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PROFESSIONAL LEARNING IN THE ELT PRACTICUM: CO-CONSTRUCTING
VISIONS®

A. Cendel KARAMAN?, Alev OZBILGIN-GEZGIN?, Aml RAKICIOGLU-SOYLEMEZ?, Betil EROZ*, Sumru
AKCANS®

ABSTRACT

This article reports the results of a teacher educator self-study exploring the dynamics of professional learning and mentoring
among university practicum supervisors, cooperating teachers, and prospective English teachers from four different settings
in Turkey. Bringing together five teacher educators with 12+ years of supervision experience, this study focused on the
improvement of the quality in practicum in English Language Teaching (ELT) teacher education programs in different cities.
Integrating the perspectives of cooperating teachers and student teachers, we found that there is a need for co-constructing
visions for professional learning early on in practicum among teacher educators and cooperating teachers. Our one-and-a-half
year-long collaborative inquiry revealed three themes related to the practicum: the need for improving communication
patterns among teacher educators and cooperating teachers; clarifying roles and visions for professional development of
student teachers; and the need for all practicum stakeholders to develop stronger professional enthusiasm and ownership of
ELT based on their professional identities.
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INGILIZ DILI EGIiTiMi OGRETMENLIK UYGULAMASINDA OGRENME
SURECLERI: BIRLIKTE GELISTIRILEN YAKLASIMLAR

oz

Bu caligsma, 6gretmenlik uygulamasinda gorev alan 6gretim elemanlarinin, 6gretmenlik uygulamasi okullarinda gérev yapan
danigman &gretmenlerin ve Ogretmen adaylarmmin mesleki 6grenme ve danisma etkilesimlerinin bireysel bakis agisi
araciligiyla degerlendirilmesini amaglamaktadir. Bu amagla, 12 yildan fazla danigmanlik deneyimi olan ve farkli sehirlerde
Ingilizce 6gretmeni yetistirme programlarinda goérev yapan Ogretmen yetistiriciler, ogretmenlik uygulamasi dersinin
iyilestirmesini amaglayarak bir araya gelmis ve deneyimlerini yansitmistir. Daha sonra 6gretmenlik uygulamas: siirecinde
danisman Ogretmen olarak gorev yapan hizmet igi 6gretmenlerin ve dgretmen adaylarinin goriisleri de alinmigtir. Bunlarin
sonucunda, 6gretim elemanlari ile okullardaki danigman dgretmenlerin, 6gretmenlik uygulamasinin planlanmast agamasindan
itibaren "birlikte gelistirilen yaklagimlar" olugturmasinin gerekliligi ortaya ¢ikmustir. Bir buguk yil siiren ortak ¢aligmaya
dayali olan bu aragtirmada, 6gretmenlik uygulamasina yonelik olarak ii¢ tema 6ne ¢ikmistir. Bu temalar, 6gretim elemanlari
ile danisman Ogretmenler arasindaki iletisim kaliplarmin gelistirilmesi, 6gretmen adaylarinin 6gretmenlik uygulamasi
siirecindeki rollerinin ve yaklagimlarinin belirginlestirilmesi ve tiim ogretmenlik uygulamasi paydaslarmimn Ingilizce
ogretmeye dayali mesleki kimliklerine iligkin giiclii profesyonel istek ve sahiplenme duygularini gelistirmelerinin gerekliligi
olarak gruplanmistir.

Anahtar Kelimeler: Hizmet oOncesi ogretmen egitimi, Ingilizce ogretmenligi, Ogretmenlik uygulamasi, Ogretmen
yetistiriciler, mesleki 6grenme, bireysel ¢alisma
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1. INTRODUCTION

In language teacher education programs, the practicum component is a core and essential element that facilitates
the professional learning of prospective teachers. The organization of the practicum in teacher education
programs may bring challenges to teacher educators since the practicum context differs from other program
courses in the sense that it is enacted by multiple stakeholders at different venues. It involves cooperation
between parties that do not necessarily share the same academic background, teaching philosophy, and teaching
styles. In this regard, teacher educators often find themselves having to establish rapport among all stakeholders
in the process, including the cooperating teachers and the student teachers.

