
icin bunu ¢ok da yapabildigimizi
diisiinmiiyorum ben. Ingilizce ile
kitapta ne diyorsa onu veriyoruz.
Classroom Management dersini
hocamiz Tiirk¢e anlatmisti. Bizim
Tiirk insaninin hayatindan 6rnek
vermisti. Bunu Ingilizce islenen
derslerde goremedik. Aklimizda kalan
seyler giinliik hayattan 6rnekler.

English medium instruction didn’t
give us an advantage. Actually we
suffered from the disadvantages
because I, for example, could not
understand the Turkish version in
KPSS. I was studying the Turkish
book in parallel with the English one,
and I translated the questions into
English in the exam. I wish the
courses had been in Turkish. These
are very important; we often use them
in teaching, in daily life, in class. I
only remember Classroom
Management as a whole... I can say it
saves a teacher’s life in class... Real
life examples should be provided to
make it memorable for the students,
but I don’t think we can do that at all.
We give whatever there is in the book
in English medium instruction. Our
instructor used Turkish in Classroom
Management. S/he provided examples
from the Turkish lifestyle. We
couldn’t experience it in the courses
conducted in English. The examples
we remember are from daily life
(Graduate 6).

Three other participants also mentioned the materials and examples
used in Classroom Management;, however, they both emphasized the culture
specific examples of foreign publications, since they do not reflect the native
and/or the local culture. One of these interviewees reported that when she

complained about the irrelevance of discussing the examples reflecting
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American schools, those examples were considered to be the ideal environment
by the course instructor. However, she also expressed her disappointment with
the unexpected problems she experienced when she started teaching, although
she passed this course with the highest score. Another participant referred to
the examples used in two General Education courses, Classroom Management
and Guidance, as well and explained why comparing the Turkish classroom
environment with that of USA is unrealistic. Moreover, she admitted that even
after graduation and after a year of experience, she still does not know some of
the issues discussed in those courses, as they do not have any association with
the native context. Besides, she thinks these courses should focus on how to

manage classes in the local culture:

Sinuf yonetimi dersinden AA ile
gecmistim. O dersteyken hep sunu
tartisirdim, hep Amerikan ortamlar1 hep
Amerikan kitaplari, isyan ederdim boyle
degil diye. Hocalarimiz da derdi ki
“ideal olan1 tartisalim ki ona ulasmaya
calisgalim”... Classroom Management
dersinin hi¢ bir ise yaramadigini
diisiiniiyordum. Bana yaptigim odevlere
gore cok ¢ok iyi bir 6gretmen olacaksin
demisti, simdi moralim bozuluyor
benim. Ben ideal ortam bekliyordum.
Ben sinifa girdigim zaman 6grencilerin
sarki soyleyecegini diisiinmedim ki hi¢
bir zaman. Cocuk 6niime geliyor,
tepeme ¢ikiyor, dans ediyor.

I had an AA from Classroom
Management. In that course, I was
always opposed to talking about the
American environment and using the
American books, as it is not the case.
Our instructors were saying “let’s
discuss the ideal, so that we try to
live up to it”. .. I think Classroom
Management was no use. According
to the assignments I did, s/he said I
would be a great teacher but now it’s
disappointing. I was expecting the
ideal environment. I never thought
the students would sing when I
entered the classroom (Graduate 10).
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... Classroom Management dersinde
degisik metotlar vardir management
konusunda ama oradaki seyler bazen
cok iitopik. Mesela Guidance ve
Classroom Management dersi gordiik.
Guidance ozellikle cok iitopik ve
Amerikan derslerine gore.
Textbooklarda soyle bir sey yaziyordu
“K-12 iste soyle olur, boyle olur”. “K-
12 nedir” ben hala anlamadim.... Daha
Tiirkiye sartlarina uyarlanmali. Mesela
bir research yapilmis, Amerika’da
yapilmis bir researchii isliyoruz, yani
Amerika’yla Tiirkiye’yi karsilastirmak
miimkiin mii? Daha realistik olmali,
sartlarimiza uygun olmali. Dogudaki
siiflar1 nasil manage edeceginle ilgili
olmal1, kalabalik simiflar1 40 kisilik
siiflari nasil manage edeceginle ilgili
olmal1. Benim bile 6zel bir kurumda
calistigim halde, 27 kisilik siniflarimin
oldugu zamanlar oldu. Onlarla nasil
basa ¢cikmam gerektigini bilemedim.

There is a variety of methods in
Classroom Management but they are
a bit utopic sometimes. We took
Guidance and Classroom
Management. Guidance is especially
very utopic and based on the
American schools. There was
something in the course books
saying K-12 is this, K-12 is that. I
still don’t understand what K-12 is...
It should be adapted to the Turkish
context. For example, a research was
conducted; we study a research
conducted in USA. Is it possible to
compare Turkey to USA? They
should be more realistic and relevant
to our context. It should be about
how to manage classes in Eastern
Turkey or how to manage large
classes, classes of 40 students. I had
classes of 27 students at times, even
though I work in a private
institution. I couldn’t imagine how
to manage them (Graduate 5).

Similarly, another participant criticized the American books used in the
General Education courses, as those cases are not relevant to the Turkish
context. Besides, he also questioned the predictive validity of the assessment

methods used in those course:
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Egitim dersleri amacina ulagmiyor.
Ciinkil yabanci kaynakl yazilar
okudugumuz icin adam Amerika’dan
ornek veriyor ama Tiirkiye’de dyle bir
sey soz konusu degil ki. ... Olcme
degerlendirme de dengesiz. Classroom
Management dersinin uygulamasini
gormek gerekir, mid-term’u, finali olur
mu? Tamam listeliyor maddeleri ama
uygulamadiktan sonra neye yarar. Cok
farkl1 bir 6l¢me sisteminin olmasi
gerekir. Belki siniflar1 gdzlemle, belki
kameralarla. Biraz daha pratige
yonelmeli. Hep okuyup mid-term
oluyoruz ama ¢ok iyi notlar alanlar hi¢
hayata ge¢cmiyor.

General Education courses don’t
achieve their aim. Since we read
foreign publications, they gave
examples for US but that’s not the
case in Turkey. .. Assessment and
evaluation are also unreasonable. You
have to see the application of
Classroom Management, should it
have a mid-term and a final? Ok, the
students just list the bullets but if s/he
can’t use them, what is the point in
that? There needs to be a different
method of assessment. It could be
observing the lessons; it could be
using cameras. They should focus
more on the practical applications. We
are always reading and taking the mid-
term, but the ones who get high scores
can’t put it into practice (Graduate
11).

Another respondent also reported her negative feelings about the
assessment methods used in the General Education courses and indicated that
they used to memorize the answers of the previous year’s questions, since the
exam questions were the same. She mentioned that although they studied for
those courses, she preferred the assessment methods used in the FLE courses as

they focus not only on the product but also on the process:

I don’t think the assessment was fair.
It was multiple choice tests anyway.

... assessment’1nin ¢ok iyi oldugunu
diistinmiiyorum. Zaten test oluyordu.

Onceki seneden kalma sorular oluyordu,
sadece sonuclari ezberleyip gidiyorduk.
Tamam calistyorduk, ama daha farkli
assessment yollar1 denenebilir.
Boliimiimiizdeki assessment ¢ok daha

There were questions of the previous
years; we memorized the correct
answers and took the test. Ok, we
were also studying but different
assessment methods could be used.

The method of assessment in our
department is much better; it
concentrates not only on product but
also on process (Graduate 6).

giizel, sadece sonuca degil siirece de
bakiliyordu.

In contrast, another interviewee expressed that she experienced
preparing a portfolio in one of the courses and named two others as beneficial.

Another indicated that as she heard from her friends, role-play like activities
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Educational Psychology, Planning and
Evaluation, Classroom Management
bunlar hatirladigim ve ¢ok verimli
gecen dersler. Her ne kadar Classroom
Management dersine itirazi olanlar olsa
da biz portfolio calismast yapmustik ve
bizim i¢in olabileceginin en verimli
sekliyle gecti.

Biraz daha hocalarin isleyisiyle ilgili
olabilir ama onlar da uygulamaya
yonelik olmali. Ben duyarim biz hig
yapmadik mesela ama biri kalkip
ogretmen rolii takindiginda digerleri
cocuk rolii takinacak. Biz dyle bir sey
yapmadik. Ben o zaman alismis
olurdum biraz.

were conducted in Classroom Management courses; thus, it seems that the

effectiveness of those courses depends on the instructor’s approach:

Educational Psychology, Planning
and Evaluation and Classroom
Management were the courses that |
remember and that were fruitful.
Although there was some opposition
against the Classroom Management,
we had prepared a portfolio and it bore
fruit for us (Graduate 3).

It may depend more on the
methodology followed by the course
instructor. I heard it from my friends
that one of the students takes the role
of the teacher and others are all young
students. But we’ve never done such a
thing. I could have been better
prepared then (Graduate 2).

Although the participants did not mention some of the courses in the
General Education component, the responses of the participants showed that
the General Education component is considered to be one half of the
professional component of the program, while the other half is the ELT
Methodology component. Thus, the interviewees showed a tendency to
compare the competencies they gained through these two components of their
professional education. One of the participants indicated how these two halves
complement each other and why a teacher candidate needs to be competent in

his/her knowledge and skills taught in these two components:
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Ikisi de iyi bir 6gretmen yetistirmek icin
ama farkli bosluklar1 dolduruyor.
Egitim dersleri 6gretmen olarak simif
icinde durusunu hazirhiyor. ELT dersleri
bu durusu sagladiktan sonra bu dersi
nasil vermen gerektigini hazirliyor.
Egitim konusunda eksiksen elin ayagin
titriyor ne yapacagim diye. Biri orada
konusuyorsa ben onu nasil
susturmaliyim diye. Iste orada
classroom management’in devreye girip
“ben buradayim” diye bir 6gretmen
durusu sergilemek gerekiyor. Ancak bu
durusu sagladiktan sonra ELT yi
uygulamaya sira geliyor.

Both components are to educate a

teacher but they have different aims.

General Education courses prepare
you for your role in class as a
teacher. After this, ELT courses
prepare you how to teach the lesson
in that class. If you are deficient in
terms of General Education, you
don’t know what to do in class, for
instance what to do to silence a
student. At that point, classroom
management should step in to
maintain this posture. Only after
that, it’s time to put ELT into
practice (Graduate 6).

On the contrary, the relation of these two components was considered to
have some drawbacks as well. One of the participants indicated that the content
of some ELT Methodology and General Education courses overlap and/or is
overemphasized, since there is not any coordination between these two groups.
Moreover, the requirements of these components do not show standardization,
as what is taught to be correct in one component is presented as incorrect in the
other. In addition, she admitted that because some courses have similar
projects, assignments and/or take-home exams, they used to exchange their

papers with their classmates in order to submit it to another course:
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ELT dersinde bir ders planm
ogreniyorsunuz, EDS’de de ders plani
Ogreniyorsunuz. Ders planlarinin tek
format olmadiginm biliyorum ... ama
ikisi arasinda ciddi bir sorun var. ELT
diyor ki performance objective’de
“comprehend” diyemezsin observable
bahaviour olmali. EDS’de ise
performance objectives “to
comprehend, to understand”. Basimiz
doniiyordu. Arada inanilmaz bir iletisim
aksaklig1 var o konuda bir standarda
oturtulmasi gerek. Ciinkii biz 3. simfta
cok sorun yasadik. Belki dile
getiremedik. Ders plan1 yapmay1 bir
derste 6greniyorsaniz ikinci derste de
ogrenmenize gerek yok. ELT de yap
Allah yap sonra don EDS’de de projede,
sinavda, finalde ders plan1 yap. Biz bir
ders plani yapiyorduk, hepsine aynisini
vermiyorduk ama exchange yapip
kullaniyorduk.

You learn lesson planning in an ELT
course; you also learn lesson
planning in an EDS course. I know
lesson plans don’t have one
format... but there is a serious
problem between the two. ELT says
that you can’t use “comprehend” to
write performance objectives
because those should be observable
behavior. In EDS, the performance
objectives are “to comprehend”, “to
understand”. We were completely
puzzled. There is great
miscommunication between them;
there needs to be a standard on that
issue because we had many
problems in the third year. Maybe,
we couldn’t express those. If you
learn how to make a lesson plan in
one course, you don’t need to cover
it again in another course. We were
making lesson plans over and over
again for ELT and EDS, for projects
and for finals. We used to prepare
one lesson plan for one course and
exchange it with another group to
submit to another course (Graduate
7).

When the participants were asked what kind of a relation all these five
components should have among each other and to one another in the twelfth
interview question, the responses showed that the participants consider a need
for cooperation, integration and unity among different components of the
program, among the courses of the same component and among the courses of
the same term. Otherwise, the content of the courses becomes repetitive and

time consuming:
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ELT derslerinin Egitim [dersleri] ile
birlestigi ¢cok fazla nokta var.
Gereginden fazla tekrar oldugunu ve
zaman kaybedildigini diisiiniiyorum...
Mesela egitimden testing ve evaluation
[Instructional Planning and Evaluation)]
vardi biz orada yearly plan, unit plan
yazmay1 dgreniyoruz ve siav nasil
hazirlanir. Sonugta bu derse giren hoca
ingilizce 6gretmenligi mezunu degil, “to
the point” olmuyor... Son smiftaki
English Language Testing dersi de
aliyorum. Egitimden aldigimiz 2.
siiftaydi, 4. sinifta boliimden aldigimi
oradaki biitiin 6grendigimiz seylerin
Ingilizce dersine adapte edilmis halini
ogrendim. Bunlar benim ¢ok i¢imi
acitiyor. Oldugu gibi zaman kaybi.
Boyle seylerin birlestirilmesi lazim.
Ayni sekilde egitim derslerinde ki
yaklagimlar classical conditioning ayr1
ayr1 her derste tekrar ediliyor,
linguistics dersinde linguistic agidan,
ELT dersinde dil edinimi acisindan ama
vizyon gelistirerek degil. Beni derslere
hazirlanarak geliyor saniyorlardi ama
ben hi¢ bir derse article okuyarak
gitmedim. Insanlar baglant:
kuramiyorlar, demek ki bunlar anlamli
ogretilmiyor.

Iletisim ve etkilesimi yoktu. Olmas1
gereken ELT ve Egitim dersleri overlap
ediyor, once onlar1 bir diizene
koymalilar. Aslinda fark var mu, ikisi de
ogretmenligi 6gretiyor ama biri specifik
olarak ingilizce 6gretmenligini
Ogretiyor. O zaman overlap etmemeli.
Icerik olarak bir masaya oturup sunu
sunu bu ders, su su obiir ders 6gretilmeli
denmeli bence.

There are many aspects that ELT
courses match with General Education
courses. I believe it’s too repetitive
and time-consuming... For example,
we had testing and evaluation
[Instructional Planning and
Evaluation] in General Education
courses where we learnt making
yearly plan and unit plan and how to
prepare tests. But, the courses are not
“to the point”, as the course instructors
aren’t teachers of English... In the last
year, we also have English Language
Testing. General education course was
in the second year; we learnt how to
adapt all those things to English in the
fourth year ELT course. These really
make me upset. Completely a waste of
time! They should be combined.
Likewise, the approaches in General
Education courses are repeated over
and over again: In Linguistics courses
from a linguistic perspective, in ELT
courses from language acquisition
perspective but not through
developing new perspectives. They all
thought I was well-prepared before
coming to class, but I hadn’t read a
single article before any class. They
can’t see the relation between the
courses, which shows they are taught
isolated (Graduate 10).

There was no communication and
interaction. The ELT and General
Education courses overlap, so first
they should be reorganized. Is there
actually a difference? Both focus on
teaching but one focuses specifically
on language teaching. In that case,
they shouldn’t overlap. In terms of
content, they have to decide what
should be taught in this course and
what could be taught in that course
(Graduate 7).

Besides, communication among the departments offering the program
courses and among the teachers of the same course should also be smooth,

since “the dialogue among the elements strengthens the whole” (Graduate 11).
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Although the participants were not sure whether such a harmony could be
achieved and how, some gave suggestions to achieve this integration through

expert analysis at macro level or instructor emphasis at the micro level.

... nasil olmal1 bilmiyorum. En azindan
konu agisindan birbirleriyle baglantisi
olmali. Iste linguistics’te o hafta islenen
seylere gore ELT de de birbirine yakin
konular iglenebilir... Bir cooperation
olmali ama nasil olmal1 bilmiyorum.

Piiriizsiiz olmal1. Bir kere boliim olarak
amagclarimizi, hedeflerimizi, nasil insan
yetistirmemiz gerektigini belirleyip,
onlara yonelik her boliimden ders
alimmal1 ve onlarin icerikleri her dersin
uzmanlari tarafindan belirlenmeli ve
gecisi saglayacak baglantiy1 saglayacak
kisiler de onlar, curriculum uzmanlari
yapabilir. Boyle bir calisma yapilsa bir
komite kurulsa basarilabilir. Tabi ki
boliimiin hedefleri var ama
biitiinlesmeye yonelik bir calisma
yapilacaksa onlarin tekrar gbzden
gecirilmesi gerekir ve her boliim ne
anlamda katki saglayabilir
[diistintilmeli], projeleri bile birbiriyle
baglantili olmali.

Hep transitiondan bahsediyoruz kendi
derslerimizi design ederken de bunlarin
arasinda da olmal1 ki kafamizda bir
biitiinliik olmali. Sunu 6greniyoruz
sunun i¢in, sonra su derste kullanacagiz
gibi bir sey olsun. O konuda bence
bolim olarak eksik kaldik. Ciinkii
diyorduk ki “tamam linguistics bitti, bir
daha yiiziine bakarsam namerdim” ama
sonra o kitaplar1 baska bir ders i¢in acgip
kullanmadik. Bir iliski yoktu arada ve
biz o biitiinliigii saglayamadigimiz icin
belki “neden” diye sorguladik. Ama bu
transition, biitiinliik nasil saglanirdi,
saglanmali bilmiyorum.

... I don’t know how it should be. At
least, there should be a connection
between them in terms of the topics.
According to what linguistics has for
one week, the ELT courses may
follow closely related topics... There
needs to be more cooperation but I
don’t know how (Graduate 4).

It should be smooth. First of all, as a
department we should decide on our
goals and what type of a person we
aim to train, then to fulfill these aims
the courses to be taken from each
department should be decided on, their
content should be designed by the
experts of that course, and the
curriculum experts are the ones who
enable this transition. After such a
study, it could be achieved. For sure,
the department has its own aims but if
there will be an operation for
integration, they should be revised.
How each department can make a
contribution should be discussed; even
their projects should be linked to one
another (Graduate 3).

We all talk about transition when we
plan our lessons; these courses should
also have it so that we can see them as
a whole. There should be something
like, “we learn this for that or we will
use this later in that course”. In this
respect, we were deficient as a
department because we were like
“linguistics is over, I’ll be doomed if I
open the book again” and we didn’t
use those books for another course.
There wasn’t any connection and since
we couldn’t see it as a whole, we
questioned it. But I don’t know how
this integrity could be achieved
(Graduate 7).
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4.2.1.5 Graduates’ Suggestions for the METU FLE Program

As the last question of the graduate interview, the participants were
asked what could be done in order to improve the METU FLE undergraduate
pre-service teacher education program to educate competent English language
teachers. Although all participants indicated that the program should offer
more chances of practice in real classroom atmosphere and that practicum part
of the component should not be the only chance to teach in a real classroom
atmosphere, the need for practice was seen more clearly in the responses given
by the graduates who are in the first or second year of teaching. For this need,
while some suggested visiting real classrooms as a requirement of all
professional courses, some put forward a kind of cooperation with the other

departments in the university:

Burada ders hazirlarken miikemmel When we prepared lesson plans here,
0grenciye gore hazirliyorsun ama orada we planned them for perfect students
cocuklar hiper aktif, ele avuca but the kids there are hyper active,
sigmuyorlar, hareket etmeye ihtiyaclari difficult to control, and they need to
var. Buradaki lesson planlerin ¢ok toz move around. The lesson plans here
pembe hazirlandigini diistiniiyorum. had an idealized view (Graduate 9).
Bence 4.sinif 6grencileri 1. siif In my opinion, the fourth year
ogrencilerine ders vermeli. Habersiz bir students should teach first year
sekilde. Tabi ki neden sorumlu students in the university. With no
olacaklarini bilecekler ama hangi giin notice! Of course, they will know
gideceklerini bilmeyecekler. Diyeceksin what they are responsible for but
ki ““al bunlar materyallerin, bunlar they won’t know when they will
konun, git bu sinifa anlat”. teach. You say “this is your material;
this is your topic, now go and teach
it” (Graduate 4).

Besides, the graduates working at private schools indicated that the
program should be more informative about the possible problems a teacher
may face and give more chances of discussion on teaching profession and

practice in real classroom environment:
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Bilgi olarak hi¢ eksigim yok ama
memnun olmadigim su var bence bizim
boliimde biz yeterince dgretmenlik
meslegini tanimdan kagit iizerinde
okuyarak mezun olduk. Ben bunu ¢ok
sikayet ettim. Bir Multiple Intelligence,
bir Chomsky bir de Shakespeare vardi.
Ben 3’iinii de ¢cok severek okudum ama
ogretmenlik farkli bir meslek... bir
kitapta soyle yaziyordu: “6gretmenlik
mesleginin en zor kismi lack of
privacy’dir. Simfta 40 kisi sana
bakiyor”. O bilgi benim i¢in dnemli
clinkii ben meslegi tanidim. Meslegi
tanimadan mezun oluyorsunuz

I don’t think I lack knowledge but I’'m
not happy with one thing: I guess we
graduated without knowing the
teaching profession or knowing it only
on paper. We had Multiple
Intelligences, Shakespeare and
Chomsky. I loved them all but
teaching is a different profession... In
one of the books, it says “the toughest
part of teaching is lack of privacy;
forty faces are looking at you in
class”. That information was crucial
for me because I learnt something
about the profession. But you graduate
without knowing much about the
profession (Graduate 7).

A more experienced participant of this group, however, reported that
she had many classroom management problems in her beginning year of
teaching, but she has become competent in handling those in time.
Furthermore, she pointed out that she never considered her having classroom
management problems as the failure of the program but the result of her
inexperience. She thinks her competence in language and subject area
knowledge is always appreciated by the stakeholders in her institution, which

distinguishes her from other teachers:

Benim ilk sene 6zellikle sinif yonetimi
konusunda ciddi problemlerim oldu ama
bunlar her stajyerin basina gelebilecek
problemler 6zel okulda 6zellikle bence.
Ama bunu ODTU’niin bir eksikligi
olarak hi¢bir zaman gérmedim. Bu
tecriibesiz-likten, zamane ¢ocuklarinin
aktifliginden kaynaklanan bir seydi.
Benim en koétii sinifimda bile en kotii
ogrencim “hoca higbir sey bilmiyor”
diye ima eden bir seyle karsilasmadim.
Ciinkil ben her zaman alanimdaki
yeterliligime ¢ok giivenirim ve bu
miidiiriim olsun, diger yoneticiler,
meslektaglarim bunu her zaman
sOylerler: benim gercekten farkli
oldugumu, farkimi hissettirdigimi. O
acidan bir sorun yasamadim. classroom
management ile ilgili zaten
yapilabilecek bir sey yok.

I had serious problems especially in
classroom management in my first
year, but these could also happen to
any beginning teacher, particularly in
a private school. I never thought of it
as a shortcoming of METU. It was
because of my inexperience and the
hyper activity of the kids. Even in my
worst classes, I have never heard
students implying “the teacher doesn’t
know anything”. That’s because I'm
confident about my competence in
subject area, and my principal, the
administrators and my colleagues all
tell me that I’'m unique. I didn’t have
such a problem. There is nothing to do
about classroom management anyway
(Graduate 3).
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Two interviewees admitted that although they are in general pleased
with the program, they believe they could have learned, practiced and benefited
more from it. While one of them puts the blame on herself, the other thinks the

program could be more intense and more academic:

Ben boliim programindan ¢ok
memnundum ama ¢ok iyi
degerlendirememisim diye
diigiiniiyorum. Ben 6grenme ihtiyacini
hissedememisim ki simdi eksikligini
hissediyorum. Aragtirmak zorunda
kaliyorum her seyi. Bir derste okumaniz
gereken course pack’i okumaktan tutun
da, simif disindaki arastirmalar olsun,
her seyi daha iyi yapabilirdim. Elimden
gelenin en iyisini sinifta yapmaya
calistigim i¢in, kendimi daha iyi
donatabilirdim.

Bizim sinif aglardi. Odevlerden sosyal
hayat yok diye ama ben goéremedim o
Odevleri. Bence daha yogun ve
akademik ddev verilmeli. Devamli
sunum yapmaktansa article yazabilir
ogrenci neden yazmasin. En azindan bir
article’in ne oldugunu gorebilmeli.
Hocalarimin ve boliimiin hakkini
yiyemem ama biraz ukalalik yapip sunu
diyorum ben daha fazlasini yapabilirdim
ama yapmadim. Benim su¢um var o
tartisilmaz ama yaptirila da bilirdim.

I was very much satisfied with the
program, but I think I couldn’t make
the best use of it. I might have not felt
the need for learning and now I suffer
from lack of it. I need to search for
everything. From reading the articles
in the course pack to out of class
research, I could have done better. 1
tried to do my best in class but I could
have prepared myself better (Graduate
9).

The whole class was complaining
about the assignments and not having
a social life. Which assignments! I
guess the assignments should be more
academic and intense. Instead of
delivering presentations all the time,
one could have written an article. At
least, s/he should see what an article
is. I can’t be unfair to my instructors
and department and don’t want to be a
smart aleck, but I should say I could
have done better but I didn’t. No
doubt, I’'m guilty but I could have
been pushed as well (Graduate 7).

Finally, though all participants mentioned the need for high language
competency in English, only one participant indicated that the speaking courses
in the program should be added to and the methodology followed in these

courses should be reconsidered:

Speaking daha ¢ok arttirilmali.. O
anlamda kendimi ¢ok eksik hissetmistim
ilk sunum yaptigim zaman. Ciinkil bir
insana 0gretmeden kalk sunum yap
demek olmuyor. Once bu becerileri
gelistireceksiniz sonra notlama sansina
sahip olabilirsiniz.

There should be more courses on
speaking. In this sense, I felt really
incompetent when I first delivered a
presentation because you can’t ask one
to present without teaching how to do it.
First you need to develop that skill, and
then you can grade it (Graduate 1).

177



Table 4.16 below summarizes the overview of the points mentioned in
the graduate interviews. The first column shows the feature under question, the
second presents the aspect of the feature discussed, the third one lists the
specification of the responses and the last one shows the frequency of the

response.

Table 4.16 Overview of the Points Identified in the Graduate Interviews

e

Feature Aspect Specification
Knowledge of ELT

Knowledge | (teaching grammar, skills and vocabulary)
of language | Language awareness

subject area | Language knowledge

Use of Spoken English

Classroom management

Knowing the students

(level, age, interests, needs)

Rapport with students

—_—
—_—

Flexibility
) In-class Material selection, development and adaptation
Competencies Appealing to students’ needs
a language Motivating the students
teacher needs Lesson planning
to have

Using different sources

Assessment

Rapport with parents

Rapport with other colleagues

Rapport with administration

Being open to professional development

Out of class | Self discipline

Self- confidence

Motivation to teach

Hard work

Empathy

No change from experienced to novice teachers
Should not change from state to private
Change from private to state schools

Change according to age of the learners
Change according to the type of school

Change according to the experience of the teacher
Change according to classes

Change according to lesson

Change according to the city

Change in the same institution according to aims

Difference in
the required
competences Yes

— == = R AR Q=== === = = = WO B = = = [N W W W] i [N |V

178



Table 4.16

Overview of the Points Identified in the Graduate Interviews

(continued)

Feature

Aspect

Specification

Areas FLE
graduates feel
competent

Strengths

ELT knowledge

Materials development and adaptation

Professional development

Rapport with students

Personal qualities (empathy, understanding)

Spoken English

Lesson planning

Motivating students

Teaching grammar

Flexible

Teaching reading

Appealing to students’ needs

Testing

Areas FLE
graduates
need
improvement

Weaknesses

Classroom management

Language awareness

Putting theory into practice

Speaking & pronunciation

Rapport with colleagues and administration

Knowing the profession

Teaching listening

Teaching grammar

Impact of the
METU FLE
program

Yes

Knowledge of ELT

Materials development, adaptation and evaluation

personal qualities (discipline and well-rounded
personality)

N (WA= ]={No WA= === == = o ho | s [

Instructors

Flexibility

Personal motivation is more important

=] —

Putting theory into practice should have been
emphasized

—

Program underestimated my capacity

Language
component

Positive

Made use of writing courses

Served as a model

Liked reading authentic materials

Made us of speaking courses

Translation courses for language awareness

Negative

Disappointment with grammar courses

Disappointment with reading courses

No use of translation

Disappointed with the skill courses (all)

Incompetent instructors

Disappointment with speaking courses

=N N[N | —= =[N —
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Table 4.16

Overview of the Points Identified in the Graduate Interviews

(continued)

Feature

Aspect

Specification

Literature
component

Positive

Language

Served as a model for teaching

Intellectual development

Culture

Critical thinking

Thinking from different perspectives

Expressing one self

Seeing details

Negative

Not developing teaching or using literature

Methodology was criticized

Nor served as a model for being traditional

Not relevant for student profile

Linguistics
Component

Positive

Language acquisition was useful

Model in explaining grammar rules

Negative

No practical application

No integration with professional courses

Instructor’s role in the courses

ELT
Methodology
component

Positive

Demos and micro teachings

Importance of the supervisor and/or the mentor
teacher

B[RO D|WD[WN|N|D [ |m= | [= | = [ B[N | L [ Lo |

Variety of methods and techniques

—_

Develop creativity through projects and
assignments

—_—

Evaluation of students

Negative

Not relevant content for young learners

Not enough chance to have an experience

Instructor’s lack of experience

Inadequate content and pace of the courses

Too much observation in the practicum

Methodology followed

Testing should be better

Course packs

Unreal classroom atmosphere

Problems in putting theory into practice

General
Education
Component

Positive

Medium of instruction (language development)

Useful assessment methods (portfolio)

Negative

Assessment methods used

Irrelevant examples given

Materials used in those courses

Inadequate content of the courses

More practical applications

Medium of instruction (obstacle)

Relation
among five
components

Important

Integration among courses and components

Coordination between ELT & General Education

Transition between courses of different groups

Communication among departments

Cooperation
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Table 4.16 Overview of the Points Identified in the Graduate Interviews

(continued)
Feature Aspect Specification F
More chance of real classroom atmosphere
: 4
should be given
Demotivating attitude of the instructors towards 3
the courses should be considered
Courses should be relevant to the aim of the
For program !
Suggestions department The content of some courses should be more
and comments . 1
intense
Some courses should be elective 1
Anticipated problems on teaching should be 1
presented
For Personality factors shape the impact of the >
graduates program

4.2.2. Elite Employer Interviews

The employer interviews aim to investigate how competent employers
find the FLE graduates as English language teachers, which competencies they
find them strong or weak at, and what are the competencies they need to
further develop.

The employer group stands as an elite interview group, since they work
as a teacher trainer, department head, English language coordinator, school
principal, vice-principal or administrator. Four of the eight elite interviewees
are stakeholders in hiring English language teachers at their institutions, while
the others are responsible for their in-service teacher training or
administrational requirements. Seven of the eight elites work in institutions in
Ankara or its villages, while one of them works in Northern Cyprus. Two of
the informants are teacher trainers, one in a private institution and the other in a
state tertiary one. Two other elites work as a principal and a vice-principal in a
state primary and a state secondary school respectively. Besides, while one
works as a department head in a private secondary school, another works as an
English language coordinator in a private primary school that has branches in

six cities including Ankara, Mersin, Denizli, Nigde, Kayseri and Kocaeli, and
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she takes part in the interviews to hire English language teachers for those
schools as well. Moreover, two elites work as administrators in state tertiary
and private tertiary institutions. Rubin and Rubin (1995: 262) state that in
studies based on elite interviews the meaning of the interview depends on who
the interviewee is; therefore, the elite interviewees’ type of school and their
experience are referred to while analyzing their responses, but neither their nor
their institutions’ names are revealed. Table 4.17 below shows the profile of

the elite interviewees:

Table 4.17  Profile of the Elite Employer Interviewees

Interviewee Experience in position Location School Type/Level
Elite 1 11 years (administrator) Ankara state/ tertiary
Elite 2 12 years (coordinator) Ankara private/ primary
Elite 3 20 years (trainer) Ankara state/tertiary
Elite 4 2 years (department head) Ankara private/secondary
Elite 5 4 years (trainer) Ankara private/ tertiary
Elite 6 19 years (principal) Ankara-Cubuk state/primary
Elite 7 2 years (vice-principal) Ankara-Cubuk state/secondary
Elite 8 5 years (administrator) Northern Cyprus private/tertiary

As the first question of the interview clarified, while the principal and
the vice-principal in the elite group are not teachers of English, the other six
elites are teaching English with an experience of eight to 27 years. While the
less experienced elite has been a department head and a stakeholder in hiring
English teachers in her institution for the last two years, the most experienced
elite has been a trainer for 20 years. Four months after the interviews were
conducted, one of the administrators decided to retire but continue teaching in
a private language school, while another working as a department head in
private secondary school decided to continue her career in a state tertiary
institution as a teacher of English. Due to the different profiles they have, each

elite brought a unique perspective to the interview questions.
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4.2.2.1 Competencies of a Language Teacher

The second interview question, “What are the competencies an English
language teacher needs to have?” aims to explore elites’ general perception of
the competencies an English language teacher should possess with three probes
on language and subject area; in-class (i.e.: planning, classroom management
and assessment); and out of class (i.e.: relations with colleagues, professional
development) activities. The analysis of the interviews demonstrated that all of
the elites, despite working at different institutions, agreed on a high level of
language competence and knowledge on language teaching methodology.
Moreover, three respondents indicated that competence in language knowledge
and language use comes before competence in language teaching methodology.
These three elites mentioned that the in-service teacher training programs in
their institutions may help the newly hired teachers, if they have some
weaknesses in their methodological knowledge and instruction; however, it is
not that possible to improve weakness in language through an in-service
teacher training program. Thus, competence in language, language skills and
culture of the language stands as a prerequisite competence to other

competencies:

Her seyden once Ingilizce’sinin ¢ok iyi
olmasi gerekir. Konu ile ilgili bilgisine
gelince yoksa bile egitim
programlarimiz oldugu i¢in ona sirtimizi
dayaya-biliyoruz... dil sadece dil olarak
degil, kiiltiirii de ¢cok 6nemli ve benim
kafamda bir Ingilizce 6gretmeni profili
var, yani her profilden gelen arkadas
buna uygun olmuyor. Yurtdisi
gormiisliik soyle: hani o kiiltiirii
tanimak, iletisim kurabilmek cok ¢ok
onemli, hani giinliik hayatta igler nasil
yiirtiyor onu gérmek ve de bir de bakis
acis1 agisindan ¢cok 6nemli diye
diistiniiyorum. Yani bilgili olsun,
Ingilizce’si ¢ok iyi olsun, cok ilgili
olsun, kiiltiirlii olsun, yurtdis1 gormiis
olsun yani dyle biri.