In order to assure the smooth flow of the practicum, the practicum supervisors need to make sure both groups
know and fulfill their responsibilities to each other while establishing strong relationships with the student
teachers who trust them in being a role model and the cooperating teachers with whom they would like to have
continuous professional conduct. Maintaining harmony between the cooperating teachers and the student
teachers may become one of the main concerns for the practicum supervisors during mentor-mentee matchups
and even in the choice of cooperating school.

In the last couple of decades, approaches to supervision in teacher education involved a shift in the supervisor’s
role from that of an authority figure and educational expert to a more collaborative and reflective guide where
the supervisor encourages critical reflection and on-going self-evaluation of teaching practices (Bailey, 2006;
Wallace, 1991). Assuming the role of the collaborative and reflective supervisors, we identified a common need
in exploring our practicum contexts. Emerging from the tradition of self-study of practice in qualitative research
(Pinnegar & Hamilton, 2009), this multi-site study, we inquired about ways in which the relationship among the
stakeholders of practicum could be better understood and enhanced in a way that would make the process
effective and educative for all stakeholders.

As part of this project, five teacher educators from four different contexts in Turkey conducted a collaborative
research study in order to understand the dynamics of the interactions among the stakeholders of the practicum
(i.e., cooperating teachers, practicum supervisors, and student teachers) to enhance the quality of interactions by
exploring the practicum processes in four different ELT teacher education programs. By coming together and
working collaboratively as English language teacher educators, we aimed to deepen our understanding of each
other’s unique contextual concerns and to co-construct visions for professional learning in ELT.

2. LITERATURE REVIEW

In the current literature on teacher education, practicum has been defined by a number of studies as a reciprocal
relationship between a less-experienced individual and a more-experienced individual who share a consistent,
regular career context to learn and grow professionally (Haggard, Dougherty, Turban, & Wilbanks, 2011). As
this definition suggests, through these interactions every stakeholder is involved in professional learning and
developing processes throughout the practicum process. Although studies discuss the cooperating teachers’ role
as mentors (e.g., Kog, 2012; Russell & Russell, 2011) and focus on the mentoring relationships between the dyad
members of the practicum, the role that teacher educators as university supervisors play in the process and the
need for support and collaboration are considered as two important constructs that require attention (Burns,
Jacobs, & Yendol-Hoppey, 2016).

2. 1. Studies on the practicum relationship among the stakeholders

Studies that focus on the relationship between cooperating teachers and student teachers have investigated the
nature of feedback and type of advice provided by the cooperating teachers, and the difference these make in the
practicum experience of the student teachers (McGraw & Davis, 2017; Smith & Lewis, 2015). The cooperating
teachers in McGraw and Davis’s (2017) study in the Australian context used inquiry-oriented mentoring when
the feedback processes were interactive and constructive in a school setting. In inquiry-oriented professional
learning communities (PLCs), professionals meet regularly to examine and learn from their own practice by
means of structured dialogue and action research by determining an issue and systematically collecting and
analyzing data to gain insights into that phenomenon, improve teaching practice based on the results, and share
these with other professionals and trainees in professional development encounters (Dana & Yendol-Hoppey,
2008; Yendol-Hoppey, Dana, & Delane, 2009). Inquiry-oriented mentoring is defined as an “appropriate tool for
developing the knowledge, skills, and abilities of mentors who work with prospective teachers within the
professional development school” (Yendol-Hoppey, Dana, & Delane, 2009, p. 6). McGraw and Davis (2017)
report that mentors who work in school contexts where inquiry-oriented feedback is encouraged are more
knowledgeable and resourceful than those from instruction-oriented contexts and that they provide better
guidance for mentees.
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Similarly, Smith and Lewis (2015) suggest that facilitative, rather than directive, feedback leads to catalytic
interventions that enhance student teachers’ self-reflection and autonomous learning processes. Focusing on the
effective aspects of the practicum partnerships, some studies highlight the importance of understanding the roles
and expectations of both the student teachers and the cooperating teachers in this process (Russell & Russell,
2011), and some report frustration on both sides when their respective expectations are not met (e.g., lzadinia,
2015) during the cooperation period.

On the other hand, the professional learning processes of the teacher educators and the need for developing a
professional community for supervisors based on collaborative norms with an emic perspective of the teacher
educators' experiences is an important aspect of practicum (Levine, 2011). Thus, to help the teacher educators
improve the practices needed for practicum supervision, and based on the felt-need for providing a support
network throughout the process, the teacher educators of the present study aimed to identify and inquire into the
improvement of the quality in practicum in EFL teacher education programs by focusing on their practicum
involvements and share their experiences.

2. 2. Teacher educator self-study

Studies that take the practicum supervisors as their focus have examined the communication approaches of
practicum supervisors (e.g., Strieker et al., 2017); the student teachers’ expectations of the practicum supervisors
(e.g., Yuan & Hu, 2017); and the pedagogical effectiveness of the practicum supervisors and its effect on the
student teachers’ practicum experience (e.g., Bullock, 2012). Strieker et al. (2017), for example, report that the
collaborative and nondirective communication approaches of the practicum supervisors enhance the self-directed
and self-regulated professional learning of the student teachers. Parallel to these findings, Yuan and Hu’s (2017)
results indicate that according to student teachers and in-service teachers, the qualities of effective EFL teacher
educators include knowledge of the field, professional development efforts, and social/interpersonal awareness.
A self-study focusing on a practicum supervisor’s developing pedagogy as a supervisor of practicum, Bullock’s
(2012) project highlights the importance of studying one’s own assumptions about how student teachers (should)
learn and the impact of the quality of their relationships with the student teachers has on achieving their
principles of practice.

3. METHODOLOGY

3. 1. The need for research

As observed in the tradition of collaborative teacher inquiry, teacher educators have also increasingly generated
collaborative research projects that can help improve the effectiveness of teacher education programs, especially
the practicum components (Butler & Schnellert, 2012). As English language teacher educators, we have been
participating in annual meetings of English Language Teacher Education and Research (ELTER) which is a
teacher education research colloquium in Turkey. During a research group discussion in the ELTER 2016, the
researchers discovered that each of us would benefit from not only conducting self-study research on our own
work but also comparing practices from each practicum context. In this one-and-a-half-year long self-study
project, we aimed to identify and inquire into the professional development issues that emerged during
preservice teacher supervision work with cooperating teachers.

3. 2. Research design

This study was designed as a self-study of practice within the qualitative paradigm (Pinnegar & Hamilton, 2009).
With connections to several genres of research on teachers, teaching, and professional development (e.g., action
research, lesson study, and teacher research), language teacher educators’ self-studies could contribute to the
development of professional learning practices in teacher education contexts (Kitchen, 2009; Lassonde, Galman,
& Kosnik, 2009).

All research processes took place within our ongoing supervision work in 2016 and 2017. During this time, we
conducted self-studies in our EFL teacher education programs in four different settings. The collaborative
inquiry process allowed us to explore and discuss common concerns related to the professional development of
student teachers in each practicum context. For this purpose, we focused on the following research questions: (1)
What elements do the cooperating teachers and practicum supervisors attach importance to with regard to
professional development and roles in the practicum? (2) What characterizes the collaborative interactions
between the cooperating teachers and the practicum supervisors?
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3. 3. Four practicum contexts

The participating institutions for this inquiry were teacher education programs housed in the Faculties of
Education of four universities in Turkey and Northern Cyprus. Pseudonyms were used to identify each
institution. The number of undergraduate students enrolled in each program ranged, approximately, between 200
and 500. In these undergraduate ELT programs, student teachers were provided with a foundation in theoretical
and applied areas through courses in education, English linguistics and literature, teaching of grammar and the
four skills (reading, writing, speaking and listening), first and second language acquisition, teaching English to
young learners, materials development, syllabus design, language testing, and foreign language teaching
methodology to prepare them to teach English at primary, secondary and tertiary levels.