To begin with, his/her English should
be perfect. We can depend on our in-
service teacher training program if
s/he is not competent in
methodology... language is not simply
knowing language; its culture is also
important. I have an English language
teacher profile in my mind and
everyone can’t fit into this profile.
Having been abroad, knowing the
target culture, being able to
communicate are all very important
for gaining a perspective. I mean
someone who is knowledgeable, good
at English, interested, cultured and
who has been abroad (Elite 1).

183



In addition to competence in language and language use, the teachers

Bence mutlaka metodoloji iizerine bir
egitim almas1 gerekir. Bunun igerisinde
degisik approachlar, staj, praktikum, dil
ve kiiltiir gibi konularda okumalar,
uygulamali dil bilim gibi konularda, yani
Ingilizce 6gretimi ile ilgili konularda
mastir etmesi gerekir. Ama eger egitimi
Ingilizce 6gretmenligi degilse bile bu
konuda bir sertifika programina katilmali,
bunu ben sart goriiyorum. Onun diginda
mesleki geliseme acik olmali, takip
etmeli, degisik sekillerde olabilir:
Journallar takip etmeli, konferans
seminer gibi etkinliklere katilmali, diger
hocalarin derslerini gozlemlemeli.

are expected to be competent in their knowledge of ELT methodology. It was
indicated by one of the interviewees that an English language teacher should
have a degree in ELT or should attend a certificate program on language
teaching. Besides, as all the interviewees mentioned, language teachers should
be open to professional development through attending conferences, observing

other teachers’ classes and/or following innovations in the field:

In my opinion, they definitely need to
have an education on methodology
including approaches, practice
teaching and school experience,
readings on language and culture and
applied linguistics. Unless his/her
undergraduate degree is ELT, s/he
must attend a certificate program.
Apart from those, s/he should be open
to professional development, attend
conferences and other activities, keep
up with the journals, observe other
teachers (Elite 8).

Another elite, on the other hand, put forward that a language teacher

confidence:

... riske girebilecek biri, yeni seyleri
deneyebilmek i¢in, motive olacak.
Bilgiliyse eger o bilgisini aktarmak icin
debelenecek. Eger hafif bilgiliyse o
zaman da arzusu ¢ok olacak... Siirekli
kendinden yapic1 bir bicimde kusku
duyan yani “ben boliimden mezun oldum,
A ile de mezun oldum, her seyi cok iyi
yaparim’ havasina girmeyecek. Kendine
her zaman giiven duyacak ama her zaman
icin de “there is room for improvement”
dedirtecek kadar da kendinden kusku
duymali ki bir seminere gitsin, bir
konferansa gitsin, bir kitap okusun ki,
sormak ihtiyaci duysun.

should be competent in taking risks to try and test new methods and

techniques, be open for reflection and improvement, and should have self-

... a person who can take risks is
motivated to try new things. S/he
should try to forward his/her
knowledge to others. If s/he has little
knowledge, s/he should be highly
interested and motivated... Ina
constructive sense, s/he should try to
improve him/herself. S/he should have
self-esteem but should question
him/herself saying “there is room for
improvement” so that s/he attends
conferences, seminars and reads books
and asks questions (Elite 3).
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The principal of the state primary school indicated that teaching is an
art, and the teacher should be ready to improve her art saying “Hocanin, elinde
tebesir kalmayacak, gelistirecek kendini” (Elite 6). Furthermore, two elites
stated that having world knowledge and being informed of technology are
important competencies of a teacher, since the teacher makes use of his/ her

knowledge for the rapport with students in class:

Ingilizce hocasi olarak biz her telden
calmak zorundayiz. Yalniz Ingilizce
ogretmekle kalmiyoruz, Ingilizce
ogretirken degisik metinler, degisik
konular konusunda bilgi sahibi olmamiz
gerekiyor. Bunlar1 6grencilerimizle
boyle bir friendly bir atmosphere i¢inde
paylasmak. Ciinkii lecturing
yapmiyoruz ¢ocuklarin bir seyi
anlamasini saglamaya calistiimiz igin.

We need to know about anything and
everything for being a language
teacher. We don’t only teach English,
but we also use a variety of texts and
we need to be knowledgeable about a
variety of different topics. It is
necessary to share those with our
students in a friendly atmosphere as
we try to help students understand
something, we don’t lecture (Elite 1).

Additionally, the elite interviewees indicated some qualities language
teachers should possess such as being disciplined, enthusiastic, hard-working,
meticulous and analytic. Specifically, the vice-principal of the state secondary
school stated that a teacher should be ready to be hard-working and to solve
numerous problems (Elite 7). Moreover, two of the participants emphasized the
importance of preparing effective lesson plans through adapting theoretical
knowledge into real life, while two other insisted on the importance of

cooperation with other teachers in the institution.

Bir 6gretmenin en dnemli 6zelligi cok
iyi hazirlanmasz, elinin altinda kaynak
kitaplarinin bulunmasi... Once bir pre-
reading yapilir, warm-up yapilir top-
down, bottom-up aktiviteleri yapilir
sonra post reading aktiviteleri ile
ogrenilen seyler pekistirilir falan gibi
sordugunuzda teorik olarak biliyorlar
ama nasil uygulamalar1 gerektigini ya
bilmiyorlar ya da hazirliklarini
yapmuyorlar.

The most important quality of a
teacher is being well-prepared, having
source books... When we ask them
how a reading session is conducted,
they theoretically know they should do
pre-reading, warm-up first and then
move on the top-down and bottom-up
activities, but they have problems in
putting these into practice or they are
not well-prepared (Elite 5).
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Hocalarla iletisime gelince bence ¢ok
paylasimci olmasi gerekiyor. Yani bizde
bir birini cekememezlik, ben daha iyi
yaparim seklinde degil de ben sunu
biliyorum arkadaslarimla paylasayim,
bizim meslekte cok onemli. Insanlar
konferanslara gidiyor, degisik
calismalar yapiyor, bunlari bilmemiz
gerekiyor diye diistiniiyorum.

I believe s/he should share with other
colleagues. I mean instead of being
jealous of each other, “I know that, so
let me share it with you” type of
attitude is very important in our
profession. People go to conferences
and participate in different activities;
those we need to know, I think (Elite

D).

Finally, one of the elite interviewers also mentioned the competencies
expected from a language teacher in terms of relations with the school
administration, whereas another pointed out those with the parents. The former
respondent, head of the English department in a secondary school, explained
that everyone in her institution has a heavy working load, and the teachers
should be competent in taking responsibility, sharing responsibility with other
teachers and being positive towards the system. Additionally, the latter
interviewee, language coordinator in a private primary school, mentioned the
competencies they expect from their teachers in order to have positive relations

with parents, which includes being constructive rather than defensive.

Toplantilarda konusulanlara alinan tavir
ses tonu, yardim etmeye agik olup
olmamak bile bunlarin hepsi, siirekli
sikayet etme halinde, kendinde kusur
aramay1p baskalarinda arama,
deadline’lar1 kacirma, bunlarin hepsi
problem yaratiyor. Calisma arkadas-
larimin paylasimci olmasini isterim. Her
olayda “ay iste benim suyum var buyum
var” olmamali. Herkes her zaman ¢ok
mesgul, birbirimizi sik bogaz etmemeye
calistyoruz. Tabi ki de ¢ok calisacagiz.
Ama belli oluyor kimin ¢aligmak
istemedigi. {1k giin daha baslar
baglamaz mevcut sisteme kars1 bir tavir
“ama niye bu boyle, su soyle”. Bir dur,
otur, bir incele, ondan sonra her sey
degisiyor.

Negative attitude towards what is said
in the meetings, tone of voice, not
being open to support others,
complaining all the time, criticizing
others or missing deadlines, all cause
problems. I expect my colleagues to
share responsibility. They shouldn’t
find excuses for every activity.
Everybody is busy; we try not to
distress each other... For sure, we’ll
work hard. But it is so obvious who
doesn’t want to work. On the first day,
as soon as they start working, they
start complaining about the system.
But they need to wait and observe;
then everything gets better (Elite 4).
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Velileri ¢ok sabirla dinlemelerini We expect them to be patient while
istiyoruz. Bir sey sdylendiginde hemen listening to the parents. We advise
savunmaya gecmemelerini tavsiye them not to defend themselves
ediyoruz. Ciinkii boyle savunmaya whenever they talk to the parents
gecildiginde bu defa artik o seye because it turns out to be an argument.
doniiyor, yapict olmaktan daha ¢ok We ask them to listen to the parents
miinakasaya doniiyor. Bunu 6nlemek carefully and to explain their point in
icin veliyi dikkatle dinleyip eger appropriate register if they are a 100%
ogretmenimiz % 100 hakliysa veliye right. Sometimes, the parent has a
bunu uygun bir dille agiklamasini sound claim. In such cases, we asked
istiyoruz. Bazen veli hakli oluyor, o them to listen to them and reconsider
durumlarda da 6gretmenin veliyi the issue (Elite 2).

dinleyip, kendini tekrar bir gézden

gecirmesini soylilyoruz.

As the third question of the interview, the elites were asked whether the
competencies an English language teacher should have change according to the
level they teach, institution they work at and the experience they have. The
elites agreed that all English language teachers should be competent in their
knowledge and use of English, and they should have and/or develop different
competencies depending on the aim of the English course, profile of the
students and nature of the institution.

Three elites, a primary school principal, an English language
coordinator and a teacher trainer, indicated that a teacher of English to young
learners should have further competencies in order to present the lesson
according to students’ language level and in order not to have classroom
management problems. These further competencies a teacher of a young
learner class should have are listed as being patient and caring, having
knowledge of different classroom management techniques, and knowing and
using a variety of songs, games and stories. One of the teacher trainer
participants, on her experience with teachers of young learner classes, indicated
that keeping students busy is very important, since both the students of state
primary schools and those of private primary schools show misbehavior in

different ways, when they are bored in class:
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Bence ilkdgretim bambagka bir diinya,
bence orasi i¢in bambagka bir insan
gerekli... Oradaki observationlarimda
gordiim ki iyi bir young learners hocasi
olmak icin ¢ok farkli seyler lazim. Bir
kere sabir lazim, farkli disiplin
yontemleri lazim, ¢ok teknik lazim...
Young learner metot bilecek aksi halde
o bebeleri tutamazsiniz, tutulmuyor da,
ben o bebeleri gordiim. Kurum D’deki,

devlet okulundaki 6grenciyi de gérdiim.

Devlet okulundaki siranin altindan
yapiyor yaramazligini, Kurum D’deki
stkildig1 an agikg¢a belli ediyor ve
disiplin sorunu ¢ikiyor. Young learner
hocasi teknige cok 6nem verecek,
stirekli okuyacak, oyun arayacak, sarki

arayacak, dans edecek, oyun oynayacak.

Fiziksel olarak acayip formda olacak.

I think primary school is another
world and another type of person is
needed there... I saw in my
observations there that a teacher of
young learners needs to have different
competencies. Firstly, s/he needs to be
patient, know different methods of
establishing discipline, techniques. ..
She should know the methodology for
young learners; otherwise, s/he can’t
manage those monsters. I saw both
classes in private primary Institution D
and those in state primary schools.
The one in the state schools is secretly
misbehaving, but the one in the private
school explicitly shows that s/he is
bored and there appears a discipline
problem. The young learner teacher
should pay attention to the technique,
read a lot, search for games and songs,
dance and play in class. She should be
physically fit (Elite 3).

Another elite, an administrator at a state tertiary institution, compared
her institution to private tertiary institutions and mentioned the importance and
difficulty of a teacher’s being competent in classroom management in private
tertiary schools, while classroom management is not a problem in her
institution due to the profile of their students. She added that since their
students mostly have a weak or no background of English, a teacher should be
competent in helping those students improving their language, which is a

challenge both for the teacher and for the student:
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Bizim buradaki dgrencilerimiz belli
ailelerden gelme ¢ocuklar, ¢ok saygili,
cok rahat ders yapabildigimiz, ¢cok akilli
yani Tiirkiye’nin en iist tabakasindan
bilgi acisindan aldigimiz ama sosyal
olarak alt tabaka ailelerden ... gelen
ama ¢ok hirsh [¢ocuklar]. Bu tiir
cocuklara ders vermekle biz bir takim
imkansizliklar1 bagariyoruz, yani
Ingilizce seviyeleri ¢ok diisiik olmasina
ragmen ¢ok akilli olduklari i¢in bunlara
bir sey 0gretebiliyoruz. Bize ¢ok biiyiik
gorev diigiiyor burada ... Ama Kurum
E, Kurum F tarz1 iiniversitelerde profil
farkli, yonetimler farkli, orada siz 8:30-
17:00 gahistyorsunuz. ODTU’ deki
esneklik yok. Dolayisiyla orada biraz
daha kurallara uymak gerekiyor, bir de
ogrenci kitlesi biraz farkli. ODTU
ogrencisi kadar akill1 degil. Sosyal
statiisii farkli... Ama classroom
management mesela bu tarz
iiniversitelerde ¢ok daha fazla onem
kazaniyor.

The students we have here are from a
specific family profile, very
respectful, very easy to teach, very
smart. I mean the most successful
students but in terms of socio-
economic background, they are from
low or middle class families. Still,
they are very ambitious. Though it is a
challenge, we could teach them many
things as they are really smart, while
their level of English is low. But the
student profile is completely different
from universities like Institution E and
Institution F; those have a different
administration and you have to work 9
to 5 there. They aren’t as flexible as
METU. Consequently, you have to
follow the rules there. The student
profile is also different; not as smart as
METU students... Classroom
management becomes more important
in such universities (Elite 1).

As the above quotation also points out the role of the institutional
atmosphere on the required teacher competencies, another elite, a department
head at a private secondary school, indicated that teachers at secondary
institutions are responsible for not only teaching English but also the
intellectual development of the students. Thus, the teacher should also be
competent in addressing creativity and analytical thinking in her lessons.
Besides, because her institution has a different system for English courses and
because the secondary school students’ scores in those courses have a decisive
role in their scores of university entrance exam, they expect their teachers to be
competent in their rapport not only with the students but also with their

parents:
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Sadece 6gretim degil, sadece Ingilizce It’s not teaching only, you can’t think
Ogretimi olarak diisiinemezsin, it merely teaching; it’s developing a
Ogrenciyi bir insan olarak yetistirmeyi student as a human being. We expect
diisiiniirsiin. Bunlar farkli ve teachers to focus on these as well. It is
ogretmenin de bunlarla ilgilenmesini not like “I teach and leave”... Being
bekliyoruz. “Ben dersimi anlatirim creative and being critical: these
cikarim” seklinde degil... Yaratict should be integrated with the course...
diistinmek, elestirel diisiinmek. Bunlarin We put students into different classes
hepsini derse katmasi ¢ok onemli... Biz and we need to challenge all those

de kur sistemi oldugu icin ¢cok students according to their level of
profesyonel bir sekilde farkli English and this is a hard task... Their
seviyelerdeki dgrencilerin hepsine ayni scores are really important for the
anda challenge verilmesi gerekiyor ve university exam and we need to

bu zor bir sey... OSS igin de notlar ¢ok challenge them without making the
onemli, 68rencileri kiistiirmeden, students upset or the parents complain
velileri costurmadan bunu yapmak (Elite 4).

gerekiyor.

In spite of the different competencies listed depending on the profile of
the language learners and the expectations of the institutions, one of the teacher
trainer elites emphasized that if a language teacher is competent in language
and language use, willing to improve herself professionally and has a positive

rapport with her students, s/he can be successful in any institution:

Ingilizce’yi iyi biliyorsaniz, A teacher will be successful, provided
istekliyseniz, kendinizi gelistirmek that s/he knows good English, that
istiyorsaniz, 6grenciyle iligkiniz iyi ise s/he is interested and willing to
bence sirtiniz yere gelmez. improve herself and that s/he has
positive rapport with students (Elite
3).
4.2.2.2 Strengths and Weaknesses of FLE Graduates

The fourth question of the elite employer interview asks how competent
they find the METU FLE graduates according to the competencies mentioned
in the previous two questions. The interviewees were also asked to explain in
which areas the graduates are competent or they need to improve themselves,
and to demonstrate their ideas with a specific example, if possible. It was seen

from the responses that the elites from state primary and secondary and private
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primary schools find the FLE graduates competent in general. The principal of
a state primary school (Elite 6) indicated that FLE graduates are highly
competent in their knowledge of language, use of this knowledge and adapting
the course materials and following the curriculum of their school, while the
vice-principal of a state secondary school (Elite 7) explained that although they
cannot decide on which teacher comes to their school, they find themselves
quite lucky if a METU FLE graduate comes, since they are sure of their
teaching competence. Moreover, the language coordinator of the private
primary school emphasized that in the interviews they conducted to hire
teachers of English, they clearly see that METU FLE graduates are not merely
competent in their knowledge of language and teaching methodology but they
are intellectual and sociable as well. Although these graduates have other
competencies which need improvement, they get more experienced and more
competent in time.

The elites from tertiary institutions and a private secondary school, on
the other hand, focused more on the competencies METU FLE graduates need
to improve. In this respect, the first competency area appeared to be language
knowledge and use. One of the interviewees, administrator of a state tertiary
institution, pointed out that the FLE graduates cannot pass the language exam
or the interview they conduct to hire language teachers. She compared the
recent graduates to those of the previous years and mentioned that the latter
group of graduates had their secondary education in an English medium school,
while the former group comes from teacher training schools, which forces the
FLE program to train these students in four years both in language competence
and ELT methodology. Besides, she emphasized that these students have
problems in developing teacher competencies, since they have problems in

understanding the courses conducted in English:
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... bir karsilastirma yapmamiz gerekirse
cok eskiden aldiklarimizla arasinda
anormal farkliliklar var. Dil agisindan
cok biiyiik farkliliklar var, meslek
bilgisi anlaminda da farkliliklar var...
eskiden ELT mezunlarini ¢cantada
keklik... derken simdi biiyiik bir
cogunlugunu elemek zorunda kaliyoruz
yani sinavimizi daha kazanamiyorlar.
Tabi bunlarin altinda yatan faktorler su:
Eskiden aldiklarimiz English medium
bir okuldan gelen... Ama simdi
o0gretmen meslek liselerinden geliyor bu
cocuklar, Ingilizceleri ¢ok fena ve ELT
boliimiiniin de zorluklar1 var. Simdi bu
cocuklara Ingilizce mi dgretilsin,
hazirlik kesinlikle yeterli degil 1 yil,
hele ki ingilizce 6gretmeni olacak
birinin 1 y1l hazirlik okuyup ELT
boliimiine ge¢cmesi hi¢ hi¢ uygun degil.
Ve ne oluyor, bu ¢cocuklar dogru diiriist
dili 6grenemeden meslegi 6grenmeye
calistyor, dili iyi olmadigr i¢in
okudugunu da dogru diiriist
anlayamiyor, bizim sinavlarimizda ¢ok
basarili olamiyorlar.

... If I need to make a comparison,
there is a huge gap in terms of
language and methodology between
the ones we hired in the previous
years and the ones who applied to
our department in the last few years.
.. We used to think we would hire all
the FLE graduates who applied, but
now we eliminate most of them
since they can’t even pass our
written exam. The reason beneath
this is that the ones we hired
previously were actually graduates
of an English medium high school...
but today they are coming from
teacher training Anatolian high
schools, and their level of English is
terrible, besides the department has
its own challenge. One year in
preparatory school is not enough for
them. What happens is that they try
to learn methodology before learning
the language properly. As they aren’t
competent enough in language, they
can’t understand what they read and
can’t be successful in our tests (Elite
1).

Similarly, another elite working as an administrator in a private tertiary

institution mentioned the language level of the METU FLE graduates as she

experienced in the interviews to hire teachers in her institution. She also

mentioned that in recent years there has been fewer graduates who are highly

competent in speaking in English:

... yillar i¢inde daha iyi Ingilizce
konusan ODTU mezunlariyla
kargilagiyorduk. Yani ¢ok fluent, cok
accurate, sinavlarda top yapan. Son
zamanlarda bunun yazili sinav seyinin
diistiiglinti gérityorum, miilakatlarda
onemli hatalar yaptigin1 gérityorum
bazilarinin, i¢lerinde bunlarin hi¢ birini
yapmayan adaylar da var ve onlar
miilakatlarda basarili oluyorlar. Ama bir
yiizde yapmam gerekirse ki bir ¢etele
tutmus degilim ama yillar icinde boyle
bir farklilik var.

...We used to have METU graduates
who spoke very good English, I mean
accurate, fluent and who had the
highest scores in exams. In recent
years, I’ve seen that less number of
students is successful in written tests
and, they make serious mistakes in the
interviews; the ones who don’t make
any mistakes are successful. Although
I didn’t keep a record of this, if I have
to give a percentage, the ratio of
successful students has dropped in the
last few years (Elite 8).
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One other elite, department head at a private secondary school, reported
her experiences to demonstrate how language competence is important for her
institution. She indicated that being a METU FLE graduate herself, she is
interested in the results the FLE graduates have in the exams they conduct to
hire language teachers. However, she expressed her disappointment in her
anecdote and spoke of the inadequate language competence of the teacher

candidates:

Bizim sinavlarimiz ¢ok zor degil.
Diizgiin bir essay yazmalarin istiyoruz
ve First Certificate seviyesinde bir sinav
var. Ilging bir olay oldu. Biz bir
ogretmen alim sinavi verdik: Lise
2’lerimize de ayn1 siavi verdik. Higbir
ogretmen en yiiksek notu alan
ogrencimizden daha yiiksek not

Our exams are not very difficult. We
ask them to write a neat essay and
complete a language test at First
Certificate level. Something
interesting happened. We gave a test
to hire teachers and we gave the same
test to our 10" grade students. None of
the teacher candidates had a higher

alamamisti. Bu korkung bir olay ciinkii
parcalarlar cocuklar hatay1 bulduklar
zaman. Hele yeni 6gretmende goziiniin

score than our highest scoring student
did. That’s scary because the kids
make a fool of the teacher, especially

yasina bakmazlar. a beginning teacher, if they find any

mistake (Elite 4).

Despite the drawbacks in their language use, the METU FLE graduates
are considered to be successful in certain competencies such as professional
development and reflectivity. Two administrator participants of the elite
interview both indicated that the graduates are open for professional
development, and they have self-esteem to reflect on their teaching and to

analyze the competencies they need to improve:
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... kendi yaptiklar1 deneyimlerden sdyle
bir sonuca varabiliyorlar: Ben su
konularda iyiyim ama su konularda
kendimi gelistirmem gerekir. Bu soruyu
sordugumuz zaman yani kendilerini
degerlendirmelerini istedigimiz zaman
hicbir sekilde gii¢liik cekmiyorlar
kendilerini degerlendirmekte. Ornegin
ben kiiciik yastaki 6grenciler igin ¢ok
iyi materyal gelistirebiliyorum, fakat bir
classroom management sorunum var
diye cevap verebiliyorlar. Iste sunu
yapabiliyorum ama uzun parcalarla
reading yaparken ugrasmak cok zor

...From their experiences, they can
draw conclusions like. “I’m good at
this but I need improvement on
that”. When we ask them to reflect
on themselves, they don’t find it
difficult to evaluate their teaching.
For example, they can say, “I"'m
good at developing materials for
young learners but I have some
limitations in classroom
management”, or give sound
answers like “I can do this but it is a
little bit difficult for me to cope with
longer reading texts” (Elite 8).

geliyor bana gibi gercekten ayaklari
yere basan yorumlar yapabiliyorlar.

4.2.2.3 The Effects of the METU FLE Program and its Components

The fifth question explores whether and how METU FLE program
influenced its graduates in becoming competent language teachers. All of the
participants indicated that the program must have a positive impact on its
graduates in many respects from their professional knowledge to the
application of this knowledge, from being reflective to being open for
professional development. Two administrator participants of tertiary
institutions underlined that the METU FLE program contributed to its
graduates’ being open minded, analytical, well rounded and receptive for
innovation.

As the sixth question of the interview the elites were presented the five
components of the FLE program and asked which of these components could
be more important to serve FLE graduates to gain the language teacher
competencies. Two elites did not want to answer the question, since they do
not know the content of these components, but indicated that all of them must
be relevant to the needs of the teachers working at state schools. However,
another stated that the components with a focus both on theory and practice are
more important for teacher candidates. It was seen in the responses of the other

five elites that the seventh and eighth interview questions were also addressed:
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All of these five elites included in their response to question 6 that the
Language and ELT Methodology components of the program are very
important; however, the former may have a primary role when the English
level of the teacher candidates is lower than it should be. An interviewee
specifically indicated the importance of spoken English and pronunciation for

teachers working at private schools:

Baz1 6gretmenlerimizde Ingilizce’yi iyi We realize that some of our teachers
kullandiklarin1 ama pronunciation’da are good at English, but they have
zorlandiklarini goriiyoruz. Bu da iyi bir difficulty in pronunciation. And this
kolejde onemli bir faktor. Ogretmenin is an important issue in a private
sadece Ingilizce’yi iyi bilmesi yetmiyor. school. It is not enough for the
Konugurken de giizel telaffuz etmesi, teacher to know the language well.
kelimeleri dogru telaffuz etmesi It’s necessary for her to have a
gerekiyor. correct pronunciation and intonation
of words while speaking (Elite 2).

Moreover, three elites working at tertiary institutions emphasized how
language proficiency is important and agreed that the teacher candidates need
to improve their English during university education. One of these elites
indicated that it is very difficult to change the fossilized language errors, to
encourage language awareness and also to provide professional education;
thus, all the components of the program should be balanced. Moreover, another
highlighted the importance of preparatory year and suggested having a
different and/or a longer program in the Department of Basic English for FLE
students, as their language level is lower than it should be due to their high

school education:
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Bu 6grenci grubu icin bence dille ilgili,
o farkindalig getirecek ve kisa zamanda
bunu yapacak bir seye ihtiya¢ var
boliimde... Bu konuda eksikliklerle
gelmis bir 6grencinin daha boyle to the
point, daha sonug alinabilecek
coziimlere ihtiya¢ var. Boyle diisiiniince
boliimdeki dil derslerinin daha strict
olmas1 gerektigini diisiniiyorum. Bu
tabi hazirlikta da olabilir, bunun etkisi
oraya da baglanabilir, onlarin da
yapmasi gereken bir¢ok sey olabilir,
sadece boliimde halledilebilecek bir sey
degil. Ornegin hazirlik 2 yil olabilir
onlar i¢in veya ¢ok daha farkli yogun
bir program gorebilirler. Ders diginda
dile yonelik bir siirii sey yapabilirler
hem boliimde hem hazirlikta.

They need something to solve this
problem of language and to develop
their language awareness in a short
time... a student with such
shortcomings needs to have to the
point solutions. I think the language
courses in the department should be
stricter. This should also be dealt
with in the preparatory year as they
also have a role in students’
language development. Thus, the
preparatory year could be extended
to two years and there may be a
different, more intense program for
these students. Many out-of-class
activities could also be conducted
for developing the language, both in
the department and in the
preparatory school (Elite 8).

Besides, she underlines the importance of Literature and Linguistics

components of the program in improving teacher candidates’ language skills in

the long run. In addition, one other elite indicated that the Literature

component of the program is also essential for a teacher candidate in many

aspects from language awareness to vocabulary development, from critical

thinking to world knowledge:

Ben edebiyat dersleri olmasin iyi
karsilarim, kesinlikle olmasi1 gerektigini
diistiniiyorum. Son derece 6nemli ¢iinkii
biz bir tek fizik 6gretmiyoruz, i¢cinde
milyonlarca degisik konularda metin
olan kitaplar dgretiyoruz. Ne kadar
bilgili ve kiiltiirli olursak o kadar iyi.
Ayrica edebiyat okumak, critical
thinkingi gelistiriyor bir, kelime
hazinesini ¢cok gelistiriyor iki, language
awareness olayi gelistiriyor ii¢. Yani
bence tiim dil 6greniminde reading ¢cok
onemli. Dili en iyi 6grenmenin yolu
okumak diye diisliniiyorum.

I think very highly of the literature
courses. They are very important
because we don’t teach physics; we
teach books full of millions of texts
in a variety of topics. The more
knowledgeable and cultural a teacher
is, the better it is. Moreover, reading
literature contributes to critical
thinking, vocabulary development
and language awareness. [ mean
reading is crucial in every part of
language learning. I believe reading
is the best way to learn a language
(Elite 1).

Moreover, an elite interviewee, department head at a private secondary

school, laid emphasis on the importance of the methodology in teaching
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language and the methodological aspects in the Literature component of the
program. She stated that when the teacher candidates lack knowledge of ELT
methodology, they may have great ideas and have a wide knowledge of

literature but they do not have the competence to apply them:

Metot dersleri iizerine de diisiilmesi
gerekiyor, 6zel okullarda caligmay1
diisiiniiyorlarsa edebiyat bilgilerinin ¢ok
kuvvetli olmas1 gerekiyor... Metot
bazen dilden bile once geliyor. Eger
dilin iyi degilse cok diisiik seviyelerde
baglarsin sonra yavag yavas ogretirken
sen de dgrenirsin. Metot bilmedigi
zaman harika fikirleri de olsa
uygulayamyor.

I think there should be more emphasis
on the methodology courses; if they
think of working at private schools
their knowledge in literature should be
strong... sometimes methodology
comes before language. If your
language is not that good, you may
start with the lower grades and your
language improves as you teach.
However, despite having great ideas, it
isn’t possible to put them into practice
without methodology (Elite 4).

Two interview respondents also mentioned that individual differences
play an important role on the effectiveness and success of the program
components, since an interested teacher candidate uses every chance to

improve her competencies.

Eger 6grenci istekli ise, her dersten
kendine Ingilizce’sini gelistirmek icin
yontem yontar. Derse gelen hocanin
dersi isleyis yonteminden de yontar,
metot dersinde kullanilan malzemeden,
metottan da kendine ders ¢ikarir. Besi
dengeli olduktan sonra dgrencinin
istegiyle alakali.

Her 6grencide fark ediyor. Degisiyor
insandan insana. Bir kizcagiz vardi
kagidi cok iyiydi en yiiksek notu ald,
hem dili 6grenmis hem metodu
0grenmis ama bagska bir kagidi
aliyorsun hicbir sey yok. Bir seyler
sunulmuyor olsa ikisi de almaz ama
0grencinin kendisinde bitiyor.

If the student is interested, s/he tries to
take something from each lesson to
improve his/her language. She tries to
gain something from the methods of
her instructors, from the material used
in the methodology class, and from the
methods. When the five components
are balanced, the rest is up to the
student’s interest (Elite 3).

It differs in each and every student. It
changes from person to person. There
was a girl, her paper was perfect and
she got the highest score; she had both
the language and the methodology.
But, when you read another exam
paper, there is nothing. Unless
something was given, neither would
be successful. It’s up to the students
(Elite 4).
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4.2.2.4 Elite Employers’ Suggestions for the METU FLE Program

The ninth question of the elite interview aims to explore elite
interviewees views on what should be done to improve the METU FLE
program in terms of the number of courses, content of the courses and
methodology followed in those courses. Five interviewees restated the
language needs of the FLE graduates and responded to this question indicating
the need for improvement in language courses. While one of them indicated
that speaking and writing courses should be increased in number and included
in each year through the undergraduate education, another suggested extensive
reading for language awareness. Furthermore, the interviewees also gave
suggestions concerning the ELT Methodology component of the program. One
of the interviewees referred to her experience with FLE graduates and
explained that although the graduates have the highest scores in practicum
courses, they still do not know the rationale behind some of the classroom

activities they use:

Sanki bir giysi var ve onu her derse her As if they had one gown and they try
Ogrenci grubuna giydirmeye to dress each and every lesson, and
calistyorlar. Sordugumuz zaman neden each and every student group with it.
okuma pargasinda su kelime degil de bu When you asked about a reading
kelime, neden bu stepler, neden sesli passage why they taught one word
okutuyorsun gibi sorular sordugumuzda instead of the other, or why they
afalliyorlar. Neyi neden yaptiklarini cok followed some steps, or why they
bilmiyorlar. made the students read aloud, they
are lost for words. They don’t know
the rationale behind what they do
(Elite 8).

One other interviewee suggested having simulation activities to solve
possible language or classroom management problems in the professional
courses; whereas another suggested visiting different schools in School
Experience and Practice Teaching in order to experience different school
environments. In addition, an interviewee stated that theory and practice should
be integrated in the whole program, and the teacher candidates should know

conducting research and be informed of different source books. Two

198



interviewees, on the other hand, referred to literature courses: One suggested
reducing the contact hours in class but adding extensive reading assignments
on literary texts, whereas the other gave an anecdote to emphasize the need for

change in the methodology of these courses:

[lk derse girdigim zaman bana “Romeo
ve Juliet’i vermislerdi. Ben de buradaki
O0gretmenlerimizin yaptig1 gibi “okuyun,
gelin tartisacagiz” falan demistim ama
cocuklarla bir 15 giin falan miicadele,
sonra baktim ki hi¢bir alakast yok bizim
derslerimizde yaptiklarimizin okulda
ogrencilerimizle yapabilecegimiz
seyler-le. Herhalde bu lise seviyesinde
roman nasil ogretilir, kisa hikaye nasil
ogretilir, reading nasil dgretilir, onlarin
iizerine birazcik daha diismek gerekiyor

When I first started teaching, they
gave me Romeo and Juliet to teach. I
told students to read it at home so
that we would have a discussion in
class just as our instructors did when
we were students at the university.
But after a struggle of 15 days with
kids, I realized that what we had
done at university had nothing to do
with what we would do with our
students. I guess it is necessary to
lay more emphasis on how to teach a

novel, how to teach a short story or
how to teach reading (Elite 4).

As the last question of the interview, the elite interviewees were asked
to compare METU FLE graduates to graduates of other departments. Two elite
participants from state primary and secondary schools indicated that they are
surprised to have METU FLE graduates in their schools because they think it
would be easier for these to be hired in private institutions with higher salaries.
However, one also added that the reason why METU FLE graduates choose to
work at state schools must be because of stability they could not find in private
institutions in terms of salary and social security (Elite 7). Another elite
interviewee from a private primary school, on the other hand, indicated that
METU FLE graduates are aware of new approaches in the field and the
approaches they follow in their institutions; thus, she thinks those graduates are

a better choice for her institution:
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Mesela 5-6 sene dnce, 6Zretmen alimi
sirasinda ¢oklu zeka kuramyla ilgili
sorular soruyorduk. Bize sadece bu
konuda cevap verebilen ODTU
mezunlariydi. Tabi sanslilar
iiniversitede mutlaka goriiyorlar bunu
ve bizim okullarimizda uygulanan da
bu. Programimiz ona gore. Tabi daha
sonra milli egitimde planlarini simdi
ona gore yaptt ama 6-7 yil dnce demek
ki [ODTU] daha ilerdeymis.