In their senior year, student teachers complete their teaching practice requirements by attending cooperating
schools for a total of 126 hours throughout a 28-week period, covering two school semesters. The practicum sites
are public and private K-12 schools in the city where the universities are located. At these cooperating schools,
student teachers are matched with mentor teachers whom they observe and assist. They also teach classes on
their own to receive feedback and evaluation from their cooperating teachers. The supervisors establish initial
connection and make practicum arrangements with cooperating schools. They also hold regular weekly seminars
on the university campuses during which they discuss pedagogical challenges student teachers may face during
the practicum. Table 1 presents the four research settings and participants.

Table 1.
Research Contexts

Cooperating schools  Cooperating teachers  Student teachers

Northern University 1 2 10
Western University 3 3 15
Eastern University 1 2 12
Southern University 3 9 9
Total 8 16 46

3. 4. Procedures

After coming together as a collaborative research group and generating research questions, each of us introduced
the aim and scope of this inquiry to student teachers and cooperating teachers in different contexts. Since all
research processes were framed as part of ongoing practicum work, student teachers and cooperating teachers
demonstrated willingness to express their views and contribute to the improvement of practicum processes.

We collected data for the study during 2016 and 2017 as part of the practicum courses. Our database consists of
(a) field notes of university supervisors during their classroom observations of student teachers, (b) reflections of
university supervisors on in-class group discussions with student teachers, (c) interviews with cooperating
teachers during the course of the practicum, (d) written teaching evaluation sheets completed by cooperating
teachers and university supervisors, and (e) the collection of documents such as student portfolio artefacts, self-
evaluation reports, and reflective journals.

3. 5. Data Analysis

Data analysis involved a qualitative analysis of all datasets gathered from the practicum contexts to uncover the
perspectives, expectations, and reflections of the stakeholders on the practicum experience. We utilized
descriptive coding of data and interpreted the emerging categories during multiple collaborative team meetings
(Saldafia, 2013). The confirmation of analytical processes continued on multiple online group discussions to
ensure confirmability and credibility (Miles & Huberman, 1994). The content analysis of data revealed three
main themes that represent the common areas of importance in our ELT practicum contexts: (1) communication
patterns in the practicum, (2) professional development, and (3) professional identities.

4. FINDINGS

First, in each context, in varying forms, the need for enhancing communication patterns in the practicum
emerged as a key theme. In particular, with reference to all stakeholders in the practicum, the continuity of the
communication in practicum processes was emphasized. In addition, in all contexts, we found that the need for
commitment to engage in ongoing communication and being open to criticism were noted as crucial. With regard
to professional development, key areas of emphasis in the contexts of the participants conveyed different visions
and processes of learning. Other areas of emphasis in our practicum contexts were the construction of
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professional identities which involved stakeholder perceptions of becoming a teacher, a mentor, and a
supervisor. Figure 1 presents these themes and their linkages.

Figure 1. A relational map of themes

4. 1. Communication Patterns in the Practicum

As language teacher educators, we value reflective practice engagement as a core component of the practicum
experience for all stakeholders. In our collaborative inquiry, initially, we reflected on our interaction patterns
with the mentor teachers with the goal of deepening our understanding of ways (e.g., Santoli & Martin, 2012) in
which we could improve professional learning processes of teacher candidates. Throughout the collaborative
teacher research endeavor, we regularly reflected on our ongoing language teacher supervision processes. This
inquiry allowed for a thorough exploration of the nature of interactions with mentor teachers and the ways in
which we could improve supervision. During the supervision of preservice English language teachers in the
cooperating schools, several common communication-related challenges emerged.

4. 1. 1. The need for regular communication between stakeholders

A key theme that emerged in the reflections of teacher educators, as a result, was the criticality of the frequency
of meetings. The cooperating teachers and supervisors underscored how through regular ongoing conversations,
we were able to promptly address emergent needs among student teachers and seek improvements in the ways
we provided feedback. In their focus group interview, two cooperating teachers pointed out their expectations
from the supervisor in the following way. First Aysel comments:

All student teachers have their personal characteristics and a background at the university. As
their supervisors, you know them, but we do not. We feel that if we get to know them more, we
will be able to help them more. (Aysel)

And the other teacher, Feyza, adds:

So, it is important that we are in close contact and dialogue with you [the supervisor]. It is
important that we establish a dialogue with you; you are from Southern University. We care
about what you will say and your perspective [in approaching the student teachers]. (Feyza)

Biweekly site visits by the supervisor also enhanced the social relationship and academic exchanges. This, in
turn, facilitated the collaboration between the cooperating school and the university, as the Northern University
Supervisor (Nus) suggests:

Although practicum supervision is considered as additional to on-campus courses that we offer,
it requires meticulous planning and allocation of time. Being in constant contact with the
cooperating teachers in addition to the school administration creates the necessary professional
context for an effective practicum experience. (Nus)

4. 1. 2. The need for open communication between stakeholders

Another key theme that relates to the quality of supervision of the practicum process was the emphasis placed on
the nature of the interaction between the supervisor, student teachers, and the cooperating teachers. The
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interaction between the supervisor and the cooperating teachers while communicating with the student teachers
could be characterized as constructive, guiding, nurturing and supportive (O'Brian, Stoner, Appel, & House,
2007). Similarly, the supervisors and cooperating teachers need to have a dialogical, respectful and ongoing
communication focused on the wellbeing and development of the student teachers. Given the varying needs,
goals and personal characteristics of each preservice teacher, the dialogue between the practicum supervisor and
the cooperating teacher has to take into consideration the situational and contextual differences that influence the
developmental processes in practicum. In one of the focus interviews upon hearing the supervisor’s concern on
the fact that cooperating teachers spend a lot of time by talking to student teachers and the supervisor only during
their breaks, one cooperating teacher noted that they were ready to devote this time for the good of student
teachers and their particular needs. She said:

Actually, we can meet regularly but also involving the student teacher into this dialog will be
better. Maybe it should be compulsory for them for every two weeks—40 minutes. That way
we can talk about student teachers’ particular teaching needs. And also, they can see our [the
supervisor’s and mentor teacher’s] interaction [on particular issues]. (Aysel)

Another cooperating teacher from another school in the same district commented on the nature of collaboration
among supervisors and cooperating teachers and how important it is for the student teachers to witness this
collaboration:

When | was a student teacher, | observed teachers in their collaboration and in interaction with
each other. And in time | found myself doing what they were doing. This learning is
fundamental, and also this transformation is important. Maybe you should conduct longitudinal
research on this. (Sezgi)

Hence, it became clear that dialogical interactions were crucial in the conduct of practicum supervision.

4. 1. 3. The need for commitment to engage in reflective interactions

A common area of importance highlighted in all four practicum contexts was the need for cooperating teachers
and practicum supervisors to commit to engaging in reflective interactions throughout the practicum period.
Despite the challenges linked to heavy workloads, cooperating teachers expressed an interest in deepening the
reflective conversations. The cooperating teachers emphasized how they appreciated the close connection with
the supervisor while overseeing the work of student teachers. Even though cooperating teachers were always
very busy, they were glad to have practicum supervisors to have ongoing conversations and reflections on the
progress of teacher candidates. A cooperating teacher described what happens when cooperating teachers meet
with and talk to practicum supervisors as follows:

Whenever we [referring to other cooperating teachers at the school] have the opportunity to see
you in our school in person, we have the chance to find answers to our questions [on practicum
applications, mentoring practices, how to fill out evaluation forms]. Due to the workload in the
school, sometimes it would be difficult to consider the probable solutions to the problems
[faced during the practicum. (Ayse)

Such interaction patterns require the commitment of supervisors and teachers to regularly do site visits and
allocate time for reflective conversations on the practicum processes. The need for such reflective conversations
is widely discussed in the literature. For example, in one study (Akcan & Tatar, 2010) exploring the nature of
feedback given to teacher candidates, the practicum supervisor regularly visited the school, and during one such
visit, she asked the teacher candidate:

Supervisor: Why did you write the questions on the board rather than just asking the learners to
complete a story?