For instance, 5-6 years ago we were
asking questions on the theory of
Multiple Intelligences in the
interviews. Only did the METU
graduates answer our questions. For
sure they are lucky, they have seen it
at university and our program is based
on that theory. Later, Ministry of
Education started to design their plans
according to that but 6-7 years ago
METU must have been ahead of the
other institutions (Elite 2).

However, one elite interviewee indicated that both METU and
Hacettepe graduates are successful in theory but they have some problems in
practice that can be solved through experience and in-service training, whereas
another elite expressed that the graduates of departments of English/American
Literature are better than METU FLE graduates in their level of English despite

having lack of methodological knowledge on language teaching:

Mesela bir Kurum E Amerikan Dili ve
Edebiyat1 [boliimii] mezunu sizin
mezunlarinizdan daha iyi olabilir ama
hangi agilardan iyi olabilir? Dil
acisindan iyi olabilir ama mesleki
anlamda kotii olabilir. Onlara reading
nasil 6gretilir, su nasil yapilir bu nasil
olur verilmiyor, ha babam edebiyat
yapiyorlar. Bir son donemde
methodology okuyorlar ama ¢ok eksik
geliyorlar ama dilleri ¢ok iyi oluyor...
Dilleri daha iyi olabilir, 6z giivenleri
cok daha iyi fakat mesleki bilgileri kat.

For example, a graduate of Institution
E American Literature could be better
than your graduates, but in terms of
what? Maybe language competence.
But in terms of professional
competence, they could be weak. They
don’t learn how to teach reading, how
to teach this or that. They concentrate
only on literature, and read and read
literature; they had methodology only
in the last year of the program so they
are weak in that, but their language is
very good...Their language could be
better, they could be more confident
but they are short of professional
knowledge (Elite 1).

Finally, an administrator from a tertiary institution, on the other hand,
mentioned that FLE graduates are more self-confident compared to graduates
of other undergraduate programs, more aware of recent developments and

more interested in following new trends and attending workshops/seminars:
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Kendine giivenleri var diger tiniversite
mezunlarina gore... her seye ragmen
metodolojik olarak daha iyi yetigmis
olduklarini gorityorum. Son
approachlar takip ettikleri belli oluyor.
Hepsi bir iki seminere katilmig
oluyorlar, bu zorla mu oluyor, isteyerek
mi oluyor bilmiyorum. Belli yillarda
belli trendler oluyor, mesela son yillarda
bir Multiple Intelligence riizgar1 vardi.
Hepsi seminere katilmiglardi, o donem
interviewlarda hepsi MI'd1. Inamlmaz
bir seydi. Sonra bir ara Brain Based
Learning burada 6nem kazandi. Bir
donem her sey ona baglanirdi. Son NLP
seminerine katildilar sanirim, NLP’ci
oldu hepsi. Yillar i¢inde degisik akimlar
oluyor. Neyse son sey overuse denen
sey oluyor. Diyoruz ki bu sene boliimde
demek ki bu varmis. Her gelen ondan
bahsediyor, son seyleri takip ediyorlar,
demek ki boliim bu cocuklart daha cok
boliim dis1 seylere yonlendirse
gidecekler.

They are self-confident compared to
graduates of other universities...
Despite everything, I find them well-
educated in terms of methodology.
It’s so obvious that they follow the
recent trends. They have been to one
or two seminars; voluntary or
involuntary, that I don’t know. There
are specific trends in certain years.
For example, in the last years there
has been a rush to Multiple
Intelligences. They all attended a
seminar, all talked about it in the
interviews. That was incredible.
Then brain based learning became
popular; everything was linked to
that. I think the last seminar they
attended was on NLP and they were
all NLP fans. Over the years, there
are different trends and whatever the
last trend is, it is overused. We can
tell the current trend in the
department for that year. Every
candidate talks about that trend in
the interviews, which shows they
keep up with the current issues. If
the department encourages them to
join outside activities, they will love
to attend (Elite 8).

Table 4.18 below summarizes the overview of the points mentioned in
the elite employer interviews. The first column shows the feature under
question, the second presents the aspect of the feature discussed, the third lists
the specification of the responses and the last one shows the frequency of the

response.
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Table 4.18

Interviews

Overview of the Points Mentioned in the Elite Employer

Feature

Aspect

Specification

Competences a
language teacher
should have

Language
and Subject
areas

Language knowledge

Methodological knowledge

In-class

Rapport with students

Classroom management

Lesson planning

Motivation to teach

Self-confidence

Risk taking

Problem solving

Hard working

Time management

Appealing to students’ needs

Competences a
language teacher
should have

Out of Class

Open to professional development

Cooperation with colleagues

Rapport with administration

Rapport with parents

Taking responsibility

Change in the
competencies

Yes

Different competencies according to age of
the learners

Bl= (NN N[0 === == NN |W|w]| oo oo | =y

Classroom management in private schools

Changes from one school to another

Change according to the aim of the course

No

in terms of language and professional
development

— N[ W

Competencies
METU graduates
have

Strengths

Language knowledge and use

ELT knowledge

Professional development-

Self-esteem

Intellectual and sociable

Adapting course material and following the
curriculum

— =N N[ W W

Reflect on teaching

Rapport with learners

Competencies
METU graduates
Lack

Weaknesses

Language knowledge and use

Speaking

Impatient

Lack of experience

Planning and preparation

Putting theory into practice

Being aware of resource books

— = = = D[ = | =
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Table 4.18

Overview of the Points Mentioned in the Elite Employer
Interviews (continued)

Feature Aspect Specification F
ELT and Language components come first 5
Preparatory year should be more effective 3
Components of Literature and Linguistics should focus on 2
the FLE program What to do? langu.age anq world knowledge .
Individual differences should be considered 2
There should be integration and balance 1
Literature in ELT should be included 1
More focus on practicum 3
ELT More focus on language and language 3
Language | awareness
Suggestions and More focus on speaking and writing 2
Literature | Reflection on teaching experience 2
Components | Integrating Literature courses for language 2
development
. FLE is better in professional development/ 4
Comparing Aware of new developments/ Interested
METU FLE Better .
FLE graduates are self-confident 3
graduates to FLE gradates are better in ELT methodology 3
others -
Worse FLE graduates are worse in language 2

4.2.3. Comparative Analysis of the Interview Results

The analysis of the graduate and elite interviews showed three similar
points between the two groups of participants. The first one was that both the
graduates and the elite employer interviewees indicated language competence
as the prerequisite competence for foreign language teachers. However, both
also reported in general that FLE graduates need to improve their competence
in language knowledge and use, especially in spoken English, which shows the
need for improvement in the Language component of the program in particular
and language development as the aim of the program in general.

Secondly, the results of the interviews with two participant groups
showed that both groups emphasized the importance of FLE graduates’ having
and developing competence in putting theory into practice. The graduates
mentioned their need for being aware of different techniques and activities in
order to adapt materials and to manage classes. Similarly, the elite employer

group, despite having differences for working in different types of institutions,
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stressed the importance of applying the theoretical knowledge into practice in
order for FLE graduates to be effective in in-class competencies. This
similarity shows that putting theoretical knowledge into use according to the
level, age and needs of the learners is considered to be an important
competence to have, no matter how experienced the language teacher is, what
kind of a school they work at and which level of students they teach. This may
clearly show that having subject area knowledge is not enough to be a
competent teacher, as competence in classroom applications plays an important
role in the teaching profession.

Thirdly, neither group thinks that the Literature and the Linguistics
components of the program were adequate. Besides, both groups indicated
these components provide world knowledge and develop language competence
and critical thinking skills. However, both think the courses under these two
components need to be more effective through developing their content and
methodology according to the needs of the foreign language teacher
candidates. This idea also appeared as a suggestion for the overall program.
Not only the graduates but also the elites laid emphasis on the integration of the
components and courses of the FLE program in order to develop the foreign
language teacher competencies. This result may also show that the courses and
components of a pre-service foreign language teacher education programs
should complement each other and work for the initial aim, which is to develop
and improve foreign language teacher candidates’ competencies.

Despite these parallel findings, it was also seen that while the graduate
interviewees pointed out the course specific and component specific drawbacks
of the FLE program, the elite employer interviewees in general spoke of their
expectation from and the weaknesses of the graduates due to the program in
general. This difference may appear for the latter group’s focusing on the

program end result.
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4.3. Comparative Analysis of the Questionnaire and Interview Results

The comparative analysis of the questionnaire and interview results
showed both complementary and contradictory findings. First, both the
analysis of the questionnaire results according to different participant groups
and that of the graduate and elite employer interviews showed that the
competencies expected from teacher candidates change to a certain extent. That
is, while competencies of the Likert Scale in the first questionnaire are
recognized in every institution, the importance given to them changes
according to the level of the language learners and the type of institution.
Besides, some other competencies are also required. Though the competencies
expected from the foreign language teachers do not change according to their
length of experience, it was seen in the open-ended questionnaire and interview
results that experience serves teachers to be competent in these competencies
easier than the newly graduates. These differences may also affect the
perception of the graduates working at different institutions, and they may
consider themselves strong and weak depending on the type of school they
work at, the level they teach and the length of experience they have.

Second, while the questionnaire results showed that the FLE graduates
perceived themselves competent in the items presented in the questionnaire, the
responses given to open ended items and graduate interview questions showed
that they found themselves weak in three competencies: teaching language
skills, classroom management and assessment. The interviews, on the other
hand, demonstrated that the FLE graduates find themselves weak in language
use, especially in spoken English, and the elites of the institutions that require
high language proficiency from their students also agreed and indicated that
FLE graduates have weaknesses in their foreign language knowledge and use.
Besides, as the elite employers and graduates working in primary/secondary
levels in their first two years think classroom management is an important (for
some it is even the most important) area of competence, experience is stated to

be as important as the pre-service foreign language teacher education to be
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competent. Therefore, responses of both groups focused on the skills the
graduates need to develop in the undergraduate education in order to put the
theoretical knowledge into practice.

Moreover, while the graduates found themselves weak in developing
learners’ subskills especially in writing and speaking, the courses that focus on
their development in these skills were considered to be the most effective
courses of the Language component. However, it was also seen in the analysis
of the open-ended items and semi-structured interviews that speaking and
subskills of speaking are considered to be an area that needs special focus. This
may also be considered as a sign of the fact that a language teacher’s
competence in language skills is prerequisite to his/her competence in
developing these skills in his/her learners. Similarly, although the graduates
mentioned a higher competence in their knowledge and use of English in the
Likert scale questionnaire items, they indicated both in the second
questionnaire and in the interviews that courses that focus on the language
development of the teacher candidates had some problems in terms of their
content and methodology followed.

As the FLE graduates have to represent their knowledge of English in
their applications to institutions and in the classroom atmosphere through
speaking the language, their perception may have been strongly influenced by
their experience of having difficulty in using the language in real life and
classroom interaction as teachers. Moreover, although the graduates indicated
the spoken courses of the program quite effective, their emphasis on improving
their spoken English may have resulted from the fact that their best chance in
practicing English language is the classroom environment for being in an EFL
country. However, it was also seen in the results of the two data collection
methods that the grammar courses in the Language component of the program
were not considered to serve the needs of the FLE graduates, though their main
aim is to help teacher candidates improve their knowledge and accurate use of
the English language. The content and methodology of these courses were

criticized for failing to enrich the knowledge of the teacher candidates and to
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enhance their competence in language use. This discontent may have also
influenced the FLE graduates perception of their competence in presenting the
language in their teaching environments. As some of the elites also mentioned
FLE graduates’ language problems, language competence may be considered
the most important competence to achieve for an effective language teacher.
Although the questionnaire results showed that the ELT Methodology
component of the program and the ELT courses under this component were
found to be (highly) effective in helping the graduates gain the language
teacher competencies by the graduates who filled in the questionnaire, the
graduate interviewees mentioned that the ELT courses have some weaknesses
as well. Indeed, they criticize the content (overemphasized) and the
methodology (presentations) followed in some of these courses. Similarly,
while the General Education component was reported to be effective in the
questionnaires, the interview results showed that the content, methodology and
the assessment of some of the courses under this category were indicated to be
ineffective as well. These two professional course components, in spite of
being reported as the most effective program components in the questionnaire,
were also criticized in the interviews for not having an integration, cooperation
and even communication between one another and among their courses.
Moreover, the General Education courses were also criticized for the
assessment methods used in some of the courses, which may also have a
bearing on FLE graduates’ perceiving themselves weak in competencies
related to assessment because the way assessment is conducted in pre-service
teacher education courses may play as a model for the teacher candidates.
According to the questionnaire results, the least effective program
component, Literature, was reported to be an important component for
contributing to teacher candidates’ language development, intellectual
development and professional development. While the questionnaire findings
demonstrated that this component was not effective in serving FLE graduates
gain the language teacher competencies, the responses given to the interview

questions showed that the effectiveness of those courses in helping FLE
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students become language teachers’ changes according to the course instructors
and the methodology they follow in these courses. Neither in the questionnaire
nor in the interviews did any graduate indicate that these courses help them
teach literature or adapt literary texts in class, whereas the methodology of
some of the instructors worked as a model for them to achieve those. Although
Linguistics component was reported to be the other least effective component,
the graduates indicated that the Linguistics courses that focus more on putting
theoretical knowledge into practice and that cooperate with professional
courses (such as Language Acquisition) were beneficial for them both during
the undergraduate education and after they start teaching. However, the content
and the methodology followed in these courses were also the reasons for the
ineffectiveness of some of them in serving teacher candidates gain the foreign
language teacher competencies. Besides, all of the courses in the former and
most of the courses in the latter component were criticized to be disconnected
from the other components, isolated from the other courses of the same
component or irrelevant to the needs of the graduates and aims of the program.

The contradictory findings in the results of the two data collection
method shows that the FLE graduates order the components of the FLE
program differently in terms of their effectiveness. However, the interview
results show that not only the program but also each of its components is
expected to be stronger, more effective and more beneficial, provided that they
work in cooperation and collaboration.

Finally, it was seen in the analysis of the elite and graduate interviews
that although the competencies the graduates perceived themselves weak at and
the components and courses that need some improvement were mentioned and
emphasized, the participants of both groups had positive feelings about the role
of the METU FLE education have in their teachers’ or their teaching career.
The elite employer interviewees also discussed the effect of the program on its
graduates’ relations with their students and their enthusiasm for professional
development as a result of the atmosphere of the department where they have

been educated during the pre-service program.
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CHAPTER V

CONCLUSIONS

This chapter presents the discussion of the findings and implications for
the study. The first section summarizes the significant results of the data
analysis collected through the two instruments and presents a comparative
discussion of the findings. The second section attempts to suggest some
implications and recommendations for the pre-service foreign language teacher

education programs and for further research.

5.1. Discussion

The present study aims to investigate the research questions presented
in Sections 1.2 and 3.1 before. These questions explore the FLE graduates’
competencies from two perspectives (graduates and their employers), and the
effect of the components of the FLE undergraduate program on the
development of these competencies. Thus, the summary and interpretation of
the significant findings are discussed referring to these two areas. The results
obtained from different participants and through different data collection

methods are compared and contrasted for discussion.

5.1.1 METU FLE Graduates and Foreign Language Teacher
Competencies
The first graduate questionnaire, the graduate interview and the elite
employer interview of the present study aim to explore the FLE graduates’
perceptions of their foreign language teacher competencies. Table 5.1 below
shows HEC’s foreign language teacher competencies and how the
competencies of the METU FLE graduates were perceived by themselves and

by their employers according to the results of the first graduate questionnaire
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(Likert scale and open-ended items) and interviews. The symbols used in the

following table are (+) to represent a positive perception, (-) to represent a

negative perception and (+/-) represent a varying perception depending on the

level, experience or institution.

Table 5.1 Participants’ Perceptions of METU FLE Graduates’

Competencies
A. Competence in Language & Subject Graduate Graduate | Employer
Area Questionnaire | Interview | Interview
1. Havmg advanced knowledge of - - /-
English
2. Using (and understanding) the English
o +/- +/- +/-
language communicatively
3. Being an adequate model of the - +- -
English language for students
4. Understanding and using the English
language appropriate to the situation +/- + +
and level
5. Integrating form, f}mctlon and meaning - +- -
for grammar teaching
6. Presenting knowledge of language in a
. . . +/- +/- +/-
clear, simple and stimulating manner
7. Developing learners’ vocabulary
+/- + +
knowledge
8. Developing learners’ subskills that
assist reading comprehension in +/- + +
English
9. Developing learners’ subskills that
assist listening comprehension in +/- +/- +
English
10. Developing learners’ subskills that - + +
assist written production in English
11. Developing learners’ subskills that - +- -
assist spoken production in English
12. Integrating macro language skills - + +
(Reading, writing, listening, speaking)
13. Having knowledge of general linguistic
. . +/- +/- +
theory (i.e.: description of languages)
14. Having knowledge of foreign language + + +
teaching theories and methods
15. Selecting and using suitable
approaches, procedures and techniques + + +
appropriate to the language point
16. Employlng arange of teaching - - -
strategies suited to learner age
17. Employing a range of teaching
strategies suited to learner ability and +/- +/- +/-
level
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Table 5.1 Participants’ Perceptions of METU FLE Graduates’
Competencies (continued)

B. Competence in Planning, Teaching and Graduate Graduate | Employer
Classroom Management Questionnaire | Interview | Interview
1. Knowing the foreign language teaching
. + + +
curriculum of the school you teach
2. Making appropriate plans concerning
, + + +/-
students’ needs
3. Expressing objectives the students will
. + + +
achieve clearly
4. Preparing structural and coherent lesson
. L +/- + +/-
plans to achieve course objectives
5. Establishing good connections with + + +

previous and following topics

6. Preparing and using a variety of teaching-
learning activities related to the aims of +/- + +
the lesson and students’ needs

7. Selecting and using appropriate and
available sources related to aims of the +/- + +
lesson and students’ needs

8. Selecting and using examples relating the

) . + + +
topic to real life
9. Using teaching learning facilities
. . +/- +/- +
effectively (i.e.: language lab)
10. Making use of information technology
(i.e.: audio-visuals, electronic devices and +/- + +
computer)
11. Adjusting instructions and explanations
+/- +/- +/-
to students’ needs, age and level
12. Asking students timely and effective + + +
questions
13. Responding to students’ questions + + +
14. Developing students’ interest in the
lesson (i.e.: motivating students towards +/- +/- +
the course)
15. Using class time effectively +/- + +
16. Using voice effectively and varying it to
attract students’ attention during the + +/- +
lesson
17. Responding to student feedback (i.e.: + + +

students’ opinion about an activity)

18. Selecting and using individual, small
group or whole class teaching methods +/- + +
appropriate to the class

19. Establishing rapport with learners (i.e.:
building positive relationship)
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Table 5.1 Participants’ Perceptions of METU FLE Graduates’
Competencies (continued)

C. Competence in Monitoring,
Assessnf::nt and Professionalg Gra.duate‘ Gradu‘ate Emplo.y er
Tt Questionnaire | Interview | Interview
1. Knowing a variety of assessment - +/- +
methods
2. Using assessment methods relevant to - + +
the subject effectively
3. Planning assessment in parallel with - + +
course objectives
4. Monitoring student learning in different + + +
classroom activities
5. Evaluating students’ progress in relation - + +
to the aims of the lesson consistently
6. Keeping careful records of students’ - + +
progress
7. Diagnosing students’ failure and + +/- +
difficulties
8. Giving necessary and useful feedback to - + +
the students
9. Working cooperatively with professional - +/- +/-
colleagues and parents
10. Fulfilling the legal, social and + +/- +
administrative responsibilities at school
11. Carrying out responsibilities for the
spiritual, moral, social and cultural + + +
development of the students
12. Contributing to school activities such as
meetings, in-service teacher training and + + +
materials preparation sessions
13. Being open to consistent professional + + +
development
14. Reflecting on your performance for self- + + +
development

The findings of the first graduate questionnaire showed that although
the responses mainly demonstrated competence in most of the areas, the
graduates indicated that they have a lower competence in teaching the
productive skills of language; namely, speaking and writing. A high number of
FLE graduates indicated having a good command of English language as a
competence area they need to further develop and pointed out lack of English
language knowledge as a reason for a language teacher’s being weak in the

competencies. Since Richards (1998, p. 13) indicates that “communication
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skills and proficiency in the teaching language would seem to be prerequisites
to the development of basic teaching skills”, the graduates’ feeling
incompetence in spoken English may have a bearing on their competence in
teaching English and developing language skills, especially speaking, in their
students.

Moreover, the Likert scale items showed that the graduates feel more
competent in the areas where they need to be in interaction with students like
having positive rapport, giving feedback and responding to their questions; and
in areas that cover professional development such as reflecting on their
performance. These two areas of competencies were also mentioned in the
open-ended responses as a reason for being competent in the language teacher
competencies. In other words, the respondents indicated that a teacher’s love
for his/her students and his/her interest in the profession encourage the other
competencies to develop. In this sense, teachers’ having a friendly and
peaceful atmosphere in class, having rapport with students and having positive
attitude towards the teaching profession may have a high effect on the
development of other competencies required in the teaching profession.

However, the areas in which the graduates find themselves less
competent were instruction and assessment in the responses given to open
ended items. While the former includes making use of facilities and tools for
planning effective lessons, the latter involves using a variety of assessment
methods to evaluate the end results of instruction. Because both instruction and
assessment are specific to the teaching context, developing competence in
these areas may require more experience and effort, and ignoring those may
cause other problems like classroom management. Hence, the graduates may
have felt that lack of competence in these stands as an obstacle for being
competent in other areas and that developing these competencies may have a
positive impact on achieving others.

When the responses of the participants teaching primary/ secondary
level students are compared to those of the graduates teaching tertiary levels, it

was seen that the latter group found themselves more competent in language
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knowledge and developing language skills, which may be due to the fact that
tertiary education aims to educate learners from beginner to advanced levels
and may focus on higher level language skills such as in ESP and in EAP.
However, teachers working at primary and/or secondary schools teach general
English to restricted learner profile in terms of their language proficiency.
Besides, the tertiary teachers reported higher levels of competence in selecting
and using different activities, materials and facilities, whereas the primary/
secondary school teachers indicated competence in lesson planning. This
difference may be the result of the requirement the latter group has in making
plans for each lesson. In contrast, preparing formal lesson plans may not be
emphasized in tertiary level institutions. Furthermore, the tertiary level
teachers perceived themselves more competent in monitoring, assessment and
feedback; while the other group reported higher competence in contributing to
school activities and working cooperatively with colleagues, as they may have
to be in touch with not only other language teachers but also with the teachers
of other branches for sharing the same classes and teaching the same students.
The participants teaching at tertiary levels, on the contrary, teach mainly
preparatory year students who have to pass a language proficiency test to
continue their professional education, which may enable those teachers to
develop competencies in monitoring learner progress, assessing their
achievement and providing constructive feedback. Moreover, the independent
samples t-test results revealed that a significant difference was found between
the responses given by the graduates working at tertiary level and those at
primary/secondary levels in a few items. Particularly, the primary/secondary
school teachers showed more competence in carrying out responsibilities for
the spiritual, moral, social and cultural development of the students compared
to those of tertiary level teachers, which may be due to the responsibilities
primary and secondary school teachers have according to their students’ age
and development.

The comparison of the responses given by the graduates who have an

experience of one or two years and those who have an experience of three to
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five years also demonstrated considerable differences. First of all, while the
former group indicated a higher level of competence in knowledge of subject
areas, the latter group had a higher mean score for items of language
knowledge. This difference may be the result of a fact that the former group
may be more competent in subject area for being a newly graduate, and that the
latter group may be more experienced in using the language in class and may
have improved their language knowledge eventually through teaching the
language. Furthermore, the graduates in their third to fifth year in the
profession reported a higher degree of competence in items related to
classroom interaction, whereas the ones in the first two years had a higher
score in preparing different activities and materials. That may also be the result
of the participants’ different length of experience, since the more experienced
ones may in time become more competent in involving students to classroom
activities and integrating their ideas and feelings into the classroom routine.
However, the first year teachers may develop competence in preparing a
variety of materials and activities before the lesson, as they may depend on
those to conceal their inexperience especially in classroom management.
Besides, the graduates in the first years of the profession demonstrated a higher
degree of perception in two competencies: collaboration with colleagues and
reflecting on performance, which may again be the result of their lack of
experience. As Farrell (2003) indicates the importance of collegial support in
the first year of teaching, the participants may need the help of their colleagues
to survive in those initial years and may continuously reflect on their teaching
in the first years while gaining experience.

Finally, when the responses given by graduates working at a private
institution are compared to those given by the participants teaching in state
schools, a few minor differences were reported. One of those was the
competence of private schools teachers in selecting, using and adapting
different activities, examples and facilities compared to the graduates teaching
in state schools. Since the private schools have more advantageous working

conditions in terms of facilities and equipment, as mentioned by the
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participants in the interviews and in their notes for the open ended questions,
these teachers may have the chance to use those facilities while conducting a
class. Moreover, although the private school teachers indicated higher degree
of competence in language knowledge and developing language skills in
learners, the state school teachers had a higher perception of competence in
vocabulary development. This may result due to the fact that the majority of
the participants working at state schools teach at primary and secondary levels
where they have less number of English lessons but where they need to focus
on vocabulary teaching due to the curriculum followed.

The most popular answer given to the reason for a participant’s being
good and to a language teacher’s being weak in the mentioned competencies
was the same; that is to say, the FLE program, which may show the importance
and influence of pre-service teacher education in a teacher’s career. On the
other hand, the teachers working at state and private schools, the ones teaching
primary/secondary or tertiary schools and the ones in their first two years or
third to fifth year in teaching differ in their answers given to the open ended
responses. While the ones working at private schools mentioned the
atmosphere of the school as a reason for being competent, the ones teaching in
state schools indicated the physical conditions of the working environment as a
reason for a teacher’s being incompetent, which may demonstrate the need for
developing different competencies related to the working environment.
Furthermore, classroom management is seen as an important competence to
further develop by graduates who are both teaching in private schools and in
their first two years. This may also be seen as the effect of student profile on
the competencies a language teacher should have. Lastly, all groups of teachers
agree on the importance of personality, professional development and love for
teaching as a reason for being competent, whereas the novice ones indicate the
importance of being experienced. In this sense, as Herbert and Worthy (2001)
mentioned the importance of a new teacher’s being self-confident, sociable and
extravert to solve his/her problems, having personality characteristics that

assist teaching may be seen as a prerequisite factor in becoming a teacher.
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The analysis of the 11 graduate interviews showed that the graduates
see knowledge of language and subject area (English language teaching) as the
most important area of competence. While some of them mentioned merely the
leading role of these competencies in teaching a foreign language, some others
indicated the problems they had experienced due to feeling incompetent in
language knowledge and putting theory into practice. Specifically, competence
in spoken English (pronunciation, accuracy and fluency) is emphasized as a
weakness, which may result because of the fact that the participants are
involved with the problems of speaking in English each and every day they
teach, and this competence may be considered as an important part of a
teacher’ being presentable in class and in the working environment.

While language and subject area competencies were mentioned by each
of the participants, competence in classroom management was mainly
mentioned by graduates working at private primary and secondary schools.
Although the participants working at other institutions like state schools or
tertiary level indicated some issues about classroom management, they also
reported that they have become competent in that area in time. However, the
ones teaching young learners and teenagers gave specific problems they had
experienced. Moreover, two private school teachers decided to leave the
institutions they worked at due to these problems, and one of them even chose
to leave the profession for a year. This may also reflect what Macdonald (1999)
reported about the reasons for attrition rate in the initial years of teaching, as
new teachers believe they cannot cope with their classroom management
problems.

The teachers working at state primary and secondary schools, on the
other hand, emphasized the importance of developing materials for their
classes, since they were not happy with the quality and scope of the course
books they had to use. Thus, these teachers, compared to the ones working at
private primary and secondary schools, reported having classroom
management issues not because of students’ misbehavior but because of

deficient course material. Likewise, they also indicated having fruitful lessons
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when they solved problems with the materials using their own creativity and
knowledge. These differences between the teachers of private and state
primary/ secondary schools do not show that the private schools do not require
teachers of English to be competent in materials adaptation, nor does it mean
teachers at state schools do not have problems of misbehavior. However, it
may demonstrate that different types of schools may have different orders of
priority in terms of the English language teacher competencies required in
class.

Regardless of the institution they work at and the level they teach, all of
the graduate interviewees mentioned the importance of having good rapport
with students, knowing the learners (age, level, interest and needs) and
appealing to learner needs as important competencies. However, the ones
working at private primary/secondary schools also reported having rapport
with parents as an important competence and the ones working at private
schools indicated having rapport with the administration, both of which
illustrate that different competencies may also be needed depending on the
school environment.

Accordingly, the participants of the graduate interview reported that
some of the teacher competencies expected foreign language teachers to
change from one city to another in Turkey and from one department to another
in the same institution. However, it is seen that there is not a great gap between
the expectations from an experienced teacher and those from a novice teacher,
although the former group is considered to be more competent for having
practical solutions in handling problems of classroom management and for
being used to accomplishing the requirements. Thus, the more experienced
participants talk about their professional development and how much they had
achieved in teaching, when talking about their weaknesses. On the contrary, the
less experienced ones, especially the ones in the first year, expressed the
difficulties they have experienced and how the program should have prepared

them. This difference may result due to the phase every beginning year teacher
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lives through and what Farrell (2003) and Moir (1990) call a “sink or swim”
experience.

When the graduates were asked the areas in which they feel competent
and incompetent, knowledge of ELT, materials development and adaptation,
and rapport with students were reported to be the areas of strength; while
classroom management, language awareness and putting theory into practice
were mentioned to be the weaknesses. Similarly, when the graduates discussed
the impact of the program on the development of language teacher
competencies, all of them indicated the great contribution of the program to
their professional development. However, it was also indicated that the
program could have been more effective in certain issues, while that it all
depends on a teacher candidate’s personal motivation to make best of the
program was also mentioned. On the whole, it may be assumed that the
program is considered to have a positive impact on the development of
competent English language teachers, though some improvements are needed.

The analysis of the eight elite employer interviews showed that the
most important competencies a language teacher should have are competence
in language and language skills, competence in subject area knowledge,
competence in professional development, as agreed by all of the respondents of
this interview group. However, it was also seen in the responses that the elites
from different types of schools emphasized different competencies. To
illustrate, while the administrators of state and private tertiary education
institutions indicated the importance of competence in language knowledge,
language use and language skills, those of primary and secondary schools
highlighted competence in classroom management. Moreover, rapport with
parents was one of the issues in the private primary/ secondary school elite
interviews, while it was not even mentioned in the interviews with state school
elites. These differences may result from the fact that each institution has a
unique atmosphere; and the level of the learners, the type of the school and the
structure of the institution may change the primary competencies required.

That is, while a high level of language competence is necessary in tertiary
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education as advanced level of English is taught, classroom management may
become a more important area with younger learner groups.

In terms of the areas the METU FLE graduates are strong or weak at,
the responses also showed variations according to the type of institution the
elites work at. While the elite respondents from tertiary institutions and those
from a private secondary school pointed out a need for improvement in the area
of language knowledge, language use and spoken English, the state primary
and secondary school elites did not indicate such a weakness. This difference
may appear due to the fact that the tertiary institutions and private schools aim
at advanced English levels in their students, and the teachers have to be
competent in language themselves in order to teach it to others.

Lastly, it was agreed that the FLE graduates have good rapport with
their students and are enthusiastic about their professional development, even
though they have to face some problems at the beginning of their career for
their lack of experience. Due to FLE graduates’ sincere interest in teaching, the
elites think that they can improve in the subject area, in-class and out of class
competencies in time. However, language competence plays a prerequisite role
in the development of these competencies as emphasized by the tertiary level

elites.

5.1.2 The Effect of the METU FLE Program Components

The graduate questionnaires, the graduate interview and the elite
employer interview of this study aim to investigate the effect of the
components of the METU FLE program on the development of the foreign
language teacher competencies in FLE graduates. Table 5.2 below shows the
components of the program and how effective these components were reported
according to the results of the questionnaires and interviews. The symbols used
in the following table are (+), (-) and (+/-), which show a positive perception, a
negative perception and a varying perception depending on the courses within

the components respectively.
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Table 5.2 The Effect of the METU FLE Program Components

Components of the ng:?i?)ﬁ?ltzl‘;re ng:?i?)ﬁ?ltzl‘;re Graduate | Employer

METU FLE Program I I Interview | Interview

1. Language Component + + +/- +/-

2. Linguistics Not
Component +- +- +- applicable

3. Literature Component +/- + +/- +/-

4. ELT Methodology
Component * * +- *

5. General Education N N 4 N
Component

When the results of the rating scale in the first questionnaire are
analyzed, it is seen that the ELT Methodology component of the program has
the highest mean score in all three areas of language teacher competencies. The
comparative analysis of the sections also shows that the highest competence
level in the first section, competence in language and subject area, was found
for a competence, presenting knowledge of language in a clear and stimulating
manner, which is gained in the ELT Methodology courses rather than in the
language courses. Besides, in the same section the two lowest score items,
developing learners’ subskills that assist speaking and writing, are in the type
of a competence that can be developed in the courses of the ELT Methodology
component. While the Language component follows the ELT Methodology
component in the first group of competencies, the General Education courses
had the second place in the other two areas. The comparative analysis of the
rating scale with the open-ended items also demonstrated that the graduates
find their pre-service English language teacher education as the most important
factor of becoming a competent teacher, and think the ELT Methodology and
General Education courses have a decisive role in developing these
competencies. Thus, it may be assumed that the professional courses and the

language courses have a significant role in a teachers’ gaining the foreign
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language teacher competencies. The lowest mean scores for the rating scale
were, on the contrary, found for the Linguistics and Literature components.
Even though they have a high mean score for the first group of competencies,
very few graduates indicated a degree of effectiveness in the other competence
areas: competence in planning, teaching and classroom management; and
competence in monitoring, assessment and professional development.

The results of the second questionnaire showed that the FLE graduates
who participated in the study found the components and courses successful in
general. However, some of the components and some of the courses within
these components were reported to be highly successful and effective, whereas
some others were indicated to have a little effect. To illustrate, the results of the
Likert scale items demonstrated that while the graduates find the productive
skill courses (Advanced Writing Skills, English Composition I/Il and Spoken
English I/II) successful in helping them gain the foreign language
competencies, the courses that focus on language structure and development
(English-Turkish/ Turkish-English Translation, English Grammar I/Il and
Advanced English Structure) were reported to be less effective. The reason for
such a difference in graduates’ perception may lie in the different methodology
followed in those courses. Moreover, it could also be due to the graduates’ use
of their productive skills not only in teaching English but also in the exams and
interviews they took to be hired as English language teachers, especially in
private schools and tertiary level institutions.