Teacher Candidate: | asked the students to write a paragraph. First, | gave them the questions.
If | did not do this, they would be confused. In order to prevent confusion, | gave them the
questions. It is a classroom management tactic.

Supervisor: So, this strategy worked well for you.

Teacher Candidate: Yeah, actually Mrs. Sari (the cooperating teacher) was using this a lot in
the class.

Asking a “Why’ question, the supervisor encouraged the teacher candidate to reflect on her teaching and increase
the candidate’s awareness of her own teaching.
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For reflective interactions to emerge, regular contact and discussions on pedagogical practices are needed.
Interactions like this are common during school visits by supervisors. Regular on-site conversations allow for
focus on both micro (in-class pedagogy) and macro (issues involving the school system) contextual issues.

4. 2. Professional development in practicum

Another theme that characterized our collaborative interactions was the efforts towards reaching an agreement
with regard to the need for co-constructing visions for professional development in the student teaching field
experience. This also included our ongoing comparisons of visions for language teacher identity.

As we explored each context, we compared how visions for professional development were uniquely constructed
by cooperating teachers, student teachers, and ourselves. For instance, initially, as teacher educators, each of us
described our approaches to supervision and the influences that shape our supervision choices. This initial
comparison did not reveal any significant divergences. Among the sources of influence mentioned were: clinical,
collaborative, developmental, and reflective frameworks for supervision (Gebhard, 2009; Pajak, 2003). It was
through this process of co-inquiring that we were able to rethink our supervision work as we reflected on our
work with mentor teachers. Thus, the practicum functions as a venue for supporting the professional
development of cooperating teachers and teacher educators as well. Through the process of working with student
teachers, cooperating teachers also construct new pedagogical content knowledge. During each school visit, the
supervisors also reflect on their own pedagogical knowledge. In sum, all stakeholders in the practicum contexts
dynamically navigate the professional learning opportunities emerging in their practicum communities.

4. 3. Professional identities in the practicum

The cooperating teachers and the practicum supervisors also reflected on their perceived roles in the practicum
experience, which were determined by the professional learning needs of the student teachers. Considering the
mentoring behaviors and the professional learning instances during the mentoring practices, each stakeholders’
role in the practicum emerged as important constructs to be examined (Ragins, 2012).

4. 3. 1. The need for understanding the roles of a mentor

The primary role enacted by cooperating teachers was related to being a pedagogical mentor. In all contexts,
cooperating teachers found mentoring as a demanding but rewarding relationship. For Ayse, one of the
cooperating teachers, this involved a vision for ongoing development and feedback. She stated:

After completing the practicum, student teachers will find their own ways of teaching English
in their own classes... As a mentor, | try to show them the right way, guide them by making
recommendations on the problems that | observe in their teaching practices, implementations of
the lesson plans prepared by them. (Ayse)

For the cooperating teachers, overseeing the work of student teachers adds additional roles. In the interviews, the
cooperating teachers often discussed the constraints at their school settings related to hosting multiple student
teachers as part of the practicum. Requirements of the National Ministry of Education also lead cooperating
teachers to process several forms for the assessment of English teacher candidates. These include formative
teaching evaluations, tracking teacher candidates’ attendance, and a summative evaluation uploaded to the
Ministry of Education’s preservice teacher evaluation system online. Navigating these roles and responsibilities,
cooperating teachers often reported difficulties in completing each task. One cooperating teacher stated:

There are too many student teachers in the classroom, and | have a lot of paperwork to
complete. | can hardly find time to observe all of them thoroughly. (Seda)

It is noteworthy that the cooperating teachers’ concerns are often about extrinsic factors like having student
teachers in the classrooms and their reflections on their role in establishing a rapport among the student teachers
and the students. This could be due to the cooperating teachers’ inexperience as mentors, not being aware of
their role as a mentor, not receiving mentoring training, and not being aware of the mentoring tasks required
during the practicum (Gareis & Grant, 2014).

4. 3. 2. The need for understanding the roles of a supervisor

Another area of emphasis related to professional identities was the various roles assumed by the supervisors
during the practicum. In an attempt to cater to multiple needs that arose for each context, such as university-
based classroom tasks and assignments; requests from cooperating teachers and school districts; and inquiries of
student teachers related to their pedagogical content knowledge construction, we perform a plethora of functions
in the supervision process.

288



A. Cendel KARAMAN, Alev OZBILGIN-GEZGIN, Anil RAKICIOGLU-SOYLEMEZ, Betil EROZ, Sumru AKCAN

In this regard, one of the practicum supervisors noted how she discovered the different roles she performs. This
practicum supervisor from Northern University stated:

Throughout the semester | realized that | am not just a supervisor, monitoring and evaluating
the process, but | am also a mentor. Additionally, just as student teachers need guidance, it is
necessary to remind the cooperating teachers of their responsibilities as well. (Nur)

As practicum supervisors, we were concerned about establishing an environment in which the student teachers
reflected on their teaching and effectively worked with the cooperating teachers. During the post-observation
feedback sessions between the supervisors and student teachers, it was evident that creating an interactive and
dialogic environment was crucial.

5. DISCUSSION AND CONCLUSION

In this long-term, collaborative teacher educator self-study, we arrived to the conclusion that the practicum has
the potential to provide a multi-directional, productive, professional learning environment for all stakeholders
(Betteney, Barnard, & Lambirth, 2018; Heggen, Raaen, & Thorsen, 2018). In order for this learning to take
place, committing to ongoing, constructive and open dialogue among all parties is essential. This multi-
directional, reciprocal professional learning process is dynamic, rather than static. Our study also revealed the
importance of careful mentor selection, preparation and support as the experience and attitude of the cooperating
teachers determine the effective conduct of the practicum process (Betteney et al., 2018; Gareis & Grant, 2014;
Haggard et al., 2011; Kog, 2012). Despite heavy workload and high number of teaching hours which make it a
burden for mentors to engage in sustainable professional development endeavors, continuous and inquiry-based
professional learning opportunities would benefit both mentors and student teachers in practicum.

Post-method pedagogies should be sensitive to the ‘local, individual, institutional, social and cultural context’ in
which classrooms operate (Kumaravadivelu, 2003, p. 544). Therefore, further studies can be conducted which
investigate the reflection of the personal teaching styles and cultural beliefs of student teachers in their contexts.
Additionally, subsequent research could examine how certain ways of collaborative inquiry are associated with
observable in-class teaching practices of the cooperating and student teachers in addition to the impact on
supervisory practices of the teacher educators. Recognition of the socially and culturally situated nature of
teaching will increase understanding towards the diverse nature of language teaching/learning processes.

Teacher education programs could play a significant role in supporting the role of cooperating teachers as
teacher educators who are more aware of reflective teaching practices. Reflecting together with a cooperating
teacher as a mentor will encourage the student teachers to examine their teaching practices. As Orland-Barak
(2001) pointed out, mentor teachers need to be informed carefully about how to communicate with student
teachers more interactively. Thus, regular meetings in constructing tripartite dialogue among the stakeholders
(e.g., Mtika, Robson, & Fitzpatrick, 2014) and opportunities for providing official mentoring training (e.g.,
Sayeski & Paulsen, 2012) for the stakeholders specifically for practicum applications could be organized.