Despite Ur’s (1992) emphasis on the theoretical content as well as
practical content and Cullen’s (1994) listing linguistics component as a main
component of the foreign language teacher education programs, the analysis of
the quantitative data shows a dissatisfaction with the Linguistics component in
particular with some courses. Two courses (Turkish Syntax and Semantics,
Turkish Phonology and Morphology) that focus on comparative language
structures were reported to be the least successful courses. Language
Acquisition, on the other hand, was indicated to be the most successful course

of that group. The graduates’ opinions about those courses may be shaped by
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their relevance to their profession and in relation to the professional courses
and components.

While all the courses in the Literature component had lower mean
scores than the overall mean score, the participants reported a course (Short
Story: Analysis and Teaching) that is no longer in the program to be the most
successful course of this group. This may result from the fact that using short
stories is closely associated with foreign language teaching, and short story is
the most widely used but least feared literary genre in the foreign language
classes (Hirvela and Boyle, 1988) from beginner to advanced levels. As the
graduates also reported that the reading courses (Reading Skills I/II and
Advanced Reading and Vocabulary Development) of the Language component
successful, Short Story may be considered as a joint course of three
components: Language, Literature and ELT Methodology. Furthermore, they
may have indicated a lower degree of effectiveness for literature courses such
as Poetry: Analysis and Teaching, and Survey of English Literature I/Il due to
the methodology followed in those courses or due to poetry’s being a less used
and more difficult genre in the teaching of a foreign language.

The analysis of the responses given for ELT Methodology courses
showed that the courses with a lower mean score compared to other courses in
this group were actually reported to be more effective than most of the courses
in the previous three sections. To illustrate, School Experience I (which was
deleted from the program before the completion of this study) was found to
have the lowest mean score, which may be due to its not having a teaching
experience as a practicum course and based only on observing classroom
environment and school atmosphere. However, it still had a higher mean score
than all of the courses in Literature component and most of the courses (four
out of five) in the Linguistics component. In addition, even though 62 of the
109 participants teach at tertiary institutions, Teaching English to Young
Learners was reported to be effective by 80 of the participants despite having a
low score compared to other courses in the same category. This may be

because of the fact that the content of this course includes topics such as child
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and teenage acquisition, learning styles and strategies, and storytelling, which
are necessary for each and every foreign language teacher to be familiar with.
Lastly, the most successful course of this category was reported to be Practice
Teaching, in which the students have the first experience in teaching to a real
classroom. Therefore, this course may be considered to be a bridge between the
pre-service education and the teaching profession. The results given for the
ELT Methodology component also show that the participants evaluated the
courses with a practice element higher than the ones without; as Wallace
(1999) indicates, trainees evaluate a course effective when they evaluate their
own practice, though every course in a teacher education program may not
have a practice session.

For the last component of the program, the participants indicated that
Classroom Management as the most successful course in helping them gain the
foreign language teacher competencies. This may result from the fact that
classroom management is an important issue for each and every language class
no matter what the age and level of the students is, as Joerger (2003) and Moir
(1990) mentioned the role of classroom management in a beginning teacher’s
adaptation to his/her professional environment. Similar to School Experience |
in the ELT Methodology component, the fourth year General Education course,
Guidance, was reported to be one of the least successful courses in this group,
whereas it has a higher mean score than all of the courses of the Literature and
most of the courses in the Linguistics components of the program, which may
be the result of this course’s impact on the FLE graduates’ teaching and their
interaction with the students compared to other courses.

Similar to the responses given to Likert scale items, the rating scale
shows that the ELT Methodology component was reported to be the most
effective one among the five components, while the General Education and
Language components follow it. Although Language competence is indicated
to be a prerequisite to other competencies, this result showed that competencies
gained in the ELT Methodology courses were reported to have a more leading

role on the career of the FLE graduates who participated in the study.
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Moreover, even though the Literature and Linguistics components were
considered to be the least effective among the five, having some courses of
these two groups that were reported to be highly effective may show the FLE
graduates’ opinion that the effectiveness of the program focuses specifically on
some courses, as well as it does on the program components.

In the graduate interviews, it was seen that the graduates attempted to
refer specifically to some courses under each component and some teachers
who gave those courses focusing on the competencies developed and/or the
competencies ignored or overlooked in these components. First of all, the
interviewees were mostly disappointed with the courses in the Language
component specifically the grammar courses, which attempt to develop the
language and language awareness of the FLE students. This finding goes hand
in hand with the responses given to the previous questions, where the graduates
mentioned the importance of language competence and their weakness in
language use. In addition, the responses also showed some disappointment with
the instruction of advanced language skill courses under this component.
Although writing courses were considered to be effective for the methodology
followed, the reading courses for the authentic materials used and the spoken
courses for the presentation skills learnt, the courses of the Language
component were also criticized for not presenting a new issue, for lack of
guidance, for unsuccessful course instructors and for insufficient opportunities
for using spoken English skills. The reason for criticism of those courses may
lie in the fact that the graduates do not find themselves competent in the
foreign language skills, and they may believe these courses could have served
them better during the undergraduate education.

When the responses on the Literature component of the program were
analyzed, it was seen that the benefits of these courses were recognized and
appreciated by the participants. The interviewees mentioned that these courses
not only served them to develop their language knowledge, but also contributed
to their intellectual development and world view. Although the methodology

followed in those courses was mainly criticized, and paying no attention to

225



using literature or adapting literary texts in language classes was seen as a
drawback, some of the respondents specifically named a number of instructors
to illustrate how their methodology served them as a model in teaching. This
may show that the Literature component is seen as an important part of a
language teacher’s pre-service education, but the way these courses was
conducted in general may need to be reconsidered taking the FLE graduates’
future profession into account, which matches with Cullen’s (1994) Literature
component that aims to increase trainees’ knowledge of texts and of using
these texts for language teaching.

In her article titled “In language teaching, which is more important:
language or teaching?” Ur (1990) indicates that training courses should
discuss the principles of pedagogy, and that there should be more integration of
theory with practice and of linguistics and pedagogy. Similarly, the results
showed such a need for integration for the other three components due to
having little or no integration with each other despite having contents that
overlap. For the Linguistics component of the program, the interviewed
graduates indicated that the content of Language Acquisition was highly
relevant to their profession, and that they made use of their knowledge of
language structures in teaching grammar, both of which may develop their
competence in subject area and presenting a language point. However, they
also reported that the theoretical knowledge in the other courses of this
category was difficult to put into practice, and that the integration between this
component and the professional courses was missing. Due to these two
limitations, the graduates may have had difficulties in making use of these
courses to improve their competence in terms of subject area knowledge and
in-class applications.

Furthermore, although the ELT Methodology component of the
program was indicated to be the most effective component for contributing to
the development of their competence in planning, instruction and materials
adaptation; the respondents had some reservations about the ELT Methodology

courses as well. The interviewees teaching young learners indicated that those
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courses should have provided them with more activities to be used in their
classes. Moreover, the less experienced ones complained about the limited
chance of experience and overemphasis on observations in practicum courses.
Lastly, the participants also criticized those courses, since the content of the
methodology courses was not intense, and the course instructors were not
experienced with real classroom atmospheres. However, the demonstrations,
micro teaching activities, methods and techniques used, the feedback received
from their supervisors were appreciated. This may show the graduates’ need
for building experiential knowledge (Wallace, 1999) and having experiential
practice (Ellis, 1990) in a variety of classroom applications during the pre-
service education.

In addition, the last component of the program, General Education
courses, was mainly criticized for providing irrelevant materials and examples
to local context, for the inadequate assessment methods used and for being
disconnected from the ELT Methodology courses, though this component was
considered to be effective in the questionnaire results. This may be due to the
fact that the courses in this component focus on general language teacher
competencies, while the ELT Methodology component concentrates on area
specific language teacher competencies.

Similarly, as Bear (1992) indicated for each and every component of a
teacher education program, the interviewed graduates indicated a need for
communication, transition, integration and cooperation among the components,
courses, instructors and departments of the whole program. This need was
especially more emphasized between the two professional components —ELT
and General Education- of the program. The need for cooperation between the
instructors of different courses was also found by Ersungur-Odabasi (1998) in
her study comparing the content, methodology and assessment in two
professional courses —one of ELT Methodology and one of General Education
components- in the FLE program at Cukurova University. She also found that
the participants of her study demonstrated a need for more practical focus more

than theoretical content in those courses, which was also emphasized by the

227



participants of this study. This may show that the role these two components
play in a language teacher’s development in competence areas is clearly
recognized by the participants of the program. Therefore, the suggestions given
at the end of the interviews of this study mainly focus on the improvement of
the professional courses through providing more chances of practice, and of the
language courses through designing them and instructing them according to the
aims of the whole program.

Some of the elites did not have a full idea of the components of the FLE
undergraduate program. Nevertheless, the others indicated that the language
and professional courses of the program are the leading components, and a year
in the English preparatory should be a must for the language development of
the teacher candidates. Since the graduates have problems of inexperience in
their first years of teaching, it was also recommended that the program should
focus more on practicum and reflective teaching, which was also mentioned by
Gebhard, Gaitan and Oprandy (1990) for helping prospective teachers gain
insights into the profession.

The comparison of METU FLE graduates to graduates of other ELT
departments of other universities or to those of English/ American literature
departments also demonstrated that FLE graduates were praised on their
interest in teaching, self-confidence and knowledge of English language
teaching compared to graduates of other FLE departments at state or private
universities. However, their language appeared as a limitation in this aspect as
well, which may be considered as a crucial reason for the improvement of the
METU FLE undergraduate program. This also matches with Ortakoyliioglu’s
(2004) findings that the ELT graduates find themselves more prepared to be in
the teaching profession; in contrast, the English language and literature

graduates felt more knowledgeable and competent in language.
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5.2.  Significance of the Study

Although the present study was conducted as a case study, the findings
are noteworthy for all pre-service English language teacher education
programs. First of all, the results indicate the importance of foreign language
competencies in order to be effective language teachers. This finding goes hand
in hand with the world (Barnes, 2002; Richards, 1998) and national literature
(Bear, 1992; Demirel, 1989; 1990) that put high emphasis on the development
of foreign language knowledge and skill use in order to become effective
language teachers. Since Turkey is a country where English is used as a foreign
language and where the English learning is limited to foreign language
classrooms and formal instruction, the role of being highly competent in
language competencies for a language teacher may be much more important, as
the language teacher stands as the model of the target language.

While the expected competencies of language knowledge and skill use
do not change from one institution to the other, some in-class and out-of class
competencies showed discrepancies in terms of the importance given
depending on the level of students and/or the type of school. To illustrate,
while having positive relations with parents is a competence for private
primary/secondary schools, this was not listed for state or tertiary institutions.
This finding may resemble the different competencies highlighted by APEID
(1992), Lipton (1996), MOE (Milli Egitim Bakanligi, 2002) and NBPTS
(2003) according to the profile of the students and the type of schools.

Since the participants of the present study were language teachers with
a one to five-year of experience, the analyses of their perceptions and their
ideas on their pre-service education program indicate the importance of having
both theoretical and practical components in a language teacher education
program. Like Ur (1992) defends, these two components were considered to be
complimenting by the participants, since the theoretical component develops
their professional knowledge and awareness, the practical component prepares

them for actual teaching. Moreover, when the five components of the METU
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FLE program were concentrated on, the findings support the view that all parts
of a curriculum should contribute to the language, subject and pedagogic
knowledge of the teacher candidates (Bear, 1992).

The METU FLE program aims to serve teacher candidates to gain the
foreign language teacher competencies through its components. The results of
the study support the view that the participants underlined the role of the
METU FLE program not only on their theoretical background but also on
gaining experience in putting theory into practice during the undergraduate
education. Thus, these two areas are considered to be important competencies
for a language teacher to have and crucial components for a language teacher
education program to be effective in. As Wallace (1999) laid emphasis on the
integration of received knowledge (through facts, research findings, theories
and skills of the educational courses) and experiential knowledge (through
ongoing experience of practice)y METU FLE program addresses this
integration providing theoretical background and chances of practicum
experience. In addition, this integration is also encouraged through reflecting
on the experience and providing links between the experiential knowledge and
received knowledge. Therefore, in the light of the findings, as the METU FLE
graduates perceive themselves competent in general and the program effective
on the whole, Wallace’s reflective model towards foreign language teacher
education can be considered to be successful in the case of METU.

Furthermore, the importance of having model educators in the pre-
service education and the role of theoretical background on being an effective
teacher in the light of the scientific developments in the field were mentioned
as well. Hence, the craft and the applied science models cannot totally be
excluded from the foreign language teacher education program, although these
models seem to be two opposites. While the former focuses on imitating an
expert’s techniques disregarding the scientific developments, the latter
downgrades the expertise through experience (Wallace, 1999, p.16). However,
each serves a different area of knowledge or skill in the foreign language

teacher education through professional experience (experiential knowledge)
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and scientific research (received knowledge). Therefore, Wallace calls the
reflective model as the “compromise solution” between the two (p.17).

Parallel to Al-Gaedd’s findings (1983), the participants of this study
underlined their need for further development in spoken English skills and the
irrelevance of literature courses to their preparation. Moreover, they
highlighted that the pre-service teacher education program should raise their
awareness of the possible problems they may experience in their future
working environments and should present practical strategies to cope with
those problems, as mentioned by Barkhuizen (1997).

Although Erozan (2005) found that the language improvement courses
in pre-service teacher education program were found to be effective in terms of
objectives, content, methodology, course conduct and assessment, the
participants of this study indicated both the strengths and weaknesses of the
language courses. In addition, similar to Seferoglu (2006), the participants
called attention to having more opportunities for micro-teaching and practice
teaching activities in ELT Methodology and General Education courses in
order to see different learning groups, different teaching-learning contexts and
different ways of classroom applications. Lastly, although they showed a
positive attitude towards some of the Linguistics courses, similar to the
findings obtained by Hatipoglu (in press), some of these courses were criticized
for the ineffective methodology followed and being irrelevant for the future
profession.

According to the one to five-year experience of the participants, the
analysis of the responses of more experienced teachers demonstrated that they
had developed competencies through the years, and they find themselves
competent in most of the issue related to classroom application, although they
had had many difficulties in the initial years of teaching. However, the novice
teachers indicated the problems they had experienced in their first year of
teaching, the difficulty of managing classrooms and putting theory into
practice. It was also seen that the more experienced teachers were less worried

about their survival in class compared to less experienced ones, which is
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parallel to findings in Ghaith and Shaaban (1999). Therefore, the participants
of this study went through similar stages mentioned in the studies conducted on
the phases of a teacher’s career. Especially, the first year in service is
considered to be an experience of “sink or swim” or “keeping the hands above
water”, similar to how Farrell (2003) and Moir (1990) named this period
respectively. Furthermore, as Macdonald (1999) indicates, the reason for
attrition for one of the participants was the idea that she would not be able to
cope with her teaching problems mainly related to classroom management.
Moreover, similar to the results obtained by Farrell (2003), and Flores and Day
(2006), collaborative school culture and collegial support affect their success in
the first years of teaching.

Lastly, this study was designed as a combination of a summative
evaluation and a situation analysis on the English language teacher education
program used in the Department of Foreign Language Education at METU.
Since this study includes the customer stakeholders (graduates and their
employers) of the METU FLE program, the participants not only gave
information on their end-program competencies but also pointed out their
reflections on the in-program component satisfaction at the end. Therefore, this

study favors a product approach to the program investigated.

5.3. Implications of the Study

This present study has some implications on the pre-service English
language teacher education programs and for further research on these

programs.

5.3.1 Implications for Pre-Service Teacher Education Programs

The findings of the study can be used for the betterment of the program

and/or for revising the courses offered in the Department of Foreign Language

232



Education at Middle East Technical University. Based on those findings, the

following recommendations can be made:

1. Since language competence is considered to be the prerequisite
competence in teaching a foreign language (Barnes, 2002;
Richards, 1998), and since it is listed as the initial competence in
ACTFL (2002), HEC (2005a), Lipton (1996) and Thomas (1987),
the FLE graduates’ stating a lower level of competence in this area
points out an important issue to consider. Thus, the courses under
the Language component of the program can be revised in terms of
their content, methodology and instruction. These courses can be
strengthened to provide further language input, and language and
skill practice especially in spoken English. Besides, as the students
in FLE departments are EFL users, they do not have the chance to
use English outside the classroom in their daily lives. Some may
not have the chance to talk or listen to a native speaker until they
graduate; hence, the distribution of the native speaker members of
the faculty should be done carefully to give a chance to each and
every student to attend at least one course given by those

instructors.

2. The courses under the Literature component should be different
from those offered in the Departments of Literature in Faculties of
Arts and Letters. They should also take into account the future
profession of the teacher candidates, should integrate their content
with classroom applications and should aim to develop
competencies in teaching and using literature in addition to
developing their language knowledge and critical thinking skills.
As the instructors of these courses also stand as a model for the
teacher candidates, the methodology followed in these courses
should also be reconsidered taking the findings of the study into

account.
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The courses under the Linguistics component should be revisited in
terms of their integration with the professional courses and their
theoretically oriented nature. As Ur (1992) indicates, a teacher
education program should neither be purely theoretical nor purely
practical; the courses and the components of a teacher education
program should be a reflection of the harmony of both knowledge

and application.

As the amount of practice and experience is considered to be
inadequate, the professional courses may provide more chances of
experience. As the length and amount of practice teaching is
decided by the Higher Education Council, more chances of such
experiences through watching the video recordings of real
classroom environments and examining case studies (Day, 1991)

can be considered as a recommendation.

The ELT Methodology component of the program should also be
revisited for three reasons. First, it should be strengthened through
providing more chances of micro teaching experiences. It is highly
recommended to have fewer students in the ELT Methodology
courses, where micro teaching experiences convey the practical
aspect of the course. Second, it should also include recent research
conducted in the local culture and materials published in the other
ESL and EFL contexts to help teacher candidates become familiar
with current trends, developments and situations. Lastly, the
content of the ELT Methodology component should be revisited to
avoid overlaps among the courses and shallow content in some of

those courses.

As the materials used in the professional courses are criticized for
being irrelevant to the local culture and needs of the teacher

candidates, studies conducted in Turkey can also be referred to and
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10.

provided for the teacher candidates to show them the research done

in their future working environments and students.

The schools which the FLE students visit for School Experience
and Practice Teaching should be carefully chosen and the
cooperating teachers in those schools should be informed of the
aims and requirements of these courses. In order for teacher
candidates to see different school environments, they can be taken
to different schools for each of these practicum courses, and/or they

can visit different classes of different cooperating teachers.

The General Education component can be strengthened through
providing more input written about or reflecting the classrooms in
the local context. It is also recommended that the existing
assessment methods used in the courses under this component

should be reviewed.

As it is seen in the responses of the graduates, some of the courses
under different components may have overlaps and/or may have
disagreements on certain issues. Since the main aim of each and
every course and component in the FLE program is to educate
competent English language teachers, the instructors of different
components, of different courses within the same component and of
different classes should work in cooperation, collaboration and
integration in order to consider overlaps and resolve disagreements

in terms of the contents of the courses.

Lunenberg, Korthagen and Swennen (2007, p.589) define
“modeling by teacher educators as the practice of intentionally
displaying certain teaching behavior with the aim of promoting
student teachers’ professional learning”. In this sense, modeling

helps teacher educators contribute to the professional development
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11.

12.

13.

of their students, as student teachers experience certain behavior.
Therefore, the content of all the courses and the execution of all the
lessons should be organized and planned respectively taking into
account the fact that the students of the department will become
teachers of English, and that the courses and the instruction in those

courses serve as a model for the teacher candidates.

As the instructors of all FLE courses can stand as a model for the
teacher candidates, while hiring the research assistants they can be
required to have a teaching background, and/or a degree or a
certificate of teaching despite being interested in another discipline
like literature or linguistics, as they take part in an institution
aiming to educate teacher candidates. Besides, the instructors of the
ELT Methodology and General Education courses can be required
to have some experience in a school outside the university
environment to have the real experience of teaching a language or

taking part in the school environment.

Since the interview results showed that the instructors of the
courses have a role in the effectiveness of those courses, these
instructors may be encouraged and/or required to work in

collaboration.

As the graduates of the FLE program do not choose to work in
primary and secondary schools only, and as the need for English
language teachers is increasing day by day in the tertiary
institutions, the language teacher education programs should also
take into account the demands of those institutions. Although it is
difficult to address each and every competence expected from an
English language teacher, the professional courses can be designed

to present the atmosphere of those institutions to have comparisons
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of different teaching environments and to prepare teacher

candidates for all possible professional settings.

14. As it was seen in the findings that personal qualities and individual
effort have an important bearing on the acquisition of teacher
competencies in the undergraduate education, it is recommended
that the department should provide more chances for its students to
attend conferences, seminars and workshops, and should each year
arrange meetings to bring undergraduate students and FLE
graduates together, which may help the teacher candidates become
more familiar with their future teaching environments and develop

positive attitude towards the profession.

Although the METU FLE program has changed during the last stages of
this dissertation, the five components focused in this present study were all
kept the same in the new program. Therefore, the content and instruction of the
program components and the courses under these components can still be
revised in the light of the research findings.

Besides, the present study also has some implications on the institutions
the FLE graduates are working at, since most of the participants of this study
indicated that they had participated in an in-service teacher training program in
their institutions. Moffitt (1963, p.6) maintains that “regardless of the quality or
the quantity of academic education received in a college or university, a
teacher new to any given school system needs in-service education”. Therefore,
the institutions should also provide an effective institution-based orientation or
induction program for the newly hired teachers to introduce them to their

teaching environment.
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5.3.2 Implications for Further Research

It is believed that the present study is a valuable situation analysis on
the perceptions of two customer stakeholders of the English language teacher
education program used in the Department of Foreign Language Education at
METU. Thus, the findings may contribute not merely to the FLE Department,
whose graduates have participated in this study, but also for the other pre-
service English language teacher education departments using the same
program with some differences. The major strength of the program comes from
its two participant groups in order to collect both qualitative and quantitative
data, since these two groups - FLE graduates and their employers - are difficult
to reach for similar studies.

However, since the study has focused only on the METU FLE
graduates and their employers, the findings obtained and the implications
mentioned may not be generalizable to other pre-service English language
teacher education programs due to two reasons. First, the teacher candidate
profile in terms of the academic success measured by OSS (Student Selection
Examination) and YDS (Foreign Language Examination) could be different in
the other departments, and the graduates of those departments may have
different perceptions of their foreign language teacher competencies and the
role of their undergraduate education on the development of those
competencies. Second, the employers of the graduates of those departments
may have different perceptions of these graduates’ competencies.

Moreover, a study that embraces the perceptions of the FLE instructors
and FLE students may have different findings in terms of the role of FLE
components and courses in those components, as their perception may be
shaped through other variables. In addition, had more graduates and employers
working at different parts of Turkey attended the study, this study could also
have produced different findings. This may be true due to the fact that the
profile of the FLE graduates who participated in this study may not reflect the
real profile of the FLE graduates. To illustrate, while the majority of the
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participants in this study teach at tertiary institutions, the majority of all the
METU FLE graduates may work in primary or secondary schools. Besides,
since this study focused on the perception of the FLE graduates in their initial -
first five- years of teaching, this perception of competence and of the role of
their education may have different results in a longitudinal study that focus on
those over time.

The results of this study are based on the perception of the two
stakeholder groups of the METU FLE program and on two data collection
methods- questionnaires and interviews. However, a research study taking into
account the perception of the FLE graduates’ students about their teachers’
language teacher competencies may reveal different findings. In addition, using
observation as one of the methods to collect data on the in-class competencies
of the participant graduates and to compare those with their perceptions found
in this study may have different results as well.

Lastly, such studies should be conducted at regular intervals by the
foreign language education departments and other departments of the Faculties
of Education on their graduates in particular, and by the Higher Education
Council in general in order to improve the pre-service teacher education for the

development of the whole education system in the country.
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APPENDICES

APPENDIX A

First Graduate Questionnaire

Dear FLE graduate,

The following questionnaire has been designed to investigate our (METU
FLE) graduates’ perceptions of their English language teacher competencies and to
what extent the FLE program components has helped FLE graduates gain these
competencies. Since the results of this questionnaire will contribute to the METU FLE
undergraduate program as feedback, it is absolutely essential that you express your
views sincerely. Your identity and individual responses will be kept strictly
confidential, and the results of the questionnaire will be used only for research
purposes. Thank you for your participation.

Deniz Salli- Copur
Middle East Technical University
Part I: Demographic Questions

When did you graduate from METU FLE undergraduate program?

How long have you been teaching English? (years/ months)

Which level are you teaching at present?

O Primary (grades 1-8) o Secondary (grades 9-11) o Tertiary (university)
g Other:

What kind of a school are you working at? o State O Private

What is the name of your school and the city that you work in?

Have you studied/been studying a graduate program on ELT?
o MA o PhD o No
Please indicate the MA/PhD program name

Have you ever participated in an in-service teacher training program?

o Yes o No
If yes, what is the name of the program?
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Part I1: Likert Scale Items

Please tick the appropriate box for the following statements.

As a teacher of English, how competent are you in ...?

A. Competence in Language & Subject Area

Incompetent

Somewhat

competent

Competent
Highly
competent

Having advanced knowledge of English

Using (and understanding) the English language
communicatively

Being an adequate model of the English language for students

Understanding and using the English language appropriate to
the situation and level

Integrating form, function and meaning for grammar teaching

Presenting knowledge of language in a clear, simple and
stimulating manner

Developing learners’ vocabulary knowledge

Developing learners’ subskills (i.e.: inference) that assist
reading comprehension in English

Developing learners’ subskills (i.e.: note taking) that assist
listening comprehension in English

10.

Developing learners’ subskills (i.e.: drafting) that assist
written production in English

11.

Developing learners’ subskills (i.e.: intonation) that assist
spoken production in English

12.

Integrating macro language skills (Reading, Listening,
Writing and Speaking)

13.

Having knowledge of general linguistic theory
(i.e.: description of languages)

14.

Having knowledge of foreign language teaching theories and
methods

15.

Selecting and using suitable approaches, procedures and
techniques appropriate to the foreign language point

16.

Employing a range of teaching strategies suited to learner age
(young learners, teenagers, adults)

17.

Employing a range of teaching strategies suited to learner
ability and proficiency level (beginner to advanced)

Please turn the page 2>
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As a teacher of English, how competent are you in ...?

B. Competence in Planning, Teaching and Classroom

Management

Incompetent

Somewhat

competent

Competent
Highly
competent

Knowing the foreign language teaching curriculum of the
school you teach

Making appropriate plans concerning students’ needs

Expressing objectives the students will achieve clearly

Preparing structural and coherent lesson plans to achieve
course objectives

Establishing good connections with previous and following
topics

Preparing and using a variety of teaching-learning activities
related to the aims of the lesson and students’ needs

Selecting and using appropriate and available sources related
to aims of the lesson and students’ needs

Selecting and using examples relating the topic to real life

Using teaching learning facilities effectively (i.e.: language
lab, library)

10.

Making use of information technology (i.e.: audio-visuals,
electronic devices and computer)

11.

Adjusting instructions and explanations to students’ needs, age
and level

12.

Asking students timely and effective questions

13.

Responding to students’ questions

14.

Developing students’ interest in the lesson
(i.e.: motivating students towards the course)

15.

Using class time effectively

16.

Using voice effectively and varying it to attract students’
attention during the lesson

17.

Responding to student feedback (i.e.: students’ opinion about
an activity)

18.

Selecting and using individual, small group and whole class
teaching methods appropriate to the class

19.

Establishing rapport with learners (i.e.: building positive
relationship)

Please turn the page 2>
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As a teacher of English, how competent are you in ...?

C. Competence in Monitoring, Assessment and
Professional Development

Incompetent
Somewhat
competent
Competent

Highly
competent

Knowing a variety of assessment methods

Using assessment methods relevant to the subject effectively

Planning assessment in parallel with course objectives

Monitoring student learning in different classroom activities

RO Nl R N

Evaluating students’ progress in relation to the aims of the
lesson consistently

Keeping careful records of students’ progress

Diagnosing students’ failure and difficulties

Giving necessary and useful feedback to the students

LeIS

Working cooperatively with professional colleagues and/or
parents in forwarding observation and evaluation results

10. Fulfilling the legal, social and administrative responsibilities at
school

11. Carrying out responsibilities for the spiritual, moral, social and
cultural development of the students

12. Contributing to school activities such as meetings, in-service
teacher training and materials preparation sessions

13. Being open to consistent professional development

14. Reflecting on your performance for self- development

Part II1: Open-ended Questions
Please answer the following questions as detailed as possible.

1. What might be the reasons for your being competent in the competencies
above?

2. What are the competencies you need to further develop? (indicate at most 3)

Please turn the page 2>
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3. What might be the reasons for an English language teacher’s being weak in
some of the competencies in Part 11?

4. Please indicate at most three competencies that were NOT mentioned in Part
II but you think important for an English language teacher to have.

Part I'V: Rate each of the following FLE program components in terms of their
effectiveness in helping you gain the English language teacher competencies in the

three specified areas. You can use the same rating for multiple cases.

1= ineffective

2= somewhat effective 3= effective

4= highly effective

Competence

in Language

and Subject
Area

Competence in
Planning,
Teaching &
Classroom
Management

Competence in
Monitoring,
Assessment &
Development

1. Language Component
(i.e.: English Grammar /11,
Advanced Writing Skills,
Translation)

2. Literature Component
(i.e.: Introduction to
Literature, Survey of English
Literature, Drama: Analysis
and Teaching)

3. Linguistics Component
(i.e.: Language Acquisition,
Introduction to Linguistics,
Turkish Syntax and
Semantics)

4. ELT Methodology
Component

(i.e.: ELT Methodology,

Materials Adaptation and

Evaluation, Practice

Teaching)
5. General Education
Component

(i.e.: Classroom Management,
Instructional Planning and
Evaluation, Guidance)

Thank you for filling in the questionnaire. If you would you like to participate in the interview
phase of the study, please indicate your name, your cell phone number and your e-mail

address.
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APPENDIX B

Second Graduate Questionnaire

Dear FLE graduate,

In order to complete the data collected through the first questionnaire, the
following questionnaire has been designed to investigate to what extent the FLE
program has helped FLE graduates gain English language teacher competencies. Since
the results of this questionnaire will contribute to the METU FLE undergraduate
program as feedback, it is absolutely essential that you express your views sincerely.
Your identity and individual responses will be kept strictly confidential, and the
results of the questionnaire will be used only for research purposes. Thank you for
your participation.

Deniz Salli- Copur
Middle East Technical University

Part I: Likert Scale Items
Please tick the appropriate box for the given questions.

To what extent were the Language courses successful in helping you gain the
English language teacher competencies mentioned in the previous questionnaire?

° =
;—» %) = g
= | = ] =]
A. Language Component 2 3 25 >

S 3
> >

English Grammar 1&I1

English Composition I &II

Reading Skills 1&11

Spoken English 1&11

Advanced Reading and Vocabulary Development

Advanced Writing Skills

English-Turkish & Turkish-English Translation

PN | BRI

Advanced English Structure

Please turn the page 2>
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To what extent were the Linguistics courses successful in helping you gain the
English language teacher competencies mentioned in the previous questionnaire?

B. Linguistics Component

Very little
Little
Much

Very much

Introduction to Linguistics I (Universals of language)

Introduction to Linguistics II (Functions of language)

Turkish Syntax and Semantics

Turkish Phonology and Morphology

R RN

Language Acquisition

To what extent were the Literature courses successful in helping you gain the
English language teacher competencies mentioned in the previous questionnaire?

C. Literature Component

Very little
Little
Much

Very much

Introduction to Literature

Survey of English Literature I &II

Drama: Analysis and Teaching I &I1

Novel: Analysis and Teaching 1&I1

Poetry: Analysis and Teaching

S|P

Short Story: Analysis and Teaching

Please turn the page 2>
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To what extent were the ELT Methodology courses successful in helping you gain
the English language teacher competencies mentioned in the previous

questionnaire?

D. ELT Methodology Component

Very little
Little
Much

Very much

School Experience I (second year)

School Experience II (fourth year)

Approaches to English Language Teaching

El Rl A N

ELT Methodology I
(Teaching Speaking, Listening and Vocabulary)

i

ELT Methodology II
(Teaching Reading, Writing and Grammar)

Teaching English to Young Learners

Materials Adaptation and Evaluation

English Language Testing and Evaluation

LRI A

Practice Teaching

To what extent were the General Education courses successful in helping you gain
the English language teacher competencies mentioned in the previous

questionnaire?

E. General Education Component

Very little
Little
Much

Very much

Introduction to Teaching Profession

Development and Learning

Instructional Planning and Evaluation

Instructional Technology and Materials Development

Classroom Management

SN R |

Guidance

Please turn the page 2>
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Part I1

Rank order the following FLE program components from least effective (1) to most
effective (5) in terms of their effectiveness in helping you gain the English language
teacher competencies. Please do not use the same rank for multiple cases.

Language Component (i.e.: Reading Skills I/II,
Advanced Writing Skills, Advanced English
Structure, Translation)

Linguistics Component (i.e.: Language Acquisition,
Introduction to Linguistics I/II, Turkish Syntax and
Semantics)

Literature Component (i.e.: Introduction to Literature,
Survey of English Literature I/II, Novel: Analysis and
Teaching)

ELT Methodology Component (i.e.: ELT
Methodology I/II, Materials Adaptation and
Evaluation, School Experience I/II, Practice Teaching)

General Education Component (i.e.: Introduction to
Education, Development and Learning, Classroom
Management, Instructional Technology and Materials
Development)

Thank you for filling in the questionnaire.

If you would you like to participate in the interview phase of the study, please indicate
your name, your cell phone number and your e-mail address below.
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APPENDIX C

Cover Letter for Snowball Sampling

Sevgili Hocalarim,

Doktora tezimde mezunlarimizin Ingilizce 6gretmeni olarak YOK iin yabanci
dil 6gretmeni yeterliliklerini (foreign language teacher competencies) ne kadar
karsiladiklarimi ve boliim (FLE) programimizin bu konuda ne kadar etkili

oldugunu arastirnyorum. Ekte, tezimde kullanacagim anketlerden biri var.

Elimden geldigi kadar ¢cok mezunumuza ulagmak istiyorum ki saglikli bilgi
alayim. 2002-2006 aras1 yaklasik 600 mezunumuz var ve amacim bu sayinin en
az beste birine ulasmak. Anketleri "kartopu" teknigiyle dagitiyoruz yani anketi
yanitlayan her mezun tanidig1 baska mezunlara da iletiyor ki bir¢ok
mezunumuz anketi yanitlayabilsin. Sizden ricam anketimi doldurmalari i¢in
goriismekte oldugunuz ve/veya mastir/doktora derslerinizdeki mezunlarimiza
iletmeniz. Anketin sonunda bana yanitlarini ulagtirabilmeleri i¢in e-mail

adreslerim var.

Simdiden cok tesekkiir ederim,
Sevgiler,

DenizSC

Deniz SALLI-COPUR

Orta Dogu Teknik Universitesi

Yabanci Diller Egitimi Boliimii
dsalli@metu.edu.tr/ denizsalli @ yahoo.com

259



APPENDIX D

Postal Questionnaire Cover Letter

Degerli mezunumuz,

Orta Dogu Teknik Universitesi, Yabanci Diller Egitimi Boliimii lisans
programi mezunlariin, kendilerini Ingilizce 6gretmeni olarak ne kadar yetkin
bulduklarin1 ve mezun olduklar1 kurumun bundaki roliinii doktora tezim icin

degerlendirmekteyim.

Calisma sonuglar1 olast program degisikliklerine, ders igeriklerinin
belirlenmesine, yenilenmesine veya degistirilmesine ve Ogrencilerimizin
ogretmenlik meslegine uyum saglamalar1 icin yapilacak girisimlere 1s1k
tutacaktir. Bu nedenle, 2002-2006 yillar1 arasinda boliimiimiiz programini
basartyla tamamlayan 600l askin mezunumuzun goriisleri calismada cok

onemli rol oynamaktadir.

Mezunumuz olarak, zarfin icinde size gonderdigim 1. ve 2. anketi
sirastyla  yanmitlarsaniz calismaya c¢ok biiyilk katkida bulunacaksiniz.
Yanitladiginiz anketleri yine zarfin icinden ¢ikacak pullu kiiciik zarfla {icretsiz
olarak bana Mart ay1 sonuna kadar postalayabilirsiniz. Anketleri cevaplayan

mezunlartmizin kimlikleri gizli tutulacaktir.
Simdiden katkida bulundugunuz icin ¢ok tesekkiir ederim.

Sevgi ve saygilarimla,

Deniz SALLI-COPUR

Orta Dogu Teknik Universitesi

Yabanci Diller Egitimi Bolimii

dsalli @metu.edu.tr/ denizsalli @yahoo.com
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APPENDIX E

Interview Questions for FLE Graduates

Giris

Merhaba, adim Deniz Salli-Copur. Orta Dogu Teknik Universitesi Yabanct Diller
Egitimi boliimde arastirma gorevlisi ve doktora dgrencisiyim. Doktora tezimde
boliimiimiiz mezunlarinin mezuniyet sonrasi kendilerini yabanci dil ogretmeni olarak nasil
degerlendirdiklerini ve boliim programinin buna etkisini arastirmaktayun. Bu sebeple de
mezunumuz olarak sizin goriisleriniz calisma icin ¢ok biiyiik dnem teskil etmektedir.

Goriismemize gecmeden oOnce bu goriismenin gizli oldugunu, goriismemizde
konusulanlari  yalniz benim bilecegimi ve arastirma raporlarinda isminizin ve
kurumunuzun adwmin sizin izniniz olmadan kesinlikle yer almayacagint belirtmek isterim.

Gortisme sirasinda  konusmalarumizi  kaydedecegim ancak bundan rahatsiz
olursaniz kaydetmeyebilirim ya da istediginiz zaman kaydi durdurabiliriz.

Goriismemizin yaklasik 1 saat siirecegini tahmin ediyorum. Izin verirseniz

sorulara baslamak istiyorum.

Sorular
1. a. Ne kadar siiredir 6gretmenlik yapiyorsunuz?

b. Ne kadar siiredir bulundugunuz okulda 6gretmenlik yapiyorsunuz?

2. Nitelikli bir Ingilizce 6gretmenini nasil tanimlarsimz? Bir baska degisle bir Ingilizce
Ogretmeninin sahip olmasi gereken yeterlikler ve ozellikler nelerdir?
Dil ve dil 6gretimi bilgisi acisindan
b. Ders planlama, sinif yonetimi ve degerlendirme acisindan
¢.  Smuf dig1 mesleki nitelikler agisindan (6gretmen-veli/ 6gretmen-

Ogretmen)

3. Bir Ingilizce 6gretmeninin sahip olmasi beklenen niteliklerin &gretmenlik yapilan
kuruma, seviyeye ve deneyime gore nasil bir degiskenlik gosterdigini

diisiiniiyorsunuz? Somut 6rnekler veriniz.

4. ODTU Ingilizce Ogretmenligi Béliimii mezunu bir ingilizce 6gretmeni olarak

kendinizi bu yeterlikler 1s181nda nasil degerlendiriyorsunuz?
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Kendinizi basarili buldugunuz yeterlikleri/6zellikleri tanimlayimz.

b. Kendinizi bagarili buldugunuz yeterlikleri dikkate aldiginizda, sizi
memnun eden bir olay1 ya da etkinligi anlatiniz.

c. Gelistirmeye ihtiya¢c duydugunuz yeterlikleri tanimlar ya da
orneklendiriniz.

d. Gelistirmeye ihtiya¢c duydugunuz yeterlikleri dikkate aldiginizda, bu

ihtiyaciniz1 gosteren bir olay1 ya da etkinligi anlatiniz.

5. Bir 6gretmen olarak ODTU Ingilizce Ogretmenligi Boliimii programi mesleki agidan
sizi nasil etkiledi?
Alternatif: Nitelikli bir 6gretmen oldugunuzu diisiiniiyorsaniz, ODTU
Ingilizce Ogretmenligi Boliimii programinin nitelikli bir 6gretmen

olmanizdaki etkisini nasil degerlendiriyorsunuz?

6. ODTU Ingilizce Ogretmenligi programindaki dersler 5 ana baslik altinda toplanmustir.
Dil Gelisimi dersleri, Dil bilim dersleri, fngiliz Edebiyati dersleri, fngiliz Dili
Ogretimi dersleri ve Genel Egitim dersleri: Sizce bu 5 igerigin Ingilizce 6gretmen

egitiminde 6nem derecesi esit midir yoksa bazilar1 daha m1 ¢cok énemlidir? Neden?

7. ODTU ingilizce 6gretmenligi programindaki Dil Geligim dersleri iizerine (6rnegin:
English Grammar, Advanced Writing Skills, Translation) anketimdeki sayisal sorulari
yanitlamigtiniz. Bu derslerin etkisi konusundaki diigiincelerinizi ve
degerlendirmeleriniz nelerdir?

a. Dil Gelisim derslerinin, sizin dil ve alan bilgisi; ders planlama, sinmif
yonetimi ve degerlendirme ve mesleki gelisim alanlarindaki yeterlikleri
kazanmaniza nasil bir katkis1 oldu?

b. Bu gruptaki derslerin sayisini, i¢erigini ve islenisini diisiindiigtiniizde
eksiklikler oldugunu diisiiniiyor musunuz?

Sizce hangi yeterliklerin tizerinde durulmasi gerekliydi? Neden?
d. Bu ders grubundaki derslerle ilgili bir degisiklik 6nermeniz istense neleri

neden Onerirdiniz? (Sayist, icerigi, verilis tarzi, eklemeler, ¢cikarmalar)

8. ODTU ingilizce 6gretmenligi programindaki /ngiliz Edebiyat: dersleri iizerine
(6rnegin: Short Story, Survey of English Literature, Drama) anketimdeki sayisal
sorulart yanitlamigtiniz. Bu derslerin etkisi konusundaki diisiincelerinizi ve

degerlendirmeleriniz nelerdir?
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9.

10.

a. Ingiliz Edebiyat derslerinin sizin dil ve alan bilgisi; ders planlama, stnif
yonetimi ve degerlendirme ve mesleki gelisim alanlarindaki yeterlikleri
kazanmaniza nasil bir katkis1 oldu?

b. Bu gruptaki derslerin sayisini, i¢erigini ve islenisini diisiindiigtiniizde
eksiklikler oldugunu diisiiniiyor musunuz?

Sizce hangi yeterliklerin tizerinde durulmasi gerekliydi? Neden?
d. Bu ders grubundaki derslerle ilgili bir degisiklik 6nermeniz istense neleri

neden Onerirdiniz? (Sayist, icerigi, verilis tarzi, eklemeler, ¢cikarmalar)

ODTU ingilizce 6gretmenligi programindaki Dil Bilim dersleri iizerine (6rnegin:
Language Acquisition, Turkish syntax & Semantics, Introduction to Linguistics)
anketimdeki sayisal sorular1 yanitlamistiniz. Bu derslerin etkisi konusundaki
diisiincelerinizi ve degerlendirmeleriniz nelerdir?

a. Dil Bilim derslerinin sizin dil ve alan bilgisi; ders planlama, sinif
yonetimi ve degerlendirme ve mesleki gelisim alanlarindaki yeterlikleri
kazanmaniza nasil bir katkis1 oldu?

b. Bu gruptaki derslerin sayisini, icerigini ve islenisini diisiindiigtiniizde
eksiklikler oldugunu diisiiniiyor musunuz?

Sizce hangi yeterliklerin iizerinde durulmasi gerekliydi? Neden?
d. Bu ders grubundaki derslerle ilgili bir degisiklik 6nermeniz istense neleri

neden Onerirdiniz? (Sayist, igerigi, verilis tarzi, eklemeler, ¢ikarmalar)

ODTU ingilizce 6gretmenligi programindaki /ngiliz Dili Ogretimi dersleri izerine
(ornegin: Teaching English to Young Learners, English Language Testing, Practice
Teaching) anketimdeki sayisal sorular1 yanitlamistiniz. Bu derslerin etkisi
konusundaki diisiincelerinizi ve degerlendirmeleriniz nelerdir?

a. Ingiliz Dili Ogretimi derslerinin sizin dil ve alan bilgisi; ders planlama,
sinif yonetimi ve degerlendirme ve mesleki gelisim alanlarindaki
yeterlikleri kazanmaniza nasil bir katkis1 oldu?

b. Bu gruptaki derslerin sayisini, igerigini ve islenisini diislindiigiiniizde
eksiklikler oldugunu diisiiniiyor musunuz?

Sizce hangi yeterliklerin iizerinde durulmasi gerekliydi? Neden?
d. Bu ders grubundaki derslerle ilgili bir degisiklik 6nermeniz istense neleri

neden Onerirdiniz? (Sayist, igerigi, verilis tarzi, eklemeler, ¢cikarmalar)
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11. ODTU ingilizce 6gretmenligi programindaki Genel Egitim dersleri iizerine (6rnegin:
Introduction to Education, Instructional Design and Technologies, Classroom
management) anketimdeki sayisal sorular1 yanitlamistiniz. Bu derslerin etkisi
konusundaki diisiincelerinizi ve degerlendirmeleriniz nelerdir?

a. Genel Egitim derslerinin sizin dil ve alan bilgisi; ders planlama, sinif
yonetimi ve degerlendirme ve mesleki gelisim alanlarindaki yeterlikleri
kazanmaniza nasil bir katkis1 oldu?

b. Bu gruptaki derslerin sayisini, i¢erigini ve islenisini diisiindiigtiniizde
eksiklikler oldugunu diisiiniiyor musunuz?

Sizce hangi yeterliklerin iizerinde durulmasi gerekliydi? Neden?
d. Bu ders grubundaki derslerle ilgili bir degisiklik 6nermeniz istense neleri

neden onerirdiniz? (Sayisi, igerigi, verilis tarzi, eklemeler, ¢ikarmalar)

12. Bu 5 ders grubunun birbiriyle iligkisi olmali m1?
a. Neden?

b. Nasil bir iligkisi olmas: gerektigini diisiiniiyorsunuz?

13. Mezun oldugunuz programin daha nitelikli Ingilizce 6gretmenleri yetistirebilmesi icin

sizce neler yapilabilir? Neden?
14. Bu konuda belirtmek istediginiz baska goriisleriniz ve 6nerileriniz var mi1?
Bana zaman aywarak sorularimi yamitladigimiz icin ¢ok tesekkiir ederim. Bu konuda
eklemek istediginiz baska goriis ve oOnerileriniz olursa liitfen bildiriniz. Yaptigumiz ses

kaydimin tam metnini size iletecegim. Degistirmek istediginiz bir nokta olursa hig

cekinmeden belirtebilirsiniz.
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APPENDIX F

Interview Questions for Elite Employers
Giris

Merhaba, advm Deniz Salli-Copur. Orta Dogu Teknik Universitesi Yabanci Diller
Egitimi boliimde arastirma gorevlisi ve doktora oOgrencisiyim. Doktora tezimde
boliimiimiiz mezunlarinin mezuniyet sonrasi kendilerini yabanci dil 6gretmeni olarak nasil
degerlendirdiklerini ve boliim programinin buna etkisini arastirmaktayim. Bu sebeple de
mezunlarimizin isverenleri olarak sizin goriisleriniz ¢alisma icin ¢ok biiyiik onem teskil
etmektedir.

Goriismemize gecmeden oOnce bu goriismenin gizli oldugunu, goriismemizde
konusulanlari  yalniz benim bilecegimi ve arastirma raporlarinda isminizin ve
kurumunuzun adwin sizin izniniz olmadan kesinlikle yer almayacagint belirtmek isterim.

Gortisme sirasinda  konusmalarumizi  kaydedecegim ancak bundan rahatsiz
olursaniz kaydetmeyebilirim ya da istediginiz zaman kaydi durdurabiliriz.

Goriismemizin yaklasik 1 saat siirecegini tahmin ediyorum. Izin verirseniz

sorulara baslamak istiyorum.

Sorular
1. a. Ne kadar siiredir okul yoneticiligi yapiyorsunuz?

b. Ne kadar siiredir bulundugunuz okulda yoneticilik yapiyorsunuz?

2. Nitelikli bir Ingilizce 6gretmenini nasil tanimlarsimz? Bir baska degisle bir Ingilizce
Ogretmeninin sahip olmasi gereken yeterlikler ve ozellikler nelerdir?
Dil ve dil 6gretimi bilgisi acisindan
b. Ders planlama, sinif yonetimi ve degerlendirme acisindan
¢.  Smuf dig1 mesleki nitelikler agisindan (6gretmen-veli/ 6gretmen-

Ogretmen)
3. Bir Ingilizce 6gretmeninin sahip olmasi beklenen niteliklerin &gretmenlik yapilan

kuruma, seviyeye ve deneyime gore nasil bir degiskenlik gosterdigini

diisiiniiyorsunuz? Somut 6rnekler veriniz.
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4. ODTU Ingilizce Ogretmenligi Boliimii mezunlarmi genel olarak bu yeterlikler
15181nda nasil degerlendirmektesiniz?

Mezunlarimiz1 bagarili buldugunuz yeterlikleri tanimlayiniz.
Mezunlarimizi basarili buldugunuz yeterlikleri dikkate aldiginizda, sizi
memnun eden bir olay1 ya da etkinligi anlatiniz.

¢. Mezunlarimizin gelistirmelerini gerekli gordiigiiniiz yeterlikleri
tanimlay1p orneklendiriniz.

d. Mezunlarimizin gelismeye ihtiyaci oldugunu diisiindiigiiniiz yeterlikleri

dikkate aldiginizda, bu ihtiyaci gosteren bir olay1 ya da etkinligi anlatiniz.

5. ODTU ingilizce Ogretmenligi Boliimii programinin mezunlarimizin nitelikli bir
Ogretmen olmasinda ne kadar ve hangi acilardan etkisi olmus olabilir?
Alternatif soru: ODTU Ingilizce Ogretmenligi Boliimii programinin
mezunlarimizin nitelikli bir 6gretmen olmasinda nasil bir rol oynadigini

diisiiniiyorsunuz?

6. ODTU Ingilizce Ogretmenligi programindaki dersleri gruplara ayirsaniz en énemli
sirada hangi ders grubu ya da gruplan yer alir? Neden?
Alternatif soru: ODTU Ingilizce Ogretmenligi programindaki dersler 5
ana baglik altinda toplanmustir: Dil Gelisimi dersleri, Dil Bilim dersleri,
Ingiliz Edebiyati dersleri, Ingiliz Dili Ogretimi dersleri ve Genel Egitim
dersleri. Sizce bu 5 igerigin Ingilizce 6gretmen egitiminde nem derecesi

esit midir yoksa bazilar1 daha m1 ¢ok 6nemlidir? Neden?

7. Mezunlarimmz size gore bu ders gruplarn dikkate alindiginda hangi yonlerden kuvvetli

olarak tanimlanabilir?

8. Hangi yonlerden geligsmeleri gereklidir? Neden? (bir onceki sorunun sondasi degil,

ayr bir soru olsun)

9. ODTU ingilizce Ogretmenligi programinin daha nitelikli Ingilizce dgretmenleri
yetigtirebilmesi i¢in sizce neler yapilabilir? Neden?
a. Ders sayisi
b. Ders igerikleri

c¢. Ders islenisi
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10. ODTU ingilizce Ogretmenligi mezunlarini bagka iiniversitelerden mezun olmus

ingilizce 6gretmenleriyle kiyaslamaniz gerekse nasil bir degerlendirme yapardiniz?

a
b.

& o

Bilgi (6rnegin?)

smif ici yeterlikler (6rnegin?)

sinif dis1 yeterlikler (6rnegin?)

Bu diisiincenizi destekleyen bir olaydan, etkinlikten ya da rapordan 6rnek

veriniz.

11. Bu konuda belirtmek istediginiz baska goriisleriniz ve 6nerileriniz var mi?

Bana zaman aywrarak sorularimi yamitladiginiz icin ¢ok tesekkiir ederim. Bu konuda

eklemek istediginiz baska goriis ve onerileriniz olursa liitfen bildiriniz. Yaptigimiz ses

kaydwmin tam metnini size iletecegim degistirmek istediginiz bir nokta olursa hig

cekinmeden belirtebilirsiniz.
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APPENDIX G

Independent Sample T-test Results

According to Le"e‘;e's t-test for e o
Years of Test. or Equality S s g 95% Confidence
E . Equa‘lllty of| Sig. |of Means| gf o = Mean 5 2 Interval of the
xperience Variances | D& # & | Difference = & Difference
(1-2 years and e %A
= F t
3-5 years) Lower | Upper
Equal variances 2,297 |33 | -773 107 | 441 -,1037 1341 | -3696 | ,1622
Item assumed
A-l | Equal variances 775 101213 | 440 | -1037 | 1338 | -3692 | 1618

not assumed
Equal variances
Item assumed
A-2 | Equal variances
not assumed
Equal variances
Item assumed
A-3 | Equal variances
not assumed
Equal variances
Item assumed
A-4 | Equal variances
not assumed
Equal variances
Item assumed
A-5 | Equal variances
not assumed
Equal variances
Item assumed
A-6 | Equal variances
not assumed
Equal variances

,469 495 -371 107 ,711 |-4,8822E-02| ,1314 -,3094 2118

-,372 106,881 | ,711 |-4,8822E-02| ,1314 -,3093 2116

,082 ,776 | 785 107 434 | 9,731E-02 | ,1239 -,1483 ,3429

,786 106,559 | ,434 | 9,731E-02 | ,1238 -,1481 ,3427

,072 ,789 | -472 107 ,638 |-6,7003E-02| ,1418 -,3481 2141

-472  [105,782| ,638 |-6,7003E-02| ,1419 -,3484 2144

,000 ,993 | -459 107 ,647 [-6,7677TE-02| ,1473 -,3597 ,2244

-,459 [105,255| ,647 |-6,7677E-02| ,1475 -,3601 ,2247

937 ,335 | -,637 107 ,526 |-8,3838E-02| ,1317 -,3448 1772

-,636 [ 104,049| ,526 |-8,3838E-02| ,1318 -,3453 1776

480 | 486 | -962 | 107 | 338 | -1226 | ,1274 | -3752 | 1301
Item assumed
A-T | Equal variances 961 [104903| ,339 | -1226 | .1276 | -3755 | .1304
not assumed
Equal variances | 01 | 949 | 401 107 | ,689 | 5.724E-02 | ,1427 | -2256 | .3401

Item assumed
A-8 | Equal variances
not assumed
Equal variances

Item assumed
A-9 | Equal variances
not assumed
Equal variances

Item assumed
A-10 | Equal variances
not assumed
Equal variances
Item assumed
A-11| Equal variances
not assumed
Equal variances
Item assumed
A-12| Equal variances
not assumed
Equal variances
Item assumed
A-13 | Equal variances
not assumed

,401 107,000 | ,689 | 5,724E-02 | ,1427 -,2256 ,3401

,023 ,881 | 1,567 107 ,120 ,2566 ,1637 |-6,8035E-02| ,5812

1,567 |[106,875| ,120 ,2566 ,1638 [-6,8087E-02| ,5812

2,021 ,158 | 416 107 ,678 | 7,205E-02 | ,1730 -,2709 4150

417 | 104,666 | ,677 | 7,205E-02 | ,1727 -,2705 ,4146

173 ,678 | 1,002 107 ,319 ,1603 ,1599 -,1568 4773

1,002 [106,999| ,318 ,1603 ,1599 -, 1567 4773

,198 ,658 | 159 107 ,874 | 2,290E-02 | ,1438 -,2622 ,3080

,159 105,988 | ,874 | 2,290E-02 | ,1437 -,2619 ,3077

323 S71| -,531 107 ,597 |-9,3266E-02| ,1757 -,4416 ,2551

-,530 (106,018 ,597 |-9,3266E-02| ,1758 -,4419 ,2554
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Item Equjsls‘l’f;lfc’;ces 814 |,369| 1,779 | 107 | 078 | 2626 | ,1476 |-2,9970E-02| ,5552
A-14 E?I‘;fla:;ffn’;es 1785 | 98,041 | 077 | 2626 | ,1472 |-2,9410E-02| ,5547
Ltem Eq“;isﬁfgces 017 |,897| 274 107 | ,785 | 4,007E-02 | ,1462 | -2497 | 3298
A-15 Egiilazssﬁf;es 274 |106,974| ;7185 | 4,007E-02 | ,1462 | -2497 | ,3298
e Equjsls\lffnflfélces 069 |,794| 577 107 | ,565 | 7,744E-02 | ,1343 | 1887 | .3436
A-16 E?I‘éila‘;;f;;’;ffs 577 106,786 | ,565 | 7,744E-02 | ,1342 | -,1886 | ,3434
e Equss}sz?rrlﬁces 423 | 517| 875 107 | ,383 1158 1323 | -1464 | 3781
A-17 Egiilazssﬁf;es 876 |106,199| 383 | 1158 | 1322 | -1462 | 3779
Item Eq“:SIS‘I’fI;f;“S O11  |,342| -938 | 107 | ,350 | -1391 | ,1482 | -4329 | ,1548
B-1 Equal variances 937 |104288| 351 | 1391 | ,1484 | -4334 | 1553
Hem Equss}sz?;?élces 704 | ,403| 790 107 | 431 | 9,899E-02 | ,1253 | -,1494 | 3474
B-2 Egiilazssﬁf;es ;789 105,096 | 432 | 9,899E-02 | ,1254 | -,1497 | 3477
Lo Eq“:SIS‘I’fI;f;“S 137 |m2| 898 | 107 | 37| -1222 | 1361 | -3921 | 1477
B-3 E?l‘f,fla\;sznﬁes -897 (106,043 | ,372 | -1222 | ,1362 | -3923 | 1479
Ltem Equisﬁf;ces 2711 |,103| 728 107 | 468 | 1118 | ,1536 | -1926 | 4162
B-4 E‘rllléila:g;‘;‘;es 727 |102,288| 469 | 1118 | 1538 | 1933 | 4169
Item Equjsls‘l’frflfc’;ces 2,894 |,092| -888 | 107 | ,377 | -1195 | ,1346 | -3864 | ,1473
B-5 Eggilaziﬁzzes -886 99,048 | 378 | -1195 | .1350 | -3873 | 1483
Hem Equss}sz?;ﬁces 581 |,447] 379 107 | ,706 | 5960E-02 | ,1574 | -2524 | 3716
B-6 E‘rll‘:jla‘slef;’;es 378 |105,872| ,706 | 5,960E-02 | 1575 | -2527 | 3719
Ltem Eq“:SIS‘I’fI;f;“S 720 |,398| 1,876 107 | ,063 2441 L1301 |-1,3899E-02| ,5021
B-7 E?I‘;fla::l?ranf;ffs 1,876 [106,887| ,063 | 2441 | ,1301 |-1,3780E-02| ,5020
Ltem Equiszf’r‘;f;ces 2364 |,127| 1353 107 | ,179 1744 | 1289 |-8,1058E-02| ,4299
B-8 E?lléila‘slef;;’;es 1,355 | 105,867 ,178 ,1744 ,1287 |-8,0801E-02| ,4296
Item Equjsls‘l’frflfc’;ces 080 |,778| 1831 107 | ,070 | 3111 | ,1699 |-2,5644E-02| 6479
B-9 E?I‘;fla:;rllranf;es 1,831 [106,642| ,070 | 3111 | ,1699 |-2,5780E-02| 6480
Hem Equ;:sﬁﬁces 1443 |,232] 553 107 | ,581 | 9,428E-02 | ,1704 | -2436 | 4322
B-10 E‘rll‘;?la‘s’:lf;;’;es 553 |105,544| ,582 | 9,428B-02 | 1706 | -2440 | 4325
Item Equjsls‘l’frflfc’llces J75  |,381] -.836 107 | ,405 | -1027 | ,1228 | -3461 | ,1407
B-11 Faual variances -836 [105,111| 405 | -1027 |,1229 | -3464 | ,1410
Equal variances | -y 645 | 202 | 1304 | 107 | 166 | -1774 | 1273 | -a208 |T493E-
Item assumed 02
B-12| Equal variances 1395 [106769| 166 | 1774 | 272 | 4207 |TATE-
not assumed 02
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Ltem Equjsls‘l’frflfc’;ces 1,819 |,180| -664 107 | ,508 |-8,2492E-02| ,1243 | -3289 | ,1640
B-13 E?I‘;fla‘;zflﬁ’;ffs 662 | 96,373 | ,510 |-8,2492E-02| ,1247 | -3300 | ,1650
Ltemn Equisﬁfé‘ces 372 |,543| 151 | 107 | 880 | 2256E-02 | 1496 | -2740 | 3191
B-14 E‘}l‘(‘)fla:z‘;‘;‘;es 151 105299 | ,881 | 2,256E-02 | ,1498 | -2744 | 3195
Ltem Equjsls‘l’frflfc’;ces 677|412 -221 107 | ,826 |-3,0640E-02| ,1387 | -3056 | ,2443
B-15 E?I‘;fla‘;zflﬁ’;ffs 2221 | 106,646 | 825 |-3.0640E-02| ,1386 | -3054 | 2441
Equal variances | - 3, | 556 1312 | 107 | 92| -1939 | 1478 | -as70 |010F
Item assumed 02
B-16/ Equal variances 1310 |104405| 193 | 1930 | 1480 | 4874 |PO7E
not assumed 02
Ltem Equjsls‘l’frflfc’;ces 078|781 449 107 | ,654 | 6,094E-02 | ,1357 | -2080 | ,3299
B-17 E?I‘;fla‘ngl‘fn’;ffs 450 | 106,536| ,654 | 6,094E-02 | 1356 | -2078 | 3297
Item Equisglf‘;ces 1,169 |,282] 172 107 | ,864 | 2,323E-02 | ,1352 | -2447 | 2912
B-18 E‘}l‘(‘)fla:z‘;‘;‘;es 172 105,715 | ,864 | 2,323E-02 | ,1353 | -2450 | ,2915
Ltem Equjsls‘l’frflfc’;ces 1,875 |, 174| -385 107 | ,701 |-4,3771E-02| ,1138 | -2694 | ,1818
B-19 E?I‘;fla‘;zflﬁ’;ffs 2383 | 95217 | ;702 |-43771E-02| 1142 | -2704 | ,1829
Item Equisglf‘;ces 193|661 -751 107 | 454 | -1088 | .,1448 | -3957 | ,1782
C1 E‘}l‘(‘)fla:z‘;‘;‘é‘fs 751 |105,778| 455 | -,1088 | ,1449 | -3960 | ,1785
Item Equjsls‘l’f;lfc’;ces 782 | ,379| -477 107 | 634 |-7,2727E-02| ,1524 | -3748 | 2294
C-2 E‘jl‘éfla‘nglﬁ’;ffs 477 1106,118| 634 |-7,2727E-02| ,1525 | -3751 | 2296
Item Equisglf‘;ces 432 | ,512] -317 107 | ,752 |-5,1515E-02| ,1624 | -3734 | ,2704
C3 E‘rll‘;?la‘s’:f;’;es 318 [105,921] ,751 |-5,1515B-02| ,1622 | -3731 | 2701
Ltem Equjsls‘l’frflfc’;ces 351 |,555| -225 107 | ,822 |-3,0640B-02| ,1362 | -3006 | ,2394
C4 E‘}l‘(‘)fla:;?;‘;es -225 [106,730| ,822 |-3,0640E-02| ,1362 | -3007 | 2394
Item Equisglf‘;ces 092 |,763| -110 107 | ,913 |-1,3805E-02| ,1260 | -2636 | ,2360
Cs E‘rll‘;?la‘s’:f;’;es -109 [106,631| ,913 |-1,3805E-02| ,1261 | -2637 | 2361
Ltem Equjsls‘l’frflfc’;ces 003 |,958| -315 107 | ,754 |-5,2189E-02| ,1659 | -3811 | ,2768
C-6 E‘}l‘(‘)fla:;?;‘;es 314 106377 ;754 |-52189E-02| ,1660 | -3813 | 2770
Equal variances | - 43| 4gq | 1750 | 107 | 083 | -2138 |.,1202| -4s560 [|>B3F-
Item assumed 02
C-7 | Equal variances 1,750 [106,882| 083 | -2138 | 222 | -ase0 |[ZBI0F-
not assumed 02
Ltem Equjsls‘l’frflfc’;ces 235 |,629| -395 107 | ,694 |-4,6801E-02| ,1185 | -2816 | ,1880
C8 E‘}l‘;fla::;‘ran‘;ffs -395 | 106,881 | ,693 |-4,6801E-02| ,1184 | -2815 | 1879
Item Equisglf‘;ces 060 |,806| 136 107 | ,892 | 2222E-02 | ,1637 | -3023 | ,3467
C9 E‘rll‘;?la‘s’:f;’;es 136 | 106,218 | ,892 | 2,222E-02 | ,1638 | -3025 | ,3470
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Item Eq“:sls‘l’f;lfc’;ces 3,795 | ,054| -1208 | 107 | ,230 | -1758 | ,1455 | -4642 | 1127
C-10 Eill‘é?la::lf;’;es -1,205 |100338( ,231 | -,1758 | ,1459 | -4651 | 1136
e Eq“;isﬁfé‘ces 298 |,586| -533 | 107 | ,595 |-8.5859E-02| 1610 | -4050 | 2333
c-11 Egiilazssﬁf;es -533 106,999 | ,595 |-8,5859E-02| ,1610 | -4050 | 2332
e Equ:sls\lfla;lfc’llces 001 |,974] -089 107 | ,930 |-1,3468E-02| ,1519 | -3146 | 2877
C12 E?l‘éfla‘;:lf;’;es -089 (106,990 | 930 |-13468E-02| ,1519 | -3145 | 2876
Hem Equss}sz?;ﬁces 474|493 ] 498 107 | ,620 |-6,2963E-02| ,1265 | -,3137 | ,1877
C-13 Egiilazssﬁf;es -497 [105,523| ,620 |-6,2963E-02| ,1266 | -3139 | ,1880
Item Eq“:sls‘l’f;lfc’;ces A58 | ,692 | 227 107 | ,821 | 2,694E-02 | ,1188 | -2085 | 2624
C-14 E?lgila::lflﬁzes 227 |106935| ,821 | 2,694E-02 | ,1187 | -2084 | 2623
According to Ifivsil;zf t-test for e o
Level of School . Equality g 2| 5% Confidence
Equality of] - = M = 2 Int 1 of th
(Primary/ Vari Sig. |of Means| gf g2 | viean =i frerya of tie
ariances % & | Difference 5 & Difference
Secondary and Q %A
- F t

Tertiary) Lower | Upper
e Equisfl?;fé‘ces 036 | ,850 | 1,012 | 97 | 314 | 1455 | ,1437 | -1397 4307
A-1 E‘rllléi‘la:g;‘;‘;es 982 76,368 ,329 ,1455 1481 | -,1495 L4405
e Eq“:sls‘l’f;lfc’;ces 1,406 |,239| 1,894 | 97 | ,061 2603 | ,1375 |-1,2529E-02| 5331
A-2 Eill‘éfla::lffn’;ffs 1,899 |87.155| ,061 | 2603 | .1371 |-1,2137E-02| 5327
e Equisfl?;fé‘ces 057 | 813| -615 | 97 | ,540 |-8,2843E-02| ,1348 | -3504 | 1847
A-3 Egiilazssﬁf;es 616 86,904 | ,540 |-8,2843E-02| ,1345 | -3502 | 1846
e Equ:sls\lflanflfc’llces 470 | 495 | 568 | 97 | 571 | 8,663E-02 | ,1524 | -2159 | ,3892
A-4 E?l‘éfla‘;:lf;’;es 546 | 73.437| ,586 | 8.663E-02 | ,1585 | -2293 | 4025
e Equisfl?;fé‘ces 283 | ,596 | 480 97 | ,632 | 7,653B-02 | ,1593 | -2397 ,3928
A-S E‘rllléi‘la:g;‘;‘;es A6S 75448 | ,643 | 7,653E-02 | 1647 | -2515 | 4046
e Equ:sls\lfla;lfc’llces 024 | 878 | 695 | 97 | 489 | 9.966E-02 | ,1434 | 1850 | ,3844
A-6 E?l‘éfla‘;:lf;’;es 696 | 86,873 | 488 | 9.966E-02 | ,1432 | -,1849 | 3842
e Equisfl?;fé‘ces 3249 | ,075| 003 | 97 | ,998 | 4205E-04 | 1382 | -2739 | 2747
A7 Egiilazssﬁfézes 003 |75751| ,998 | 4205E-04 | ,1427 | -2839 12847
e Equjsls‘l’f;lfc’;ces A2 [ ,523| 1407 | 97 | ,162 | 2140 | 1521 |-8,7795E-02| 5159
A-8 E?l‘éfla‘;;flﬁ’;es 1,419 [88,766| ,159 | 2140 | ,1508 |-8,5636E-02| ,5137
e Equss}sz?;ﬁces 558 | 457 | 795 97 | 428 1392 | 1750 | -,2082 4866
A9 E‘rllléi‘la:g;‘;‘;es 784 81,607 | 435 | 1392 | 1776 | -2141 4925
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Ltem Faualvaniances| 5 o1 a0z | 1320 [ 97 | 90 | 2439 | L1848 | 1229 | 6107
A-10 E?l‘;fla\;zflﬁ’;ffs 1271 |73852] 208 | 2439 | 1919 | -1385 | .6263
Ltem Equfisﬁféms 390 | .534| -670 | 97 | 504 | -1152 | 1719 | -4564 | 2260
At Ei‘é?‘ai‘;‘iii‘ézes -677 {89,306 | ,500 L1152 | ,1701 | -,4533 ,2228
Ltem Equjslsffrflfgces 4310 041 | 2011 | 97 | 037 | 3133 | 1484 | 1.879E02 | 6078
otz Eﬂ‘;?;iﬂﬁ’;ffs 1969 [63,701| 053 | 3133 | .1591 |-4.6228E-03| 6312
Item Equisﬁﬁces 1,608 | ,208 | -,756 97 ,451 -, 1409 | ,1862 | -,5105 ,2288
At Ei‘é?‘ai‘;‘iii‘ézes -761 | 88,186 | ,449 1409 | ,1851 | -,5086 ,2269
Item Equfslsﬁfgces 018 ,895 | 1,003 97 | 998 | 4205E-04 | ,1611 | -,3194 ,3203
pctd Eﬂ‘;‘:@:ﬁi‘;’;ﬁ“ 003 |90,538| 998 | 4205E-04 | 1588 | -3150 | 3158
Ttem Equisﬁﬁces ,002 961 | 117 97 ,907 | 1,892E-02 | ,1614 | -,3015 ,3393
1S Eiiilazgiﬁizes 115 |81,137| 908 | 1.892E-02 | ;1640 | -3075 | 3453
Ltem Equjsls‘l’frflfc’;ces 219 [,641| 1340 | 97 | ,183 | .1955 | .1459 |-9.4115E-02| 4852
A6 Eﬁiﬂ:ﬁﬂ‘;’;ffs 1,329 |83,702 | ,187 ,1955 1471 |-9,7085E-02| ,4882
Ttem Equisﬁﬁces 5319 |,023 | 951 97 ,344 1354 1424 | -1471 4179
A-t? Eiiilazgiﬁizes 910 |71,788| 366 | 1354 | 1488 | -1612 | 4320
Ltem Equjsls‘l’frflfc’;ces 1208 | 274 | 170 97 | ,865 | 2.649E-02 | ,1558 | -2827 | 3356
B-1 E?l‘f,flazzflﬁ’;ﬁes 163 | 72753 | 871 | 2.649E02 | 1623 | -2970 | 3500
Ttem Equ;:sﬁﬁces 003|953 | -1,000 | 97 | ,320 | 1358 | ,I1358 | -4054 | 1337
2 Eﬁ‘é"iﬁiiﬁ’;ﬁ“ -996 | 85,055 ,322 1358 | ,1363 | -,4069 ,1353
Ltem Equjsls\l’frflfc’fces 032 | .,858| 1241 | 97 | 218 | -1804 | 1453 | -4689 | 1081
B-3 Eﬂiflazsiﬁﬁes 1262 [90,921| 210 | -1804 | .1430 | -4645 | .1036
Item Equfisﬁféms ,909 ,343 | -,824 97 412 S1362 | ,1654 | -,4645 ,1920
- Eﬁ‘é"iﬁiiﬁ’;ﬁ“ -,856 195401 | ,394 S1362 | ,1593 | -4524 ,1799
Ltem Equjslsffrflfgces 728 | 396| -612 | 97 | 542 |-883108-02] 1443 | -3748 | 1982
B> E?liflazssranzzes 630 |93866| ,530 |-8.8310B-02| ,1402 | -3667 | 1901
Ttem Equisﬁﬁces ,104 ,748 | 878 97 ,382 ,1468 1672 | -,1851 4786
i E?liilazzf;zzes 849 [75394] 399 | 1468 | 1729 | -1976 | 4911
Ltem Equjslsffrflfgces 100|752 -530 | 97 | 597 |-7.5694E-02| 1428 | -3501 | 2077
B-7 E?liflazssranﬁes -533 |87.901| ,595 |-7,5694E-02| 1420 | -3579 | 2065
Ttem Equisﬁﬁces ,046 ,831 | 380 97 ,705 | 5,383E-02 | ,1415 -2271 ,3347
B8 | Baval variances 383 |88.706| 702 | 5383602 | 1404 | -2051 | 3328
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Equal variances
Item assumed

B-9 | Equal variances
not assumed
Equal variances
Item assumed

B-10 | Equal variances
not assumed
Equal variances
Item assumed

B-11 | Equal variances
not assumed
Equal variances
Item assumed

B-12 | Equal variances

2,137 ,147 ,824 97 412 ,1535 ,1862 -,2161 ,5231

802 77,168 | ,425 ,1535 ,1915 -,2278 ,5348

172 ,679 | -,100 97 ,921 |-1,8503E-02| ,1850 -,3857 ,3487

-,098 |81,336 | ,922 |-1,8503E-02| ,1879 -,3924 ,3554

,152 ,697 ,180 97 ,857 | 2,355E-02 | ,1307 -,2359 ,2830

,181 | 88,093 | ,857 | 2,355E-02 | ,1300 -,2347 ,2818

1,449 232 | -520 97 ,604 |-7,2750E-02| ,1398 -,3502 ,2047

534 |93,313| ,594 |-7,2750E-02| ,1362 | -3431 ,1976
not assumed
Equal variances | | 9151 1505 | 97 | 14 | -2132 | ,1337 | -4785 [5211E-02
Item assumed
B-13| Equal variances 1,536 |73.835| ,129 | -2132 | 1388 | -4899 |6,347E-02
not assumed
Equal variances | - cay | 197 | 227 97 | ,821 | 3,616E-02| ,1596 | -2805 13529
Item assumed
B-14| Equal variances 228 87490 ,821 | 3.616E-02 | ,1589 | -2797 13520

not assumed
Equal variances
Item assumed
B-15 | Equal variances
not assumed
Equal variances
Item assumed
B-16 | Equal variances
not assumed
Equal variances
Item assumed
B-17 | Equal variances
not assumed
Equal variances
Item assumed
B-18 | Equal variances
not assumed
Equal variances
Item assumed
IB-19 | Equal variances
not assumed
Equal variances
Item assumed
C-1 |Equal variances
not assumed
Equal variances
Item assumed
C-2 | Equal variances
not assumed
Equal variances
Item assumed
C-3 | Equal variances
not assumed
Equal variances
Item assumed
C-4 | Equal variances
not assumed
Equal variances
Item assumed
C-5 | Equal variances
not assumed

,733 394 | -,162 97 ,872 |-2,3970E-02| ,1478 -,3173 ,2694

-,167 | 94,018 | ,868 |-2,3970E-02| ,1435 -,3088 ,2609

,419 ,519 ,632 97 ,529 | 9,966E-02 | ,1577 -,2133 4127

,626 | 83,151 ,533 | 9,966E-02 | ,1593 -,2171 4164

278 ,599 | -,046 97 ,963 [-6,7283E-03| ,1454 -,2954 ,2819

-,046 | 85,041 | ,963 |-6,7283E-03| ,1460 -,2971 ,2836

,151 ,698 | 2,599 97 ,011 ,3650 ,1405 | 8,623E-02 | ,6438

2,541 [79,019| ,013 ,3650 ,1437 | 7,908E-02 | ,6509

9,987 ,002 | 2,371 97 ,020 ,2851 ,1202 | 4,648E-02 | ,5237

2,188 |60,635| ,033 ,2851 ,1303 | 2,453E-02 | ,5457

,243 ,623 | -1,001 97 ,319 -,1535 ,1533 -,4578 ,1509

-1,020 (91,507 | ,311 -,1535 ,1505 -,4525 ,1455

114 ,736 | -,088 97 ,930 |[-1,4298E-02| ,1629 -,3376 ,3090

-,088 |85,560 | ,930 |-1,4298E-02| ,1633 -,3389 ,3103

,041 ,840 | -451 97 ,653 |-7,8638E-02| ,1745 -,4250 2677

-,453 | 88,133 | ,651 |-7,8638E-02| ,1734 -,4233 ,2660

5,312 ,023 | ,193 97 ,847 | 2,775E-02 | ,1435 -,2571 ,3126

184 169,797 | ,855 | 2,775E-02 | ,1509 -,2732 ,3287

5,982 ,016 | -,755 97 452 -,1030 ,1365 -,3739 ,1679

- 728 | 74,321 | ,469 -,1030 ,1416 -,3851 ,1790
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Ltem Equjsls‘l’frflfc’;ces 3,040 | ,084 | -668 | 97 | ,506 | -1161 |,1738 | -d4611 | 2289
(-6 | Baual variances 689 [94351| 492 | 1161 | 1684 | -4505 | 2184
Ltem Equisﬁfé‘ces 1273 | 262 079 | 97 | 937 | LOSIE02 | 1337 | -2549 | 2759
C-7 E‘}l‘(‘)fla:z‘;‘;‘;es 080 | 91,901 | ,936 | 1,051E-02 | ,1310 | -2497 | 2708
Ltem Equjsls‘l’frflfc’;ces 043 | 836 | 1845 | 97 | 068 | 2275 | 1233 |-1,7289E-02 4723
(-8 | Baual variances 1833 |84385| 070 | 2275 | 1241 |-1,9242E-02| 4742
Ltem Equisglf‘;ces 067 |,796 | -558 | 97 | 578 |9,8823E-02| ,1772 | -4506 | 2529
-9 E‘}l‘(‘)fla:z‘;‘;‘;es -555 |84,997| ,580 |-9,8823E-02| ,1780 | -4526 | 2550
Ltem Equjsls‘l’frflfc’;ces 1159 [,284| 039 | 97 | 969 | 6308E-03 | ,1600 | -3112 | ,3238
(C-10 Eaual variances 038 |72745| 970 | 6308E-03 | 1667 | -3260 | 3386

Bqual variances | 330 | 565 | 2061 | 97 | 042 | -3499 | 1698 | -6868 | HO'E
Item assumed 02
C-11 | Equal variances 2,124 |94041| 036 | -3499 | 1648 | -6770 |24

not assumed 02
Ltem Equjsls‘l’frflfc’;ces 000 | ,987| -1,053 | 97 | 252 | -1863 | .1616 | -.5070 ,1344
(C-12 Baual variances 1,166 |89.534| 247 | -1863 | .1598 | -5038 | L1312
Ltem Equisglf‘;ces 870 | 353 | -671 97 | ,504 |-9.2515E-02| ,1378 | -,3660 ,1810
C-13 E‘}l‘(‘)fla:z‘;‘;‘é‘fs 685 [91,993| ,495 |-9,2515E-02| ,1350 | -,3606 ,1756
Ltem Equjsls‘l’frflfc’;ces 6220 |,014| -1907 | 97 | ,059 | -2405 | .,1261 | -4908 [9,754E-03
C-14) Equal variances 2014 96933 047 | -2405 | 1104 | -a776 | HATIE

not assumed 03

Levene's t-test for
According to the | Test for : ~ = o]  95% Confidence
Equality of] Equality T £ g Interval of the
Type of the Variances of Means 22| Mean 5e el
Institution (state Sig. af | & S, ; & Herence
5 S Difference i 5=
and private) F t e
Lower Upper

Ltem Eq";‘slsfl";‘;‘:éms 176 |,676| -701 | 101 |,485|-99161E-02| ,1415 | -3798 1815
Al Ei‘;‘zlazsgﬁzges 693 |91,381|,490 |-9,9161E-02| ,1431 | -3835 ,1852
rtem Equjisz‘:;‘:(;‘ces 157 1,693 -1,060 | 101 |,292| -1426 | ,1346 | -4097 1244
A2 E?}‘;‘;‘la:;?;r;es 21,049 [92,327],297| -1426 | ,1359 | -4126 1273
Ltem Eq“;:gfl‘;‘;‘:(;‘ces 449|504 -992 | 101 |[,323| -1293 | .,1303 | -3877 ,1291
-3 | Baual variances 978 |90,074| 331 -1203 | 1322 | -3919 1333
rtem Equjisz‘:;‘:(;‘ces 764 |,384| -137 | 101 |,891 |-2,0595E-02| ,1498 | -,3178 2766
A4 E?}‘;‘;‘la:;?;r;es 140 (100,935 ,889 |-2,0595E-02| ,1468 | -,3118 2706
Ltem Eq“;isfl‘;‘;‘e'“‘;ces 393 |,532| -1,323 | 101 |,189| -1995 | ,1507 | -4985 | 9,952E-02
A-S Ei‘;‘zlazsgﬁzges -1,322 95,969,189 | -,1995 | ,1509 | -,4990 ,1001
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Ltem Equ::;":;ﬁ;‘m 001 [,979] -722 | 101 | 472 |-9,9924E-02| 1383 | -3743 1745
-6 Eﬁ‘;’;‘iﬁ;‘;ﬁf;“ 725 97,926 470 |-9,9924E-00| ;1377 | -3733 1734
Item Equ;:;ﬁ;fémes 427 | 515 -674 | 101 |,502|-9,0008E-02| ,1335 | -.3549 1749
T e 666 |91,528|,507 [9.0008E-02] 1351 | -3583 | 1783
Ltem Equ::ﬁ;ﬁ;‘ces 000 |,983| -1,853 | 101 |,067| -2674 | .1443 | -5536 | 1,891E-02
As E?I‘;i”g;‘;ﬁ‘f;g“ 1,830 (90,998,071 | -2674 | .1461 | -5576 |2292E-02
Ttem Equ;:;ﬁ::ém 2,582 |,11| -3360 | 101 |,001| -5366 | .,1597 | -.8534 2198
A E‘;‘;‘;‘L:;?;f;“ 3285 |85906|,000| -5366 |.1633| -8613 | -2119
Item Equ:;ﬁ?;l:;ces 3000 |,086| -1.959 | 101 |,053| -3486 |.1780 | -7016 | 4.447E-03
pc10 E?I‘;i”g;‘;ﬁ‘f;g“ 1,905 [83,065|,060| -3486 |.1820 | -7125 | 1,528E-02
Ltem Eq“:‘:gﬁ;‘:(;‘ces 2229 |139] -702 | 101 |484| -1156 | 1645 | -4419 2108
Al E‘;‘;‘;‘L:;?;f;“ 696 92396 | 488 | -1156 | .1661 | -4454 2143
Ttem Equ::sﬁlea;ces A87 | A487| -3334 | 101 |,001| -4603 | ,1381 | -7342 -,1864
A1z Eﬁ‘;’;‘g;‘;ﬁf;g“ 3260 |85924|,002| -4603 | .1412 | -7410 -179
Ltem Eq“:‘:gﬁ;‘jgces 5463 |,021] 2,161 | 101 |,033| -3787 |.1752 | -7263 |-3,1100E-02
AL E?;ida:;?;r;es 2,110 |84,990|,038 | -3787 | .1795 | -7356 |-2,1803E-02
Ttem Equ:;ﬁ;?;ces ,020 |,887| -2,144 | 101 |,034| -3257 | ,1519 | -6271 |[-2,4292E-02
fA-14 | Bqual variances 2122 (92,193,037 | -3257 | 1535 | -6305 |-2.0883E-02
Ltem Eq“;:gﬁ;‘jgces 027 |869| -1,147 | 101 |.254| -1762 | .1537 | -4810 11286
A1s E?;ida:;?;r;es 1,136 (92,568 | 259 | -1762 | 1551 | -4842 1318
Ttem Equ::ﬁ;?;ces J28  [,721] -1,593 | 101 |,114| -2246 | ,1410 | -5044 | 5,509E-02
Act6 E%iilazsl?;r;es 1,582 [93552),117 | -2246 | .1420 | -5066 | 5.736E-02
Ltem Eq“:‘:gﬁ;‘:(;‘ces 1,544 |217| -1,495 | 101 |,138| -2037 |.,1362 | -4739 | 6,660E-02
A7 Ei‘;?g‘;‘;ﬁ;g“ 1465 [86960|,147| -2037 | .1391 | -4800 |7272B-02
Ttem Equ;:ﬁffgces 840 |,361| -1,053 | 101 |,295| -1568 | ,1488 | -4519 ,1384
Pl | Baual variances 1,040 |90.940| 301 | -1568 | 1507 | -4sel | 1426
Ltem Eq“:‘:gﬁ;‘jgces 150 [,700] -690 | 101 |,492 |-9,0770E-02| 1315 | -3517 1701
B2 Faual variances -695 |98,668 | ,489 |-9,0770E-02| ,1306 | -.3500 1684
oy | varanCES | 317 | 254|022 | 101|983 | 30511E03) 1414 | 2836 | 2775
-3 | Baual variances 021 [89.920| 983 |-3,0511E-03| 1435 | -2882 | 2821
Ltem Eq“:‘:gﬁ;‘jgces 348 |,557| -1949 | 101 |,054| -3108 | .1594 | -6271 | 5469E-03
B-4 Ei‘;?g‘;‘;ﬁ;g“ 1,952 |96,844|,054| -3108 |.1593 | -6270 | 5296E-03
Ttem Equfslsﬁ;?élces 001,978 ,309 101 |,758 | 4,386E-02 | ,1417 | -,2373 13250
B3 E?;?la:;?;r;es 309 |95.667| 758 | 4.386E-02 | ,1420 | -2381 3258
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Ltem Equ:;ﬁ":;ie"‘(;‘ces 427|515 -1,639 | 101 |,104| -2639 |.1610 | -5833 |5543E-02
B-6 Eiiﬁlazsgﬁzzes 1,640 |96,502|,104| -2639 | .1610 | -5834 | 5,558E-02
Item Equ;:gﬁ:jgces 365 |,547| -969 | 101 |,335| -1335 | .1378 | -4068 1398
B-7 | Baval variances 952 [88295|,344 | -1335 | .1403 | -4122 1453
Ltem Equ:;:‘:;ie"‘(;‘ces 312 |,578| 1226 | 101 |223| -1659 | .1353 | -4342 1024
B8 Eiiﬁlazsgﬁzzes 1225 (96,127,223 | 1659 | 1354 | -4346 1028
Ltem Eq“;:gﬁ:jgces 1835 |,179| -1,506 | 101 [,135| -2700 | 1793 | -.6257 | 8.569E-02
B E‘;‘;‘;‘L:;‘f;f;“ 1479 |88,184(,143| -2700 |.1826 | -6329 |9.283E-02
Ltem Equ:;ﬁ;iea;‘ces 087 |,769| -201 | 101 |,841|3.5850E-02| ,1784 | -3897 3180
B-10 Eiiﬁlazsgﬁzzes 2200 | 95211 ,842 |-3,5850E-02| ,1789 | -3911 3194
Ltem Eq“:‘:gﬁ:jgces 230 |,633| 248 | 101 |,805|3,127E02 | ,1263 | -2193 2819
B E‘;‘;‘;‘L:;‘j;;‘g“ 246 94,287,806 | 3,127E-02 | ,1270 | -2200 2834
Ltem Equ:;ﬁ;iea;‘ces 1353 |,247| -803 | 101 |424| -1076 | .1340 | -3733 1582
B2 Eiiﬁlazsgﬁzzes 809 [98995|,420| -1076 |.1320 | -3712 1561
Ltem Eq“:‘:gﬁ::(;‘ces 1145 |287| 369 | 101 |,713 | 4.805B-02 | 1304 | -2105 3066
o-13 | Faual variances 380 [100.414|,705 | 4.805E-02 | ,1264 | -2027 | 2988
Ltem Equ:;ﬁ;iea;‘ces 028 |,867| -207 | 101 |,837|3.2418E-02( ,1569 | -3436 2788
B4 Eiiﬁlazsgﬁszs -207 | 97,605 | ,836 |-3,2418E-02| ,1564 | -3427 2779
Ltem Eq“;:gﬁ:jgces 149 [,700| 224 | 101 |,823|3204E-02 | 1432 | -2521 3162
p-15 E‘;‘;‘;‘L:;‘f;;‘g“ 227 100,061 821 | 3.204E-02 | ,1414 | -2485 3126
Ltem Equ::ﬁf:(;‘ces 1847 |177| -682 | 101 |,497 |-9.9924E-02| ,1465 | -.3906 ,1907
B-16 E%iila::f;r;es 665 | 84,752,508 |-0.9924E-02| ,1502 | -,3985 1987
Ltem Eq“:‘:gﬁ:jgces 701 |,405| -1755 | 101 |,082| -2429 |.1384 | -5176 | 3,168E-02
o-17 | Baual variances 1715 |85.656],090| -2429 | .1416 | -5245 | 3.865E-02
Ltem Equ::ﬁff:(;‘ces 004 |,947| 2154 | 101 |,034| -2948 | .1369 | -.5664 |-2.3270E-02
p-18 E?;?la::f;r;es 2,125 90,605,036 | -2948 | .1387 | -5704 |-1,9230E-02
Ltem Eq“:‘:gﬁ:jgces 257 | .613| -375 | 101 |,708 |-4.4622E-02| ,1190 | -2807 1915
o-19 | Baual variances -387 [100,333] ;700 |-4,4622E-02] 1153 | -2734 | 1842
Ltem Equ::ﬁff:(;‘ces 405 [,526] 1204 | 101 |231| 1781 | 1479 | -1152 AT15
c1 E?;?la::f;r;es 1233 101,000 221 | 1781 | ,1445 | -1085 4648
Ltem Eq“:‘:gﬁ:jgces 261 [,610| 697 | 101 |.487| 1087 | 1559 | -2005 4179
(-2 | Faual variances 11 [100861] 479 | 1087 | 1529 | -1946 | 4120
Ltem Equ;:gﬁ;ﬁ?ces 254|615 1118 | 101 |,266| 1857 |.1662 | -,1439 5154
3 E?;?la::f;r;es 1,130 [99,681|,261| 1857 | .1644 | -1403 5118
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Ltem Equjisz‘:;l;;‘ces 952 [332] -338 | 101 |,736 |-4,6529E-02| 1377 | -3196 2265
-4 E?I‘;';‘lazg‘;ﬁf;g“ -332 |88,388|,741 |-4,6520E-02] ,1401 | -3250 2319
Ttem Equfslsﬁ;féms ,560 | ,456 | 986 101 [,327| ,1289 1308 | -,1306 ,3884
- E‘;‘;‘;‘L:;?;f;es 985 96,195,327 | 1280 | .1309 | -,1309 3887
Ltem Equjisfl":f:e"‘(;‘ces 416 [,521] -139 | 101 |,890 |-2,3265E-02| ,1676 | -3556 3091
-6 E?I‘;';‘lazg‘;ﬁf;g“ 140 |98,657|,889 |-2,3265E-02| ,1664 | -3535 3070
Item Equ;:;ﬁ;fémes 1497 |224| -801 | 101 |425| -1034 | 1201 | -3504 1527
7 | Baual variances 808 |99040| 21| a4 |29 | asm | asoe
Ttem Equ;:ﬁffgces JA27 1,722 758 101 | ,450 |-9,1533E-02| ,1208 | -3312 ,1481
8 E?I‘;';‘lazg‘;ﬁf;g“ -755 195,129 452 |-9,1533E-02| ,1212 | -3322 1491
Ltem Eq“:‘:gﬁ;‘jgces 398 |,529| -1.48 | 101 |,040| -2506 | .1686 | -5851 | 8396E-02
- E?;ida:;?;r;es 1459 |88,124|,148| -2506 | .1717 | -35919 | 9,073E-02
Ttem Equ::ﬁf::;ces 210 |,647| -563 101 |,575 |-8,6575E-02| ,1539 | -,3918 2186
10 E?I‘;';‘lazg‘;ﬁf;g“ 564 [96.972 | ,574 |-8,6575E-02| ,1536 | -3915 2183
Ltem Eq“:‘:gﬁ;‘jgces 028 [,868] -303 | 101 |,762 |-5,0725E-02| 1673 | -3827 2812
c1 Equal variances -304 [97,266,762 |-5,0725E-02| ,1670 | -3821 2806
Ttem Equ::sﬁ;?;ces 327 |,568| -1,143 | 101 |,256| -1770 | ,1548 | -4840 11301
(C-12 | Equal variances 1,139 |94.841| 258 | 1770 | 1554 | -4855 | L1316
Ltem Eq“;:gﬁi‘;‘jé‘ces 125 [,725] 358 | 101 |,721|4729E-02 | 1323 | -2151 3097
13 E‘;‘;‘;‘L:;?;f;“ 359 |98236|,720 | 4,720E-02 | 1316 | -2138 3084
Ttem Equ::ﬁf::;ces 559|456 -455 101 | ,650 |-5,6445E-02| ,1240 | -,3025 11896
14 E?;?la:;?;r;es 451 92,605,653 |-5.6445E-02 ,1252 | -3050 1921
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APPENDIX H

Sample Graduate Interview

Graduate Interviewee I

Ne kadar zamandir 6gretmenlik yapiyorsun?
5y oldu

5 yildir aym1 kurumda misin?

Ayni kurumda

5 yildir burada edindigin 6gretmenlik deneyimine gore sence nitelikli bir 6gretmeninin
sahip olmasi gereken yeterlikler nelerdir?

Biitiin ogretmenlerin sahip olmasi gereken ozellikler, bizim boliime has bir takim gereklilikler
var yani burada ¢ok anlayisli ayni zamanda ¢ok disiplinli olmalisin, ikisi bir arada bazen zor
olabiliyor. Ogrenci ile iletisiminin iyi olmast lazim ciinkii donem boyunca almalar gereken
derslerle cakisan bir Ingilizce, yogun bir Ingilizce programi var. O yiizden siirekli motive eden,
arkadasca yaklagan, baslar sikistiginda yardimcer olan bir ogretmene ihtiyaglart var. O sekilde
olmak gerekiyor, boliim bana onu égretti. Ilk etapta, ilk senemi hatirliyorum, cok strict idim
notlar konusunda ama zamanla bunu esnetip daha anlayisli bir hoca haline doniismiis
bulunuyorum bu yil itibariyle ozellikle.

Disiplinli olmak ¢ok onemli ciinkii her seyi zamaninda tamamlamak gerekiyor. Hocaya ¢ok
gorev diisiiyor. Commercial bir kitabi acip da anlatmadiginuz icin her sey kendi elimizden
ctkartiyoruz, o yiizden disiplinli olmak en Onemlilerinden bir tanesi. Onun disinda her
ogretmenin sahip olmast gereken sosyal olmak, giiler yiizlii olmak gibi seyleri sayabilirim.

Peki alan bilgisi, dil gibi alanlardaki yeterlikler?

Alan bilgisi, dilbilgisi zaten given. Onlardan bahsetmeye gerek bile yok. Cok iyi derecede
Ingilizce bilmek gerekiyor, kendine giivenmedikten sonra, ozellikle skills teaching’de igin dyle
bir sey yapmak yani dili bilmeden gretmek cok zor. ¢ok iyi Ingilizce bilmek, methodology
bilgisi gerekli ozellikle skills teaching ile ilgili olan.

Bu saydigin niteliklerin mesela kurumdan kuruma degisiklik gosterdigini diisiiniiyor
musun?

Kesinlikle diisiiniiyorum. Kurum 1’de bizim gelistirdigimiz bircok beceri tecriibeyle olsun ya
da bizden beklenen seyler olsun, Hazirlikla bile ki aymi kurum icinde, bizden beklenenle

karsilastinldiginda ¢ok daha farkli. Yani genel Ingilizce ogretirken mesela kullanman gereken
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beceriler daha ¢ok gramer teachinge yonelik, bir gramer kuralini manali, mantikli bir kontekt
icinde anlatabilme, buna uygun pratik aktivitelerini dizayn edebilme, sinifta interaktif ortam
olusturabilme gibi seyler daha on plana ¢ikiyor. Insanlarda bunu daha ¢ok kullandiklart igin
daha cok gelistirebiliyor.

Biz de daha fazla bu reading, writing kullanimi iizerine, kocaman bir teksti alip bunun
derinliklerine nasul inilir, daha ¢ok critical thinking, yani higher order thinking skills iizerinde
daha ¢ok duruyoruz. Bu tiir seyler daha fazla gelistirmeye yonlendiriyor insani. Onlarda
mezun olurken sahip olunan seyler degil ¢cok fazla. Teorik bilgi, alt yapt var ama anlatarak,
ogrenerek gelistirdigimiz seyler, o yiizden ¢cok farkli. Baska iiniversitelerde durum daha farkl,
iste baskenti biliyorum esimden dolayi. Baskent’te ogretmen gereken seyler daha sinirli,
ogrenci tipi ¢ok farkli. Dolayisiyla farkli 6grenci ve farkli ihtiyaclar devreye girdikce farkl

beceriler gelistiriyorsun.

Ozelle devlet arasinda da bir fark oldugunu séyleyebilir misin?

Olabilir. Olabilir. Ogrencilerin ihtiyaglart ¢cok farkh. Ingilizce egitim goriip gormedikleri ilk
etapta fark ediyor, o zaman %30 Ingilizce gibi bir tammlama varsa ya da hi¢ Ingilizce
gormeyeceklerse motivasyonlart o derece diisiiyor. Zaten ozel ogrenci olmalari, hep oOzel
derslerle gelmis olmalari, kapasitesinin devlet iiniversitesindeki dgrencilere gore biraz daha
diisiik, onun etkisi olabiliyor. Ingilizce’ye ne derece ihtiyag duyacaklart ilerde etkili oluyor.

Bunlarin hepsi fark yaratan seyler.

Deneyime gore bir farkliik oldugunu diisiiniiyor musun? Mesela yeni gelen bir
ogretmenden beklenen ile deneyimliden beklenen nitelikler arasinda fark var m?

Asinda ayni seyler bekleniyor diye diisiiniiyorum kendi boliimiimii diisiiniince. Ilk yul yapmam
gerekenlerle bu yil yapmam gerekenler arasinda bir fark yok. Yani ayni beceriyle aym
deneyimle yapmam bekleniyor zaten Reading, writing falan her seyi. Bu yiizden gelip izliyorlar
zaten o yapmam gereken seyi karsilayp karsilamadigimi gormek icin. Ayni seyler bekleniyor

ama kisinin kendi geligimi fark yaratiyor bu bes yil icinde.

Mezun oldugun béliim bir ingilizce 6gretmenligi programi. Sence bu program seni
meslege ne kadar hazirladi?

Cok hazirladi diye diisiiniiyorum. Ben gercekten cok faydasim gordiim. Ogretilen her seyi
benimsedigimi ve oziimsedigimi diisiiniiyorum. Ilk yullarda hatta ¢ok fazla oziimsemis olmanin
dezavantajun bile yastyorsun, her seyi kitaba gore yapma ihtiyact doguyor, herkeste oluyordur
mutlaka. Her konuda ¢ok iyi yetistirildigimizi diisiiniiyorum. Yani hocalarin kalitesi, programin

yeterliligi agisindan. Bizde program degismisti edebiyat agarligi azaltildi, linguistics kismina
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daha ¢ok kaymustik. Onun da ¢ok yerinde bir sey oldugunu diisiiniiyorum. O yiizden her konuda
kendimi ¢ok yeterli hissederek basladim goreve.

Peki, basta sahip olunmasi gereken yerliklerden bahsettin. Sen ODTU ingilizce
Ogretmenligi boliimiinden mezun birisi olarak “evet, ben bu yeterlige sahibim” diyor
musun? Boyle sdylemene neden olan bir olay yasadiysan anlatir misin?

Metodoloji bilgisi agisindan, Ingilizce yeterliligi acisindan boliimiin beni ¢ok gelistirdigine
inanityorum. Ama bunun birazcik da kisisel bir sey olduguna inaniyorum yani ayni programdan
mezun olan herkesin de ayni seviyede olmadigi acik bir sey. Biz mezun oldugumuzda iyi yerlere
girebilen saysak 5-6 kisi vard: belki. Diger insanlar, hi¢ Ingilizce konusmadan mezun olanlar
bile olmustu. Yani kisinin kendisini ne kadar gelistirdigi ¢ok daha fazla onemli. Kendimi
diisiinecek olursam, en ¢ok gelistigim nokta, Ingilizcem zaten iyiydi ¢ok daha iyi boyutlara
ulasti, metodoloji bilgisi ¢ok iyi boyutlara ulasti. Onun disinda edebiyat ve Linguistics falan
onlar da tabii ki onemli ama daha geri planda kaliyor. Ders hazirlayabilme, becerileri

ogretebilme gibi seylerde ¢ok rahat hissediyordum kendimi basladigim andan itibaren.

Peki programun hi¢ deginmedigi ama senin ihtiyac duydugun bir 6zellik var miydi?
Mesela “ben kendimi eksik hissediyorum” dedigin bir durum oldu mu?

Hi¢ yok. Gergekten yok. Ilk yil inservice traininge basladigumizda her sey bana ¢ok tekrar
geliyordu. Yani “niye ben buradayim”, hi¢ gerek yok ki bunlart 6grenmeye gibi seyler. Yani
stratejilerle ilgili olsun, diger skills teachingle ilgili olsun, bir takim temel seyler ogretilmeye
calisiliyordu teorik olan sessionlarda. Hepsi gayet tamidik geliyordu bana. Eksik olan hicbir
sey yoktu. Eksik olan sey tecriibe. O da mmkiin oldugunca verilmeye calisiliyor ama bir yere
girip ¢alismaya baglamadan boliimiin bunu vermesini bekleyemeyiz. En son yilki practice
teaching onu yapmaya ¢alistyor, o arttirlabilir mi bilmiyorum, yani pratikte miimkiin mii? O
da kendi sinifin olmadan kendi ogrencilerin olmadan baskasimin sinifina girerek de pek
olmuyor. Bence her sey yeterince yapuliyor.

Peki boliimdeki derslerden bahsederken ¢ok kullaniyoruz, Linguistics dersleri, edebiyat
dersleri gibi bes grup ders var. ELT Metot dersleri, egitim dersleri, bir de ilk seneden
baslayarak alinan dil dersleri. Bu S gruba baktiginda hangi grubun yada hangi gruplarin
seni daha iyi hazirladigina inaniyorsun meslege?

Language derslerini hatirlamaya calistyorum. Cok fazla yapilmas: gereken yapilmiyor gibi
geliyor bana. Yani speaking dersleri ozellikle ¢ok zayifti content olarak. Simdi nasil
bilmiyorum ama benim zamanimda 5 yil oncesi 98 yilindan bahsediyorum ben kotiiydii. Hoca
gelirdi bir konu atardi, konusan konusur konusmayan konusmazdi. Bir konu secin gelin sunum
yapin gibi, boyle gayet free aktivitelerdi, ondan notlaniyorduk. Cok amacina ulastigini
diistinmiiyorum language derslerinin ki hi¢c kendini gelistirmeden mezun olan insanlart gordiim

ben. Bu yiizden de olabilir bu. Baska gramer dersi vardi.  Gramer dersleri iizerinde
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duruluyordu hatirliyorum. Bunun disinda Writing cok iyiydi, ben ¢ok yararlandim. Process
approach yapiliyordu, Hoca B hocamiz olmustu bizim siirekli ondan feedback alarak
gelistiriyorduk kendimizi. Belki Gramer ve speaking iizerinde durarak gelistirilmesi
gerekebilir.

Metod derslerinin hepsi ¢ok iyiydi bence. Gereksiz olan hicbir metot dersi yoktu. Gereksiz
seyler var icinde ama onlarin hi¢ birini bilmeden bir teaching tarzi olusturmak ¢ok miimkiin
degil. Belki mesela silent way’i hicbir yerde kullanmayacaksin ama o bir seyin var oldugunu
bilmek, onu tecriibe etmek giizel oluyor. Ogrenciye ¢ok fazla giérev sorumluluk veriliyor o
derslerde. Demolar, sunum yapilryor. Onun ¢ok faydasin gordiigiimii soylemem lazim.
Edebiyat grubu dil olarak gelistiriyor insani. Short story falan gibi dersler vardi. Cok fazla
eglenmiyorsun ogrenci olarak. Biraz angarya gibi geliyor. Edebiyat alanina yonelmek isteyen
insanlar icin olabilir ama oOgretmen olmak isteyenler icin biraz angarya gibi. Sayisinin
azaltilmasi ¢ok iyi oldu. Onun yerine dil ile ilgili bir seyler yapmak ¢ok daha iyi.

Linguistics de hatirladigim dersler...

Mesela Turkish Syntax Semantix, Phonology-Morphology. Linguistics I ve II?
Translationin bir ise yaradigini diisiinmiiyorum. Cok basic seyler yapryorduk. Cok da eglenceli
gecmiyordu, ¢ok kek ders tabir edilen derslerden bir tanesiydi. Onun disind memnundum ben,

ilgimi gektigi icin. Yararl olmadi diyebilecegim yok aslinda.

Egitim dersleri icin ne diisiiniiyorsun?

Lesson planning falan vardi, Curriculum. Cok yararli degil galiba. Bilmiyorum ki, igcerigini de
hatirlamvyorum. Hi¢ iz birakmanus bende. Hicbir sey hatirlamiyorum. Zaten ayni seyleri
metod derslerinde de goriiyoruz. Orda gordiigiimiiz farkli bir sey yok. Cok tekrar oluyor ve ¢ok
ezbere dayali, egitim hocalarimin sistemi biraz daha farkli bizimkilerden, kocaman kitaplar
okuyup, biraz ezber yapip girmek gerekiyor. Pek olumlu seyler birakmiyor bende egitim

dersleri.

Bu 5 grubun birbiriyle bir iliskisi olmas1 gerekir mi?

Tamamlayict olmasi faydali olur. O zaman dgrenci psikolojisiyle Linguistics derslerinin sana
nasil faydali olacagini pek bilmiyorsun. Transfer olmuyor dersler arasinda. Hocalarin da
yaklasimiyla ilgili bir sey. Yani hoca bir derse dyle bir yaklasir ki hayatinin dersi oluverir o. O
yiizden hocalar belki o baglantiyr anlatirken kurabilirler. Ben Linguistics’de ogrendigim bir
seyin ogretirken nasil isime yarayacagwni bilirsem motivasyonum o derece artar o dersle ilgili.

Ezber olmaktan cikar.

281



Dil derslerinde mesleki olarak bir katkisi oldugunu diisiiniiyor musun? Belki konu olarak
tizerinde durulmamistir ama model olusturan dersler oldu mu?

Writing ¢ok model olusturdu. Yine hocamin yaklasimiyla ilgili o. Bizim hocamin yaklasimi ¢ok
olumluydu ve ¢cok manali feedback veriyordu. Su anda benim yaptigum iste o oldugu icin, orada
yapilan seyleri hatirliyorum. Beni neyin etkiledigini, olumlu bir seyin iizerimde nasil bir etki
biraktigini nasil motive ettigini falan gordiigiim icin orda; ¢ok fazla tekrar yazmak zorunda
kalmamistim ama diizeltmem gereken seyleri cok iyi ifade etmisti hoca. Ben de onu model
aldigimu diistiniiyorum. Tarzimuz ¢ok benziyor o anlamda. O yiizden hoca olarak da model
alinabiliyor.

Ama diger dersler icin Gramer igin Speaking icin ayni seyleri soyleyemeyecegim. Onlar ¢ok
benim tasvip etmedigim tarzlard, o yiizden su anda da hi¢ benimsemeyecegim bir sey oldugu
icin ¢cok etki birakmadi. Ama dil gelisimi ¢cok onemli bence, hi¢ kimsenin bir kelime Ingilizce
konusmadan mezun olabilme ihtimali olmamast gerekir diye diigtiniiyorum. O yiizden de ¢ok
ihtiyact oluyor insanmin. Classroom language konusuyorsun ¢ogunlukla ¢iktiginda ama biraz
daha giincel dilin gelisimine katkida bulunan dersler olursa, daha giincel konularla

ilgilenilirse speaking de, reading de ayni sekilde yararl olur diye diisiiniiyorum.

Linguistics ve Edebiyat derslerinin 6rnek olusturdugunu diisiiniiyor musun?

Hig¢ diisiinmiiyorum. Edebiyatinda ornek oldugunu diisiinmiiyorum. Daha ¢ok metodoloji
dersleri ornek oldu. ELT: daha ¢ok metodoloji dersleri bizi hoca olarak gelistirdi. Hem ilk kez
hoca olarak tecriibe ettigin seyler, arkadaslarinla ¢ikip 10 dakikalik demo yapmak, sahnede
nasi duruyorsun, Ingilizceyi nasil kullantyorsun gibi. Ilk kez insan kendi kendini goriiyor hoca
olarak “ben nasil bir insamm” diye. O yiizden ben onlarin ¢ok yararli oldugunu ve
sekillendirdigini diisiiniiyorum bir¢ok seyi. Hata yaparak ogreniyorsun onlar da, daha sonra
school experience, practice teaching gibi derslerde gercek sinifla karsi karsiya kalinca
goriiyorsun bir takim seyleri.

Direk baglantili oldugunu diisiinmiiyorum. Edebiyat dersinin en onemli avantaji 6grenciler
agisindan, ¢ok fazla diinya goriisiinii degistirdigini diisiiniiyorum. Bu iyi bir sey, yararli bir
sey. Cok fazla okumak durumunda oldugun icin dil gelisimine katki sagliyor mutlaka, onu hig
tartismryorum bile. Orada yapilmas: gereken bir sey varsa, ¢ok fazla traditional yontemlerle o
dersler veriliyor. Iste Ankara iiniversitesinin bilmem ka¢ yilindan kalma yontemleriyle
yapiliyor bir takim seyler. Ondan ¢ok hosnut degildim ben. Cok ezberci bir yontem izleniyor.
Mesela Hamlet dersinde Hoca H bir line verirdi oyundan, bunu kim kime soylemis, hangi
kontekste soylemis ve bunun oyunun biitiinii acisindan anlami énemi gibi seyler vardi. Oturup
line line boyle onlart ezberleyerek vaktimiz geciyordu. Bunlarin yerine daha boéyle kritik
diisiinmeye yonelik seyler olursa hem kisisel becerileri gelistirir, dil becerilerini gelistirir yant

swra, diinya goriisii kazandirir. Derse yaklasimla ilgili sorunlarin ¢oziilmesi gerektigini
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diisiiniiyorum. Onun disinda belki icerik olarak belki daha modern edebiyata kayarsak daha
giizel olur, insanlar daha ¢ok zevk alir. Tabi Shakspeare okumak gerekir ama belli sinirlar

icinde olup modern edebiyata kaymak daha giizel ben tercih ederdim.

Anlattiklarindan mesela ELT derslerinden ¢ok yararlandigim ve sevdigini ¢ikariyorum
ben. O derslere baktiginda “Eksik kaldi, buna da deginseydik” dedigin bir sey var miydi
mesela?

Eksik kaldi dedigim olmustur belki ama hatirlamryorum.

Peki egitim dersleri? aslinda birbirini tamamlayan 2 grup bu, ELT ile egitim...
Ingilizceydi ve hocalarda siirekli Ingilizce materyal okuyorsun, Ingilizce’ye bir katkist
olmugstur mutlaka. Ingilizce konusuluyordu hatirlyyorum. Egitimin Ingilizce olmast tabii ki ¢ok
gelistiriyor, kelime agisindan, konusma agisindan, siirekli duyuyor olmak bile ¢ok onemli bir
sey. O yiizden kesinlikle geligtirmigtir.

Bir siirii teori bir seyler vardi. Kocaman kitaplar hatirltyorum. Pek isime yaramadigini
diisiiniiyordum  égrenciyken ve motivasyonum diigiiktii. Cok teoriye giriliyordu. Isime
yaramayacagini diigtiniiyorum. Mutsuz olmanun sebebi odur. Cok ezber yapigimi hatirlyyorum.

Demek ki beni ilgilendirmiyordu, ezberleyip giriyordum sonra unutmusum belli ki.

Boliim programim gelismesi icin neler o6nerirsin? Ne degismeli, ne artmalh?

Daha ¢ok pratik olan seyler arttirdabilir. Ogrencinin daha ¢ok konusmasini ve ogretmenligi
tecriibe etmesini saglayan seyler arttirilabilir. Practice teaching gibi. Ilk yil dersleri bence ¢cok
onemli ama insanlar onemsemiyorlar, ogrenciler Ozellikle zaten bildigimiz seyler diye. Belki
gramer teachingle ilgili baska yontemler izlenebilir. Gramer derslerinin sayist arttirilmalt mi
bilmiyorum, oOgrenci ihtiyacina gore belki. Speaking daha c¢ok arttirilmali. Mesela bizim
burada ogrettigimiz presentation skills dersi var, bu tiir seyler eklenilebilir. O anlamda
kendimi eksik hissetmistim ilk kez sunum yapmaya c¢iktigim zaman. Ciinkii bir insana
ogretmeden kalk sunum yap demek olmuyor. Once bu becerileri gelistireceksiniz sonra
notlama sansina sahip olabilirsiniz. Bunlar dgretilebilir. Hoca olarak da organize bir sekilde
ogrenciye sunmak her hangi bir konuyu onemli. Bunun 6gretmenlige de ¢ok katkist olabilir,
sunum becerilerini, konusma becerilerinin gelistirilmesi. Onun diginda bence metod dersleri

gayet iyiydi. Onlara bir sey eklemeye gerek yok, her seyi gerektigi kadar yaptik.

Benim sorularim bu kadar. Eklemek istedigin bir sey var n acaba?
Programi ne kadar miikemmel yaparsan yap, bence tamamen kisinin kendi geligsimiyle ve
anlatilanlart ne kadar oziimsedigiyle alakali bir sey. Bunun onemini vurgulamak isterim belki:

kisisel gelisim cok daha onemli.
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APPENDIX 1

Sample Elite Employer Interview

Elite Employer Interviewee 1

Kag senedir yoneticilik yapiyorsunuz?
2 yd boliim baskan yardimciligr yaptuim, 6 yil boliim baskanlig, 3 yil da miidiir yardimcilig
yaptim. Toplam 11 yil. Hepsi de bu kurumda.

Yonetici ve Ingilizce 6gretmeni olarak, deneyiminize dayanarak, nitelikli bir Ingilizce
O0gretmeni nasil tammmlanabilir?

Nasul tanumlanir? Bir kere son derece bilgili olmast gerekiyor. Her seyden énce Ingilizce’sinin
cok iyi olmasi gerekir. Konu ile ilgili bilgisine gelince yoksa bile, bizim egitim programlarumiz
oldugu icin ona sirtinuzi dayayabiliyoruz. Bir takim seyler ogretebiliyoruz ama tabi bir de
ilgili olmasim beklerim, bilgisi olmasa bile. Iste “elt diinyasinda neler oluyor” ya da “ben
sunu nasil ogreteyim, suna bir bakayim” gibi bir ilgi, bilgi, esneklik, bir yurt disi1 gormiisliik...
Ciinkii dil sadece dil olarak degil, kiiltiirii de ¢ok onemli ve benim kafamda bir Ingilizce
ogretmeni profili var, yani her profilden gelen arkadas buna uygun olmuyor. Yurtdist
gormiisliik soyle, hani o kiiltiirii tanimak, iletisim kurabilmek cok ¢ok onemli. Hani giinliik
hayatta isler nasil yiiriiyor onu gormek ve de bir de bakis acisi agisindan ¢ok onemli diye
diisiiniiyorum. Yani bilgili olsun, Ingilizcesi ¢ok iyi olsun, ¢ok ilgili olsun, kiiltiirlii olsun,

yurtdisi gormiis olsun yani éyle biri.

Peki siif ici ve smif disindaki yeterlikler acisindan ne sdylersiniz?

Bir kere Ingilizce hocalarimn adi ¢ikmis boyle anag, boyle ogrenciyle ¢ok yakin, tabi ki yakin
olmakta zarar yok ama o sirt ¢ok iyi bilmek lazim, Ingilizce hocast olarak biz her telden
calmak zorundayiz. Yalmz Ingilizce ogretmekle kalmiyoruz, Ingilizce ogretirken degisik
metinler, degisik konular konusunda bilgi sahibi olmamiz gerekiyor. Bunlar: ogrencilerimizle
boyle bir friendly bir atmosphere icinde paylasmak. Ciinkii lecturing yapmiyoruz, ¢ocuklarin
bir seyi anlamasini saglamaya c¢alistigumiz icin. Boyle yumusak bir ortam ama bunu
abartmamak gerekiyor. Profesyonel limitler icinde kalmasi gerekiyor. Kurallardan odiin
vermemek gerekiyor, ciinkii bizim gibi boliimlerde cok biiyiik kitlelere ders verdigimiz icin
standart olmamiz gerekiyor. Ogrencilerle asirt samimiyet bu standartlarin bozulmasina sebep
olabiliyor, o yiizden o iliskiyi ¢ok iyi ayarda tutmak gerekiyor.

Hocalarla iletisime gelince bence ¢ok paylasimci olmasi gerekiyor. Yani bizde bir birini

cekememezlik, iste ben daha iyi yaparim seklinde degil de ben sunu biliyorum arkadagslarimla
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paylasayim, bizim meslekte cok onemli, insanlar konferanslara gidiyor, degisik calismalar

yapiyor. Bunlar: bilmemiz gerekiyor diye diisiiniiyorum.

Bu saydigimz yeterliliklerin seviyeden seviyeye, O0gretmenin deneyimine gore veya
calisilan kuruma gore degisiklik gosterdigini diisiinityor musunuz?

Diisiiniiyorum. Ciinkii Ogrenci profillerinin ¢ok farkli oldugunu diisiiniiyorum. Ornegin
stkintilarimiz da oluyor. Kurum G bir devlet iiniversitesi, bizim buradaki ogrencilerimiz belli
ailelerden gelme c¢ocuklar, ¢cok saygili, cok rahat ders yapabildigimiz, ¢ok akilli yani
Tiirkiye 'nin en iist tabakasindan bilgi acisindan aldigimiz ama sosyal olarak diisiik ailelerden
yani dogudan gelen, koylii bir yasam siiren ama ¢ok hirsl, bunun getirdigi bir hirs var. Bu tiir
cocuklara ders vermekle biz bir takim imkansiziiklart basartyoruz, yani Ingilizce seviyeleri ¢ok
diisiik olmasina ragmen ¢ok akilli olduklar: icin bunlara bir seyler dgretebiliyor. Bize ¢ok
biiyiik gorev diisiiyor burada, ama biz Kurum G’de rahatiz. Astigimiz astik, kestigimiz kestik
diye tabir edebilirim bunu. Ne desek ogrenci bunu yapmaya hazir. Ama Kurum E, Kurum F
tarzi iiniversitelerde profil farkli, yonetimler farkli, orda siz 8:30-17:00 ¢alistyorsunuz. Kurum
G’deki esneklik yok. Dolayisiyla orda biraz daha kurallara uymak gerekiyor, bir de ogrenci
kitlesi biraz farkli. Kurum G ogrencisi kadar akilli degil. Sosyal statiisii farkli, daha zengin ve
parast oldugu icin bir yere girebilmis sonucta. Ama classroom management mesela bu tarz
iiniversitelerde ¢cok daha fazla onem kazaniyor.

Bir dershaneye gelince, dershanelerde de farkliliklar var. Mesela memurlara ders veriyorsun,
cok daha kolay ciinkii aymi kiiltiirdesin, disipline etmek kolay; bir de mesela Kurum E
ogrencilerini COPE sinavina hazirltyorsun, yine ayni, orda da ¢ok zor bir is seni bekliyor. Bir
yandan da dershane para alityorsun, bu oOgrencileri gecirmekle yiikiimliisiin. Onun igin
Ingilizce ogretmenlerinin bu seylere uymast yani ¢ok esnek olmast gerekiyor. Burada ders
veren ¢ok basarili ogretim gorevlisi elemanlarimiz haftasonu kurslarinda basarisiz oluyor.
Ciinkii o tarz 6grenciye ders veremiyor, o kivrakligi gosteremiyor, iste “bilmem kim hanim”
demesini bekliyor. O her dediginin sinifta uygulanmasini istiyor, boyle degil. Para verdigi icin
farkly beklentileri olabiliyor, biraz daha kivrak olmak 6grencinin ihtiyaglarina saygi duymak

gerekiyor.

Bizim bo6liimden mezun olup burada calisan 6gretmenlerimiz var, basvuran ve elenen
mezunlarrmz da var. Bunlara bakarak ODTU ingilizce Ogretmenligi boliimii
mezunlarii nasil degerlendiriyorsunuz?

Simdi soyle degerlendirecegim, maalesef son zamanlarda hic memnun olmadigimizi yani ise
aldiklarimizdan tabi ki memnunuz ama bir karsilastirma yapmamiz gerekirse ¢ok eskiden
aldiklarimizla arasinda anormal farkliliklar var. Dil agisindan ¢ok biiyiik farkliliklar var,

meslek bilgisi anlaninda da farkliliklar var. Ayrica davranis anlaminda da farkliliklar var.
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Bunlari siralayabilirim. Fakat bunun sorumlusu nedir, yani neden boyle oluyor bir fikrim var
benim tabi. Son zamanlarda bir de soyle bir durum var, biz eskiden ELT mezunlarini ¢antada
keklik, oh ne giizel ODTU ELT’den su kadar miiracaat var biz bunlari aliriz derken simdi
biiyiik bir cogunlugunu elemek zorunda kaliyoruz yani sinavimizi daha kazanamiyorlar. Tabi
bunlarin altinda yatan faktorler su: Eskiden aldiklariniz English medium bir okuldan gelen,
kolej mezunu ve onun devami olarak ELT okumus, mutlaka benim ilk basta verdigim profile
uygun bir yurtdisi gormiis ve ¢ok biiyiik rahatlikla bu sinavi atlayabilmis ¢ocuklar. Ama simdi
ogretmen meslek liselerinden geliyor bu ¢cocuklar, Ingilizce’leri ¢ok fena ve ELT béliimiiniin de
zorluklart var. Simdi bu ¢ocuklara Ingilizce mi Ggretilsin, hazirlik kesinlikle yeterli degil 1 yil,
hele ki Ingilizce dgretmeni olacak birinin 1 yil hazirlik okuyup ELT béliimiine gecmesi hic hi¢
uygun degil. Ve ne oluyor, bu cocuklar dogru diiriist dili 6grenemeden meslegi dgrenmeye
calistyor, dili iyi olmadigt icin okudugunu da dogru diiriist anlayamiyor, bizim simavlarimizda
cok basarili olamiyorlar. Yani ELT boliimiiniin zorluklarimi bilemiyorum ama iyi mezun
ctkaramuyorlar artik diye diigiiniiyorum. Yani act gercek bu! Eskiden gercekten ¢ok iyiydi ama
hakikaten artik cikaramiyorlar. Okul yani boliim sey konusunda da eksik kaliyor, hani bu
cocuklara bir firsatlar verilse, yurtdisina gitseler, dillerini gelistirseler. Boyle seyler de yok.
Bunlar biiteyle ilgili olabilir ama ODTU mezunu Ingilizce ogretmeniyim gururla diyebilmesi

icin ¢ok biiyiik bir revizyon gerekiyor diye diisiiniiyorum.

Bu grubun icerisinden alinanlar1 diiniirseniz, hangi yeterliklerini begendiginiz icin ise
aliyorsunuz?

Simdi bu ¢ocuklarda sey ¢ok onemli, dil cok onemli ama dil hari¢ soruyorsan, boyle gelisme
istegi mesela miilakatta sordugumuz sorulardan biri sudur: 5 yil icinde sen kendini nerelerde
goriiyorsun yani ne yapacaksin, bu 5 yui nasil degerlendireceksin diye sordugumuzda, bir kere
her biri mastir yapmak istedigini, degisik kurslar dersler vererek boliimii daha iyi tanmimak
istedigini soyliiyorlar. Mesela bu piriltiyr goriirsek icimize siniyor. Ayrica zeka da ¢ok onemli
bizim icin mesela sorulariniz var, dersle ilgili, sinif problemleriyle ilgili yani “soyle bir sey
olsa ne yapardin” gibi. Bazen oyle cevaplar veriyorlar ki diyoruz “tamam ya bu gelecegin
yoneticisi”. Bu tarz sorulara verdikleri zekice cevaplar ve yonetimle isbirligi icinde olup
olmayacaklari. Bircok kisiyi biz, Ingilizceleri ¢ok iyi, ¢ok zekiler ama ukala buldugumuz,
Yonetimle yeterince uyum icinde calismayacagin diisiindiigiimiiz bircok elemani almadik. Ve
daha sonra bu elemanlar baksa yerlere gitti ve almadigimiza ¢ok sevindik. Yani miilayim
olmak da ¢ok giizel bir ozellik ¢iinkii bizim boliimiimiiziin kiiltiiriinde boyle bir sey var, yani
yeni gelen elemanlar bir durur, bir inceler, bir biiyiiklerini dinler, ondan sonra konusmaya
baslar, simdi biz bunu bastan yapacak ve insanlart kirabilecek kisilik ozelliklerine sahip

insanlart bastan eleriz. Ciinkii bu insanlarla rahat ¢alisamayacagimizi diigtiniiriiz, ¢iinkii
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mastir ve ¢omez iliskisi cok var bizim boliimde. Bunu icine sindirebilen insanlar gerekiyor diye

diistiniiyorum.

ingilizce Ogretmenligi Boliimii programimmn aldigimz ogretmenlerin saydigimz bu
yeterliklere sahip olmasina ne kadar katkisi oldugunu diisiiniiyorsunuz?

Biiyiik yarart oldugunu diisiiniiyorum. En azindan kendi boliimlerinde bir takim makale okuma
aliskanligi edinmis oluyor, critical thinking gibi bir takim beceriler vurgulaniyor, ¢iinkii bu
cocuklarda goriiyoruz biz bunu, hatta ¢ok enteresan bu son donemlerde degil ama 3-5 yil
oncesinde gelenlerin daha da critical olduklarini diisiiniiyorum. Bu belki seyden de olabilir mi
acaba hani genglik de degisiyor olabilir, arkadaslarindan hocalarindan aldig: bir takim seyler
var. Mesela saygili oluslar: bence boliimde kazandiklar bir ozellik.

Seyleri cok iyi olur: bir reading dersini nasu yapardin diye sordugunuzda teorik olarak bunu
cok iyi bilir: bir pre-reading, while, post bunlari tik tik tik yerine koyabilir. Yani mesleki
anlamda bence donanumli geliyorlar ama dilleri iyi olmadig icin tabi bu bir ¢ikmaz, biliyorsun
ama aktaramiyorsun. Ama iyl yetistiklerini diisiiniiyorum yalniz eksik yetistiklerini

diistiniiyorum.

Boliimde 6grencilerimize 5 grup ders veriyoruz. Bu gruplar Dil dersleri, ELT dersleri,
egitim dersleri, Edebiyat ve dil bilim dersleri. Bu 5 gruba baktiZimz zaman sizce en
onemlileri hangileridir?

Dil onemli... ve egitim ¢ok cok énemli. Yani oncelik sirast vermek gerekirse. Ikisini ayirmam
cok zor: ELT ve egitimi bir arada gider diye diisiiniiyorum ve en énemlisi bence dil. Dil olaymni
cozmeden kisi Ingilizce ogretmeni olamaz diye diisiiniiyorum. Boliime de biitiin faturayt
ctkarmak istemiyorum, dogru da olmayabilir ciinkii hazirlik egitimi yeterli gelmiyor herhalde,
ikincisi boliim meslek mi ogretsin, dil mi ogretsin. Bir de bunlar belli bir yasin iistiindeki
insanlar kemiklesmis hatalar: diizeltmek ¢ok zor oluyor. Ama boyle bir eksiklik var. Ciinkii
seyler ogretiliyor, ELT ile ilgili seyleri boliimde alryor ama daha ilerisini falan... yani ne
bileyim egitim belki 3. siraya girebilir. Ciinkii classroom management falan gibi seyleri biz

teacher training programlarimizda da ele aliyoruz. Ama dil ¢ok onemli.

Bizim programimz icin bir 6neride bulunmak isteseydiniz ne olurdu?

Cok zor oneride bulunmak. Dil derslerine yonelik olurdu. Ama soyle bir sey isterdim. Ben
Ingiliz dili edebiyati okudum Hacettepe de, o yularum diisiiniiyorum. Ben bol bol bu ¢cocuklarin
dillerini gelistirip... daha dogrusu language awareness edinmeleri ¢ok onemli. Yani sadece
dilin kurallarmmi 6grenmek degil de okuduklari, dinledikleri metinlerde belli kaliplar, neden
kullanilryor, nicin. Yazar yada konusmact ne gibi bir etki yaratiyor. Bunun bilincinde. Ayrica
bol bol grup calismali, bol bol boyle simulationlar yapilmasi, problem ¢oziimii ile ilgili sinifta

olusabilecek, dil Ogretiminde olusabilecek problemler. ELT diinyasindaki son gelismeleri
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bilmeleri, takip etmeleri. Bu c¢ocuklara boyle konferanslara katilma yurtdisina gitme
imkdanlarimin sunulmasi. Staj programlarin biraz daha ciddiye alinmasi olabilir, biraz eften

piiften gibi geliyor bana.

Staj dersleri konusunda bdyle diisiinmenize neden olan bir deneyiminiz mi oldu acaba?

Konugsan ¢cocuklar oldu, ELT béliimiinden degil ama Egitim boliimiinden staja gittiklerini oyle
bir kenarda oturduklarini, ama yani o giin niye o ¢ocuk o dersi izledi. Onlarin eline bir sey
veriliyor mu, bir post conferencing yapiuliyor mu? Bunlarda bir ciddiyetsizlik oldugunu
diisiiniiyorum. Ger¢i bu ciddiyetsizlik neden kaynaklantyor, ELT boliimiinden mi, gidilen
okuldan mu, dersin hocasindan mi onlart bilmiyorum ama yani ¢ok sistematik yapilmadigini

diistiniiyorum.

Bizim mezunlarimz siirekli baska iiniversite mezunlar ile kiyaslamr. Hem diger
Ingilizce 6gretmenligi mezunlariyla hem de edebiyat mezunlariyla, Amerikan dili ve
edebiyati mezunlar1 gibi. Siz boyle bir kiyasa gitseniz arada nasil bir fark oldugunu
diisiiniiyorsunuz?

Farkliliklar var. Baska okullar karli ¢ikabilir bundan. Ama su faktor ¢cok onemli. Mesela bir
Kurum E Amerikan dili edebiyati mezunu sizin mezunlarinizdan daha iyi olabilir ama hangi
ag¢ilardan iyi olabilir: dil agisindan iyi olabilir ama mesleki anlamda kotii oluyorlar. Onlara
reading nasul ogretilir, su nasil yapilir bu nasil olur verilmiyor, ha babam edebiyat yapiyorlar,
bir son donemde biraz methodology okuyorlar ama ¢ok eksik geliyorlar ama dilleri ¢ok iyi
oluyor, onun da sebebi bu ¢cocuklar kolej mezunu olduklari icin oluyor. Kolej mezunu olmayan
bir ¢ocuk, ¢ok zor o tiir yerlere girebilmesi. Oyle kiyaslayabilirim. Dilleri daha iyi olabilir, 67
giivenleri ¢ok daha iyi fakat mesleki bilgileri kit. Bizde de mesleki bilgi var, bir ozgiiven
problemi var, bir profil sorunu yasiyoruz son zamanlarda, Ingilizce Ogretmenligi’nin yiizii

degismeye basladi.

Edebiyattan mezun olanlarin dilleri cok daha iyi oluyor dediniz. ODTU ingilizce
ogretmenligi programimnda da edebiyat dersleri var. Bu derslerin olmasim nasil
degerlendirirsiniz.

Ben edebiyat dersleri olmasini iyi karsilarim, kesinlikle olmasi gerektigini diisiiniiyorum.
Bugiin ben iyi bir ogretmensem ve her konuda Ingilizce égretebiliyorsam, bunu kesinlikle
edebiyat bilgime borcluyum diye diisiiniiyorum ciinkii edebiyat ¢calisirken o kadar ¢ok seyiniz
gelisiyor ki: mesela Ingiltere’nin bir donemi nasildi, Amerika’da bir donem nasil gecti, mesela
Martin Luther King orada atesli konusuncaya kadar ne oldu. Ve bence ¢ok well-rounded bir
insan oluyorsun. Son derece onemli ciinkii biz bir tek fizik ogretmiyoruz, bir tek icinde
milyonlarca degisik konularda metin olan kitaplar égretiyoruz. Ne kadar bilgili ve kiiltiirlii

olursak o kadar iyi. Ayrica edebiyat okumak, critical thinking’i gelistiriyor bir, kelime
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hazinesini ¢cok gelistiriyor iki, language awareness olaymi gelistiriyor ii¢c. Yani bence tiim dil

ogreniminde reading ¢ok onemli. Dili en iyi 6grenmenin yolu okumak diye diisiiniiyorum.

Son olarak béliim mezunlarim diisiinerek neler sdylemek istersiniz onerileriniz nelerdir?

Boliimiiniiziin ELT konusundaki derslerin cok basarili oldugunu diisiiniiyorum. Yani hakikaten
o konuda ¢ok donanimli ¢cikiyorlar. Yani bir reading dersini nasil yapmasi gerektigini ¢ok iyi
biliyor o6grencimiz, ya da ne biliyim gramer dersi nasil yapilir biliyor ama grameri eksik
olabilir. Bir de sey konusunda ¢ok begeniyorum: Mezunlar birbirleriyle cok giizel bir iligki
icinde diye diisiiniiyorum ve bu ortami hocalarin sonugta sagladigina inaniyorum.
Hocalarindan ¢ok memnun olduklarini, hicbir hocay: elestirdiklerini duymadim bugiine kadar.
O takim ruhu ¢ok onemli ve onun yansimasin ben boliimiiniizde goriiyorum. Insanlar gereksiz
dedikodu yapacaklarina oturup mesleki anlamda paylasimlara girebiliyorlar. Onerim
mezunlarim okuduklar siire icinde her seyi okuldan beklemeyip, kendilerini gelistirebilirler.
ELT cinin hakikaten bir yurtdisi deneyimi olmasi gerekiyor, Exchange programlar da bunun

bir cevabi olsa gerek.
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APPENDIX J

TURKISH SUMMARY

GIRIS

20. Yiizyilda Ingilizce’nin bilim, tip, iletisim, ticaret, egitim, sanat ve
spor dallarinda ortak bir lisan haline gelmesiyle, ingilizce’yi ikinci dil ya da
yabanci dil olarak kullananlarin sayisi bu dili anadili olarak kullananlarin
sayisin1 gecmistir. Bu nedenle Ingiliz Dili Ogretimi diinyada cok yaygin bir
hale gelmis ve Ingilizce yiiksek, orta, ilk ve hatta okul oncesi egitim
programlarinin  bir par¢ast olmustur. Bu gelisme de Ingilizce’yi gelecek
nesillere dgretecek olan ingilizce 6gretmenlerine yonelik ihtiyact dogurmustur.

Aym donemde iilkemizde de Ingilizce, 6grenilecek ilk yabanci dil
konumuna gelmis, ilk ve orta Ogretimin yani sira bir¢ok yiliksek Ogretim
kurumunda 6gretim dili olarak benimsenmistir. Bu da diinyada oldugu gibi
iilkemizde de (devlet ya da 6zel) egitim kurumlarindaki Ingilizce 6gretmeni
ihtiyacim ortaya ¢ikarmistir. Bu ihtiyact karsilamak adina hiikiimetler
tarafindan cesitli diizenlemeler yapilmistir.

Bu reform hareketlerinden biri de 1982 yilindan itibaren iiniversitelerin
egitim fakiiltelerindeki sorunlar1 gidermek ve 1997 yilindan sonra sekiz yillik
kesintisiz egitime gecilmesiyle ortaya ¢ikan 6gretmen acigini karsilamak igin
baglatilan Hizmet Oncesi Ogretmen Egitimi Projesi’dir. Bu proje uyarinca
Yiiksek Ogretim Kurumu (YOK) ve Milli Egitim Bakanligi’nca (MEB) Egitim
Fakiiltesi programlarinin yeniden yapilandirilmas: i¢in, 6gretmen yeterlilikleri
ve standartlar1 yeniden belirlenmis, 6gretmen adaylarina verilecek egitim
programlar1 yeniden diizenlenmis ve 1998-99 o6gretim yilindan baslayarak
tilkemiz {iiniversitelerinde bulunan tiim egitim fakiiltelerinde uygulanmaya
baglanmistir. Orta Dogu Teknik Universitesi (ODTU), Yabanci Diller Egitimi
Boliimii (YDE) de YOK tarafindan sunulan Ingilizce Ogretmeni yetistirme

programini ufak degisikliklerle uygulamaktadir.
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Gerek 6gretmen egitiminin gelisen bir alan olmasi, gerekse bir Ingilizce
ogretmeninden beklenen yeterliliklerin iilke sartlarina, ekonomik, toplumsal ve
siyasi kosullara, dgrencilerin dil ve yas diizeyine ve dil 6gretimi alanindaki
yeniliklere gore degiskenlikler gostermesi nedeniyle, hizmet Oncesi 6gretmen
egitimi programlari iizerinde hassasiyetle durulmasi gereken bir konudur. Bu
calismanin amaci 1998-99 6gretim doneminde baslanan programla ilgili olarak
2002 ile 2006 yillar1 arasinda ODTU Yabanci Diller Egitimi Béliimii
mezunlarina ve onlarin igverenlerine ulasarak program {iriiniinii degerlendiren
ve program icerigi ile ilgili goriisleri yansitan bir durum c¢aligmasi1 yapmaktir.
Bu amacla asagidaki arastirma sorulart hazirlanmagtir:

1. ODTU Yabanci Diller Egitimi Boliimii mezunlar1 6gretmenlik hayatlarinin
ilk yillarinda YOK Ingilizce Ogretmeni yeterlilikleri temel alindiginda
kendilerini ne kadar etkin Ingilizce 6gretmenleri olarak goriiyorlar?

2. ODTU Yabanci Diller Egitimi Boliimii mezunlarmin isverenleri onlar ne
kadar etkin Ingilizce 6gretmenleri olarak degerlendiriyor?

3. ODTU Yabanci Diller Egitimi Boliimii programi mezunlarinin yeterli

Ingilizce 6gretmeni olmasinda ne kadar etkin?

LITERATUR TARAMASI OZETi

Bu calismada dort alan1 kapsayan bir literatiir taramasi yapilmstir.
Birinci alan 6gretmen yeterliliklerini icine alir. Yapilan tarama gostermistir ki
ogretmen yeterlilikleri hem iilkemizde hem de diinyada farkliliklar gdstermekle
birlikte belirli noktalarda bir uyum icerisindedir. Buna goére bir Ingilizce
Ogretmeninin sahip olmasi gereken yeterlilikler géz oniine alindiginda basta dil
bilgisi ve o dili kullanma becerisi gelmektedir. Bu yeterlilik o kadar biiyiik bir
onemdedir ki diger siralanan yeterliliklere 6n kosul teskil etmektedir. Onu
takip eden diger yeterlilikler ise siif yoOnetimi, ders planlama, materyal
kullanimi, 6lcme degerlendirme, meslektaslar ile uyumlu ¢alisma ve mesleki
gelisim gibi alanlar1 kapsamaktadir. Yapilan tarama gostermistir ki Ingilizce
ogretmenlerinden beklenen yeterlilikler calisilan kurumun niteligine, 6grenci

profiline ve 6gretim amaglarina gore degiskenlikler gostermektedir.
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Taramanin kapsadigi ikinci alan ise, (yabanci dil) 6gretmen yetistirme
yaklasimlar1 ve Ogretmen yetistiren programlarin icerikleridir. Zaman iginde
gelisen Ogretmen yetistirme yaklagimlari, bilgiyi 6gretmen egitimcisinden
Ogretmen adayina aktarma ve bir usta-¢irak iliskisi kurma iizerine yapilansa da,
daha sonraki donemlerde Ogretmen adaylarinin bireysel deneyimleri ve bilgi
birikimleri onem kazanmis ve 6gretmen yetistirme programlarinin Wallace’in
(1999) degindigi “yansitict yaklasim” ile sekillendirilmesi yoluna gidilmistir.
Buna gore ilk olarak 6gretmen yetistirme programlarinin iki ana hedefi vardir:
Birinci hedef, 6gretmen adaylarina teorik bilgi sunmak ve adaylara miimkiin
oldugunca sinif ici yeterliliklerin uygulanmasinda deneyim kazandirmak, ikinci
amacg ise ilk hedefte gerceklestirilenlerin uygulanmasini igerir. Ancak 6gretmen
adaylar1 uygulama boyutunda 6gretmen egitimcilerinden geri bildirim aldiklar
gibi, kendilerini degerlendirme ile de mesleki gelisimlerine katkida bulunurlar.
Teorik ve pratik olarak iki ana baghkta toplanan Ingilizce 6gretmeni egitim
programu igerik olarak iilkemizde ve diinyada benzer iceriklere boliinmiistiir.
Buna gore, hizmet Oncesi yabanci dil Ogretmeni yetistirme programlart su
icerikleri kapsar: (1) Dil Gelisim dersleri, (2) Dilbilim dersleri, (3) Hedef dilin
edebiyatin1 ve Kkiiltiiriinii iceren dersler ve (4) Mesleki egitim dersleri. Son
icerikte yer alan mesleki egitim dersleri iki kola ayrilir: (a) Yabanci dil 6gretim
yontemlerini iceren dersler ve (b) Genel Egitim konularim1 iceren dersler.
Farkli yazarlarin bu icerikleri farkli sekillerde ayirdigr ve farkli sekilde
isimlendirdikleri goriilse de temel olarak tiim hizmet 6ncesi yabanci dil egitim
programlar1 bu icerikleri hedef alan dersler biitiiniinden olugmaktadir. Bu
calismaya konu olan ODTU Yabanci Diller Egitimi Boliimii programi da
literatiir taramasinda belirlenen icerikleri kapsar.

Taramanin kapsadig tigiincii alan ise, diinyada ve iilkemizde dgretmen
yetistirme programlari {izerine yapilan caligmalar igerir. Bu ¢alismalar hizmet
oncesi programlar1 kapsadigi gibi hizmet i¢i programlart konu olan ¢alismalari
da igcermektedir. Bunun nedeni bu calismanin yonteminin belirlenmesinde her
iki tip Ogretmen egitimi iizerine egilen arastirmalardan yararlanilmasidir.

Tarama sonuclart gostermistir ki, ogretmen adaylarinin ve Ogretmenlerin,
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katildiklar1  6gretmen egitimi  programlart  hakkindaki  goriisleri  ve
memnuniyetleri farkli olsa da genel kami Ogretmen egitimi programlarinin
ogretmen adaylarinin dil becerilerini gelistirici, uygulamada kolaylik saglayici
ve son gelismeleri takip eden ozelliklerinin bulunmasidir. Taramada, ODTU
Yabanci Diller Egitimi Boliimii programi iizerine, boliimiin 6gretmen
egitimcileri tarafindan yapilan ¢alismalara da yer verilmis ve goriilmiistiir ki bu
caligmalarin sonuglar1 da diinyada ve iilkemizde yapilan diger calismalarla
ortiisen bulgulara ulagsmistir.

Taramanin kapsadigi dordiincii ve son alan ise arastirma yonteminin
belirlenmesine ve bu yontemin detaylandirilmasina katkida bulunmustur. Bu
nedenle, bu boliimde faydalanilan kaynaklar sadece Ogretmen yetistirme
programlarint degil tiim sosyal bilimlerde kullanilan nitel ve nicel
arastirmalarin  yapilandirilmas1 lizerine yazilan kaynaklari ve program
degerlendirme iizerine gelistirilen yaklasimlari icermis ve ¢alismanin arastirma

yontemlerini betimleyen boliimiinde deginilmistir.

ARASTIRMA YONTEMI

Bu calisma iiriin etkinligini degerlendiren bir durum degerlendirmesi
olarak tasarlanmistir. Richards’a (2001) gore durum degerlendirmeleri hem
ihtiya¢ analizinin bir boyutu olarak hem de degerlendirme ¢alismalarinin bir
sekli olarak diisiintilebilir. Aym1 zamanda c¢aligma tek bir boliimiin programina
ve belli tarih araligindaki mezunlar iizerine egildigi icin ornek olay/vaka
analizi olarak adlandirilmalidir. Ayrica c¢alismada dogalc1 bir yaklasim
kullanmilmistir; bir baska deyisle arastirmacinin amaci hipotezleri test etmekten
ya da kendiliginden olusan olaylara miidahale etmek degil kendine 06zgii
alaninda gelisen vakay1 incelemek ve betimlemektir.

Yin’in (1994) soyledigi gibi olay analizleri nitel arastirmalarla
karigtirllmamalidir. Bu durumda bu calismalarda kullanilacak veri, hem nitel
hem de nicel veri toplama yontemleri ile saglanabilir. O nedenle de bu
calismada, nicel verileri toplamak i¢in anket, nitel verileri toplamak icin

miilakat/ ylizyiize goriisme yontemlerine bagvurulmustur.
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Calismada iki grup katilimct yer almistir: Birinci grup katilimcilaring,
2002 ile 2006 yillar1 arasinda ODTU Yabanci Diller Egitimi Béliimii’'nden
mezun olan ve dgretmenlik kariyerlerinin bir ila besinci yilinda yer alan 109
YDE mezunu olusturmaktadir. Bu grup aym yillar i¢cinde mezun olan toplam
Ogretmen aday1 sayisinin (604) yiizde 18’ini olusturmaktadir. Bu 109 mezun
calismanin nicel bolimii i¢in mezun anketlerini yanitlamistir. Anketleri
yanitlayan mezunlar1 belirlemek ve yiiksek sayida mezuna ulasmak amaciyla,
kartopu ornekleme ve kolay ulasilabilir durum oOrneklemesi birlikte
kullanilmistir. Buna gore, kolay ulasilabilen mezunlara anketler elektronik
ortamda yollanmis ve anketi tamidiklar1 diger mezunlara iletmeleri rica
edilmistir. Ancak beklenen diizeyde katilimciya ulasilamayinca, anketler posta
adreslerine ulagilabilen mezunlara posta ile gonderilmistir.

Anketlerin sonunda, caligmanin ikinci ayagimi olusturan miilakatlara
katilacagini belirten goniilli mezunlardan maksimum cesitlilik orneklemesi
yardimiyla mezun miilakati katilimcilar1 belirlenmistir. Buna gore, calistiklari
kuruma ve seviyeye gore olusturulan 6 farkli gruptan 11 YDE mezunuyla
miilakatlar gerceklestirilmistir.

Calismaya katilan ikinci grubu ise mezunlarin isverenleri
olusturmaktadir ve caligmanin sadece nitel ayagini olusturan miilakatlarda yer
almiglardir. Isverenlerin belirlenmesinde rol oynayan faktor isverenlerin
calistiklar1 kurumda yonetici ya da dgretmen seciminde ve/veya egitiminde
belirleyici pozisyonunda olmalaridir. Bu acidan c¢alismaya katilan sekiz
igveren, elite/secilmis olarak adlandirilmis ve kendilerine maksimum cesitlilik
orneklemesi temel alinarak ulagilmistir.

Calismada kullanilan araglar ise arastirma yontemiyle uyumlu olarak
ikiye aynlir: anketler ve miilakatlar. Calismada kullanilan iki anket birbirini
tamamlayic1 niteliktedir. Ik anket, YDE mezunlarinin YOK tarafindan
belirlenen Ogretmen yeterliliklerine gore kendilerini ne kadar yeterli bir
yabanci dil O6gretmeni olarak algiladiklarini arastirirken, ikinci anket YDE
programinda yer alan bes ders iceriginin bu yeterliliklerin kazaniminda nasil

bir rol oynadig: iizerinde durur. ilk anket dort boliimden olusur: Katilimeilarin
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demografik ozellikleri hakkinda bilgi almay1 amaglayan boliim, Likert dlcekte
sunulan 50 6ge, 4 acik uclu soru ve derecelendirme 6lcegi. ikinci ankette ise iki
boliim yer almaktadir: Likert 6l¢cekte sunulan 34 6ge ve siralama 6lcegi. Her iki
anket de oncelikle 3 YDE mezunu ve konusunda uzman olan Kkisilerce
incelenmis, onerilen degisiklikler dikkate alinarak yeniden yapilandirilmis ve
pilot ¢alisma uygulamasi icin 25 YDE son siif 6grencisine sunulmustur. Pilot
calisma sonuglarina gore tekrar yenilenen iki anket sirasiyla 0. 96 ve 0.88 veri
giivenilirligi saglamistir.

Miilakatlar ise hem goniillii olan mezunlarla hem de YDE mezunlari
hakkinda yeterince bilgisi ve deneyimi olan igverenlerle farkli acik uc¢lu soru ve
sondalarla yar1 planl olarak gerceklestirilmistir. Tipki anketlerde oldugu gibi
yar1 planli miilakat sorulari da alaninda uzman kisilere ve YDE mezunlarina
pilot calisma sirasinda gosterilmis ve edinilen doniitlerle gelistirilmigtir.
Miilakatlar, katilimcilarin ana dili oldugu icin Tiirkce olarak yapilmis, hepsinin
ses kayit cihaziyla kaydedilmistir, yapilan kayitlar yaziya dokiilmiis ve sorular

15181nda kodlama islemi gerceklesmistir.

VERILER

Veri toplama yontemleriyle dort farkli grup bulguya ulasilmistir. Birinci
grup bulgular ilk mezun anketi sonunda elde edilmistir. Buna gore mezun
anketini yanitlayan 109 YDE mezunu Likert dlcekte sunulan 50 6geyi 4 puan
tizerinden degerlendirmis ve kendilerine en uygun olan sikki secmislerdir. Bu
siklar sirasiyla (1) yetersiz, (2) biraz yeterli, (3) yeterli ve (4) oldukca yeterli
olarak yer almistir. Buna gore bulgu analizleri yapilirken 1 ve 2 olarak
gosterilen yeterlilik diizeyleri “olumsuz”, 3 ve 4 olarak gosterilenler ise
“olumlu” olarak kabul edilmistir. Boylelikle SPSS’de yapilan ortalama
analizinde 2,5’un iistiindeki degerler olumlu, altindaki degerler olumsuz olarak
yorumlanmustir. Her ne kadar higbir yeterlilik belirtir 6ge i¢in negatif olarak
yorumlanabilecek bir ortalama deger bulunmasa da, verilen yanitlarin yiizde
analizi YDE mezunlarinin kendilerini bazi alanlarda yetersiz veya biraz yeterli

bulduklarin1 gostermistir. Bu yeterlilik alanlar1, 6grencilerin Ingilizce konusma
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ve yazma becerilerinin gelistirilmesi, genel dilbilim teorileri hakkindaki
bilgileri, kiitiiphane ve/veya laboratuar gibi Ogretim tesislerinin ve bilisim
teknolojilerinin kullanilmasi, yapisal ve uyumlu ders plan1 hazirlanmasi,
konuya uygun degerlendirme yontemlerinin bilinmesi ve kullanilmasi, ve
ogrenci gelisiminin kaydinin tutulmasidir. YDE mezunlarini kendilerini yeterli
ya da oldukca yeterli gordiikleri yeterlilik alanlar ise soyledir: Dili agik, net ve
ilgi cekici sekilde sunmak, ileri diizey Ingilizce bilgisine sahip olmak ve uygun
ortama gore kullanmak, Ogrencilerle pozitif iletisim kurmak, konuya uygun
ornek secmek ve kullanmak, 6grencilerin sorularina yanit vermek, gerekli ve
kullanilabilir doniit vermek, kendi basarimini degerlendirmek ve kisisel
gelisime acik olmak. Ayni ankette yer alan agik uclu sorulara verilen yanitlar
ise, YDE mezunlarinin yeterliliklerini degerlendirmeleri hakkinda daha ¢ok
bilgi vermektedir. Buna gore mezunlar kendilerini daha c¢ok gelistirmek
istedikleri alan olarak ilk siraya degisik degerlendirme metotlar ile ilgili bilgi
sahibi olma ve uygulama, konusma Ingilizce’sine hakim olma, simf
yonetiminde etkin olma gibi yeterlilikleri siralamislardir.  Ankette
bahsedilmeyen ama ek olarak gelistirmek istedikleri yeterlilik alanlar1 olarak
da ogrencileri giidiileme, bir ¢ok farkli simif aktivitesini bilme ve uygulama,
sorun yaratan 6grencilerle basa ¢cikma gibi yeterlilikleri belirtmislerdir. Ayrica
mezunlar yeterlilik alanlarinda basarili olmalarinin sebebi olarak ODTU YDE
egitimini ilk sirada gosterirken motive olma, yaraticilik veya kisisel disiplin
gibi kisilik o6zelliklerini ikinci sirada belirtmislerdir. Aymi sekilde, bir
Ogretmenin bu alanlarda basarisiz olmasinin nedeni olarak ilk sirada hizmet
oncesi O0gretmen egitiminin yetersizligi yer alirken deneyimsizlik, 6gretmenin
kisisel ozellikleri ve ¢alisma ortami onu izlemistir.

Ikinci ankette ise mezunlardan yine Likert ol¢egini kullanarak 5 icerige
gore ayrilmis YDE derslerini 4 sik {izerinden yabanci dil 6gretmeninin sahip
olmas1 gereken yeterlilikleri edinmelerine sagladigi yarar bakimindan
degerlendirmeleri istenmistir,. Bu siklar sirasiyla (1) ¢ok az, (2) az, (3) ¢cok ve
(4) oldukg¢a cok olarak yer almustir. Ik ankette oldugu gibi, bulgu analizleri

yapilirken 1 ve 2 olarak gosterilen yeterlilik diizeyleri “olumsuz”, 3 ve 4 olarak
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gosterilenler ise “olumlu” olarak kabul edilmistir. Boylelikle SPSS’de yapilan
ortalama analizi verilerinde 2,5’un dstiindeki degerler olumlu, altindaki
degerler olumsuz olarak yorumlanmistir. Buna gore, Dil Gelisim igerigi altinda
yer alan derslerden dil bilgisi iizerinde durulan dersler, dil becerileri iizerine
durulan derslerden daha az basarili olarak degerlendirilmistir. Dilbilim igerigi
g6z oniine alindiginda iki ders icin olumsuz ortalama degerler ¢ikmis ancak bu
boliimde yer alan Dil Edinimi dersi en basarili olarak diisiiniilen ders olmustur.
Edebiyat icgerigindeki tiim dersler ortalama agisindan olumlu olarak
degerlendirilse de bu grupta yer alan Kisa Oykii: Inceleme ve Ogretim adli ders
programdan c¢ikarilmis olmasina karsin en basarili ders olarak belirtilmistir.
YDE mezunlarimi meslege hazirlayan dersler olarak ikiye ayrilan mesleki
egitim derslerinin ilk grubunu olusturan Ingiliz Dili Egitimi Yontem dersleri
icerisinden en basari olarak goriilen dersler son sinifta yer alan staj ve okul
deneyimi dersleri olmustur. Katilimcilarin biiyiikk cogunlugu iiniversite
diizeyinde calistign icin Cocuklara Ingilizce Ogretimi dersi bu grup igin
nispeten diisiik bir ortalamaya sahip olmus ama bu ortalama Onceden
bahsedilen gruplarin yiiksek ortalamaya sahip ¢ogu derslerinden daha basarili
bulunmustur. Genel Egitim dersleri olarak gruplanan son boliimde ise en
basarili bulunan ders Sunif Yonetimi dersi olmustur. Ikinci anketin son
boliimiinii olusturan siralama oOlgegine gore katilimcilar YDE programinin 5
iceri8i arasindan yabanci dil 0gretmeninin sahip olmasi gereken yeterlilikleri
edinmelerine sagladig1 yarar bakimindan Ingiliz Dili Egitimi Yontem derslerini
ilk siraya, Genel Egitim derslerini ikinci siraya Dil Gelisim derslerini ii¢lincii
siraya yerlestirmiglerdir. Dilbilim ve Edebiyat icerikleri ise sonraki iki sirayi
paylagmislardir.

Calisma icin gerceklestirilen miilakat serisinden ilkini YDE mezunlari
ile yapilanlar olusturmaktadir. Bu grupta 11 goniilli YDE mezunu ile 30-45
dakikalik yar1 planli miilakat yapilmistir. Miilakata katilan mezunlar
meslekteki deneyimleri, calistiklari kurum ve Ogretmenligini yaptiklar
ogrencilerin  Ingilizce  seviyesi  acisindan  birbirlerinden  farklihik

gostermektedirler. Bu grubun miilakat analizlerine gore, katilimcilar bir
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yabanct dil Ogretmeninin sahip olmast gereken yeterlilikleri listelemeleri
istendiginde Ingiliz dili 6gretimini ilk siraya yerlestirirken, dil farkindalig, dil
bilgisi ve smif yonetimi gibi yeterlilikleri ilk sirada belirtmislerdir. Bu
yeterliliklerin, calisilan seviyeye, okula ya da yila gore degiskenlik gosterip
gostermedigi sorusuna ise cogunluk olumlu yanit vermis ancak farkl sekillerde
aciklama getirmiglerdir. Mezunlar kendilerini hem kuvvetli hem de zayif
hissettikleri yeterlilik alanlarindan bahsederken Ingiliz dili 6gretimi bilgisi,
materyal gelistirme ve uygulama, kisisel gelisim gibi alanlar1 giiclii olduklari
alanlarin en basina yazarken, simif yonetimi, dil farkindalig1 ve teorik bilgiyi
pratige uyarlama gibi yeterlilikleri zayif olduklart alanlar arasinda
gostermislerdir. Bununla birlikte, kendilerine ODTU YDE programinin
yeterliliklerini kazanmalarindaki etkileri soruldugunda kimi katilimcilar olumlu
yanit vererek etkinin hangi alanlarda oldugunu -ingiliz dili dgretimi bilgisi-
aciklamis, kimi katilimcilar ise olumsuz yanit vererek bunun kisisel 6zelliklere
bagli oldugunu belirtmislerdir. Tek tek YDE programi iceriklerini
degerlendirmeleri istendiginde, Dil Gelisim dersleri i¢indeki dil becerisini
gelistirmeye yonelik bazi derslerin katkisini dile getirirken bazi dersleri de — dil
bilgisi/ gramer agirlikli dersler basta olmak iizere- gerek icerik, gerek isleyis
gerekse ilintili olma agisindan elestirmislerdir. YDE programindaki Edebiyat
iceriginde yer alan dersler ise dil, 68retim yontemleri ve genel kiiltiir gelisimi
acisindan yararli bulunurken, bu derslerde edebiyat Ogretiminin yabanci dil
ogretiminde kullanilmas1 konusunun iizerinde durulmasi gerektigi ve derslerde
izlenen yontemlerin gelistirilmesi gerektigi belirtilmistir.  Uclincii olarak
Dilbilim ders icerikleri iizerine miilakat katilimcis1 YDE mezunlar1 bu derslerin
dil edinimi konusunda kendilerini bilgi sahibi yaptigin1 ve gramer anlatiminda
bir model olusturdugunu sodylerken mesleki egitim dersleri ile aralarinda bir
baglanti ve iletisim kurulmamasimmin ve pratife dokiilememesinin
olumsuzlularindan s6z etmislerdir. Mesleki egitim derslerine gelindiginde, her
ne kadar Ingiliz Dili Ogretim Yo6ntemlerinin kapsadig1 dersler sinif igi 6gretim
uygulamalari, sunulan 6gretim metot ve yaklasimlar1 agisindan etkili olarak

degerlendirilse de, bu grupta yer alan dersler icgeriklerinin birbiriyle fazlaca
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ortismesi, pratik calismalara yeterince zaman ayrilmamasi ve Ogretim
elemaninin deneyimsiz olmasi gibi nedenlerle elestirilmistir. Ayni sekilde
Genel Egitim dersleri de kullanilan 6l¢gme degerlendirme teknikleri, yerel
kiiltiirle ortiismeyen kaynak ve ornek kullanimi acilarindan elestirilmistir. Bu
bes ders iceriginin birbiriyle ve kapsadiklar1 derslerin kendi aralarinda bir
biitiinliikk icinde olmasi gerektigi belirtilirken, Ozellikle mesleki egitim
derslerini olusturan iki grubun —Ingiliz Dili Ogretimi ve Genel Egitim-
birbiriyle uyum icerisinde olmasi gerektigi ve bu dersleri veren boliimlerin
isbirligi yapmasi gerektigi belirtilmistir.

Calisma icin gergeklestirilen miilakat serisinden ikincisini YDE
mezunlarinin igverenleri ile yapilan miilakatlar olusturur. Bu grupta 8 sec¢ilmis
igveren ile 30-45 dakikalik yar1 planli miilakat yapilmistir. Miilakata katilan
secilmis isverenler meslekteki deneyimleri, c¢alistiklari kurumdaki gorevleri,
meslek alanlar1 ve bulunduklar1 kurumun niteligi agisindan birbirlerinden
farklilik gosterirler. Bu grubun miilakat analizlerine gore, tiim katilimcilarin
belirttigi bir yabanci dil Ogretmeninde aranan yeterlilikler, dil kullanma
becerisi ve dil 6gretim bilgisidir. Bunun yam sira katilimcilar gorev yaptiklar
kurumun niteliklerine gore farkli siif i¢i ve sinif dist niteliklerin dneminden
bahsetmislerdir. ODTU Yabanci Diller Egitimi programimin YDE mezunlarinin
bir yabanci dil 6gretmeninde aranan yeterlilikleri kazanmasinda etkili ve
onemli oldugu konusunda da aym goriiste olan sec¢ilmis isverenler, mezunlarin
en giiclii olduklar1 ve en zayif olduklart alanlar konusunda farkl fikirler ileri
siirmiislerdir. Ornegin, katilmcilarin yariya yakini mezunlarin dil kullanimi
konusundaki basarisindan s6z ederken diger yarisi aym yeterlilikte gelismeleri
gerektigini belirtmistir. YDE program igerikleri acisindan ise Ingiliz Dili
Ogretim Yontemleri ve Dil Becerisi grubunda yer alan derslerin digerlerine
gore daha onemli oldugunu belirtirken Edebiyat ve Dilbilim alanlarindaki
derslerin de cesitli etkilerine deginmislerdir. Son olarak, verdikleri Oneriler
arasinda Ogretmenlik uygulamasina, dil becerileri gelisimine ve dil

farkindaligina daha ¢ok 6nem verilmesi gerektigini belirtmislerdir.
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SONUC ve CIKARIMLAR

Bu calisma, YDE programi iiriiniinii degerlendirmeye ve bir durum
degerlendirmesi yapmaya yoneliktir. Buna gore sonuglar gostermistir ki, YDE
mezunlart her ne kadar doldurduklari ankette sahip olduklar1 yeterlilikler
konusunda olumlu goriislere sahip olsalar da, miilakatlarda gelisim ihtiyaci
duyduklar1 alanlar1 daha aciklikla dile getirmislerdir. Buna gore katilimci
mezunlarin bilyiik cogunlugu Ingilizce’ye egemen olma ve dil becerilerini
kapsayan yeterliliklerde gelismeye gereksinimleri oldugunu dile getirmislerdir.
Bu yeterliliklerdeki gelisme ihtiyacinin agikca dile getirilmesi, dil kullaniminin
Ingilizce oOgretimindeki o©ncelikli ve ©n kosul olusturan yeterlilik alani
olmasindan kaynaklanmis olabilir.

Katilime1 mezunlar her ne kadar kisisel gelisim, 6grencilerle iletisim ve
ogrenci gelisimine yonelik doniit verme gibi yeterlilik alanlarinda olumlu bir
algiya sahip olsalar da, oOl¢cme degerlendirme, simif yonetimi ve kaynak
kullanim1 gibi alanlarda gelisme ihtiyaci ortaya koymuslardir. Yeterliligin
algilamasindaki bu farkliligin sebebi sinif yonetimi ve ders anlatimi gibi
alanlarda olan basarisizligin diger alanlara da olumsuz etki etmesinden
kaynaklandig1 sdylenebilir.

Katilimcilar her ne kadar lisans egitimlerinin 6gretmen yeterliliklerini
kazanmalarindaki etkisinden ve eksikliginden ilk sirada bahsetseler de, farkli
okullarda gorev yapan mezunlar karsilastirmali olarak dikkate alindiginda
sonuclar degiskenlik gostermistir. Buna gore, O©zel okullarda c¢aligsan
katilimcilar, yeterliliklerin gelisiminde okul ortaminin ne kadar Onemli
olduguna deginirken, devlet okullarinda calisanlar, fiziksel kosullarin
yeterliliklerin kazanilmasindaki roliinden bahsetmislerdir. Bunun yani sira,
sinif yonetiminin, hem ilk iki yilinda olan hem de 06zel okulda calisan
katilimcilar tarafindan 6nemli bir yeterlilik alani olarak belirtilmis olmasi,
ogrenci profilinin 6gretmenlerin sahip oldugu yeterlilikleri algilayisinda ve

gelistirmelerindeki etkisini ortaya koymus olabilir.
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Ote yandan, devlet ilkdgretim ve orta 6gretim okullarinda calisan
katilimcilarin, materyal gelistirme ve uygulama gibi yeterliliklerin {izerinde
durmalar1 ve bu konunun sinif yonetimini etkiledigini belirtmeleri, farkli okul
tiplerinde farkli yeterliliklerin 6ncelik aldiginin belirtisi olabilir. Aym sekilde,
katilimci igverenlerle yapilan miilakatlar da farkli 6gretim kurumlarinda okulun
niteligine, imkanlarina, 6grencilerin dil seviyesine ve sosyal durumuna gore bir
yabanct dil o6gretmeninin sahip olmasi gereken yeterliliklerin degisiklik
gosterdigi ve/veya farkli oncelikler aldigi soylenebilir.

YDE mezunlart her ne kadar doldurduklar1 ankette YDE programini
olusturan degisik ders gruplar1 ve o gruplari olusturan dersler hakkinda genelde
olumlu goriislere sahip olsalar da, miilakatlarda ders gruplarinin ve gruplari
olusturan kimi derslerin gelistirilmesinde yarar oldugunu dile getirmislerdir.
Ayrica mesleki egitim dersleri Ogretmen adaylarina gerekli yeterlilikleri
kazandirmada ilk sirada yer alsa da, bu dersleri olugturan Ingilizce Dil Ogretim
ve Genel Egitim ders gruplarinin birbiriyle daha cok iletisim igerisinde
bulunmasi ve pratik ¢alismalara daha ¢ok zaman ayrilmasi bu dersler i¢in
Onerilenler arasinda gelmektedir. Buna ek olarak, Dil Gelisim derslerinin
Oonemi vurgulanmakla beraber bu derslerin islenisi, icerigi ve kapsami
konusundaki kaygilar da dile getirilmistir. Yukarida s6z edilen 3 grubun en ¢ok
katki saglayan ders gruplari olmasina ragmen en ¢ok Oneri getirilen gruplar
olmasinin nedeni bu derslerin bir Ingilizce 6gretmeninin sahip olmasi gereken
yeterlilikleri kazanmasinda oncelikli rol oynamasindan kaynaklanabilir. Ote
yandan, her ne kadar Dil Bilim ve Edebiyat dersleri diger {i¢ grup ders kadar
etkin bulunmasa da, bu durum bu iki ders grubunun programdan cikarilmasi
gerektigi gibi anlasilmamalidir. Aksine bu ders gruplarinin dgrencilerin kisisel
ve mesleki gelisimlerinde rol oynadiklar1 da c¢esitli mezun ve isveren
katilimcilar tarafindan belirtilmistir. Ancak bu iki grupta yer alan derslerin de
yine birbiri ve diger gruplarla iletisim icinde olmasi ve bu gruplarda yer alan
baz1 derslerin igerik, isleyis ve degerlendirme agisindan gozden gecirilmesi

gereklidir.
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Mezun miilakatlarinda goriilen bir baska konu da, kimi derslerin
iceriginin ve etkisinin dersi veren hocaya gore degistigidir. Her ne kadar bu
caligmanin amaci ders hocalarinin etkinligi hakkinda veri toplamak olmasa da,
miilakat  verilerinin  toplanmasi sirasinda  katilimcilar  bu  konudan
bahsetmislerdir. Ayn1 ders ve/veya ders grubu hakkinda hem olumlu hem
olumsuz goriislerin yer almasinin nedeni dersi veren ogretim gorevlilerinin
ders icerigi ve ders isleyisi tizerindeki etkilerinin bir sonucu olabilir.

Isveren miilakatlarinda her ne kadar program dersleri ve ders gruplari
konusunda detayli veriye ulasilmasa da, isverenlerin hemfikir oldugu konu
programin, derslerin ve ders gruplarinin yabanci dil 6gretmeni adaylarinin
yabanct dil gelisimine katkida bulunmasi ve onlara miimkiin oldugunca
uygulama deneyimi kazandirmasi olarak belirtilmistir. Bu sonug da, literatiirde
yer alan bir¢ok ¢alisma sonucuyla uyumludur.

Calisma sonunda su ¢ikarimlart yapmak miimkiindiir:

1. Hem litaratiirde 6gretmen yeterlilikleri hakkinda yapilan ¢calismalarda hem
de bu calismanin verilerinde goriilmiistiir ki, dil ve dil becerilerinin etkin
bir bicimde kullanilmasi yabanci dil 6gretmen adaylarinin ulagmasi
gereken oncelikli yeterliliktir. Bu nedenle, ODTU YDE programindaki
gerek Dil Gelisim dersleri gerekse diger ders gruplarinin, bu amaca hizmet
eder sekilde yeniden igerik ve isleyis anlaminda planlanmasi
gerekmektedir.

2. Edebiyat grubu iceriginde yer alan dersler, gerek icerik gerekse isleyis
anlaminda Edebiyat boliimlerinin programinda yer alan derslerden farkli
olmali ve Ogretmen adaylarinin sahip olmasi gereken yeterlilikleri
gelistirmeyi hedeflemelidir.

3. Dilbilim grubunda yer alan dersler, sadece teorik bilgi iizerine egilmek
yerine uygulama veren derslerle iletisim icerisinde olmali ve teorik
bilginin pratige uygulanmasi konusunu da kapsamalidir.

4. Ingiliz Dili Ogretimi derslerinde daha az dgrenci olmal1 ve bu derslerin

iceriginde gerek kiiglik, gerek genis capli uygulamalara agirlik
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verilmelidir. Bu grupta yer alan derslerin igerikleri gereksiz konu
tekrarinin 6nlenmesi agisindan yeniden belirlenmelidir.

5. Hem Ingiliz Dili Ogretimi hem de Genel Egitim ders gruplari icerisinde
yer alan dersler, ogretmen adaylarinin muhtemel calisma kurumlar1 ve
ortamlar1 hakkinda daha ¢ok bilgi vermeli, kullanilan kaynaklar yerel
Ingilizce 6gretimi ihtiyaclarina ve niteligine uygun olmalidir.

6. Hizmet 6ncesi 6gretmen egitiminde gorev yapan tiim 6gretim elemanlari
Ogretmen adaylar1 i¢in bir model olusturmaktadirlar, bu nedenle bu
boliimlere atanan Ogretim elemanlarinin- Ozellikle mesleki egitim
derslerini verenlerin- {iniversite disinda gercek sinif ortamlar1 hakkinda
birebir deneyimleri olmasinda fayda vardir. Ayrica gorev yapan tiim
hocalarin 6gretim yontemleri hakkinda bir programa katilmis olmalar1 da
yarar saglayacaktir.

7. Programda yer alan tiim derslerin hocalar1 kendi gruplar1 ve diger gruplarla
iletisim igerisinde bulunmalidir. Ayni iletisim programinin siirekli gelisimi
icin, program mezunlar1 ve mezun igverenleriyle de kurulmali, degisen
ihtiyaglar ve gelismeler dogrultusunda program devamli bir yenilenme

igerisinde bulunmalidir.

Bu calisma her ne kadar anket ve miilakat yontemleri ile veri toplama
tizerine kurulu olsa da, YDE mezunlarinin siniflarinda gozlem yapilmasi ve
onlarin 6grencileriyle goriisiilmesi sonucunda toplanacak verilerle daha farkl
sonuglara ulasilabilir. Ayrica katilimci mezun sayisinin daha yiiksek olmasi
ve/veya igverenlerin daha cesitli bolgelerden ve kurumlardan sec¢ilmesi de

farkli sonuclar dogurabilir.
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