5. 1. Limitations of the study

While we benefited from the multiplicity of contextual perspectives brought from each of our settings in this
study, each researcher could not visit each context and exchange experiences related to the supervision of
practicum. Data sources were gathered during collaborative group meetings. Further research on building a
professional community for supervisors can incorporate site visits by each researcher.
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GENIS OZET

1. Giris

Bu caligma, Ingilizce &gretmenligi programlarinda Ogretmenlik Uygulamasi dersinde gorev alan Ogretim
elemanlarinin, 6gretmenlik uygulamasi okullarinda goérev yapan danisman Ogretmenlerin ve Ogretmen
adaylarinin mesleki 6grenme ve danigma etkilesimlerinin 6gretim elemanlarinin bireysel bakis agist araciligiyla
degerlendirilmesini amaglamaktadir.

Ogretmen egitim programlarinda yer alan Ogretmenlik Uygulamasi dersinin organizasyonu, siirecin
danigmanhigim yiiriiten 6gretim elemanlarina siiregteki diger iki paydagla - danigman 6gretmenler ve 6gretmen
adaylar1 - ilgili olarak zorlu deneyimler yasatabilir. Ogretmenlik Uygulamasi dersinin sorunsuz bir sekilde
akigin1 saglamak igin, Ogretim elemanlarinin bu siiregteki paydaglarin birbirleriyle olan sorumluluklarini
bilmelerini ve yerine getirmeleri i¢in gerekli ortami saglamasi, rol model olmalari i¢in kendilerine giivenen
Ogretmen adaylariyla giiglii iliskiler kurmalari gerekmektedir. Danisman Ogretmenlerle mesleki dayanisma
icinde olarak Ogretmen adaylar1 ve danigman oOgretmenler arasindaki uyumu siirdiirmek, danigman geri
bildirimlerinin saglanmas1 ve hatta isbirligi yapan okulun secimi, Ogretim elemanlarmin Ogretmenlik
Uygulamasi dersinin diizenlenmesinde temel kaygilardan bazilari olarak siralanabilir.

Ogretim elemanlarinin  bireysel ¢alismalarinin  degerlendirildigi bu ¢ok alanli calismada, Ogretmenlik
Uygulamasi dersinin paydaslari arasindaki iligkinin, siireci tim paydaslar i¢in etkili ve egitici hale getirecek
sekilde daha iyi anlayip gelistirilebilecegi olasiliklar sorgulanmigtir. Bu projenin bir parcasi olarak, Tiirkiye'de
dort farkli baglamdan bes dgretim elemani, Ogretmenlik Uygulamasi dersinin paydaslari (okullardaki danigman
o0gretmenler, 6gretmen adaylar1 ve dgretim elemanlar1) arasindaki etkilesimlerin dinamiklerini gelistirmek igin
isbirlikli bir arastirma calismasi yiiriitmiistiir. Bu nedenle dort farkli Ingilizce Ogretmenligi 6gretmen egitimi
programinda gorev yapan Ogretim elemanlari, 6gretmenlik uygulamasi siireclerini inceleyerek etkilesim
kalitesinin artirilmast amactyla bir araya gelerek ve isbirligi yaparak, mevcut Ogretmen yetistirme
programlarinda bulunan 6zgiin baglamsal kaygilart anlamayr ve mesleki 6grenim icin tiim paydaslarin
etkilesimlerini inceleyerek derinlemesine bir bakis agis1 gelistirmeyi hedeflemistir.

2. Yontem

Ilgili alanyazinda belirtildigi gibi, 6gretim elemanlari, 6gretmen egitimi programlarinin, 6zellikle de uygulamaya
yonelik bilesenlerin etkinligini gelistirmeye yardimcr olabilecek isbirlikli arastirma projelerine onem
verdiklerinde, dgretmen egitimi programlarinin etkililigini de arttirmustir (Butler ve Schnellert, 2012). Ingilizce
dgretmeni yetistiricileri olarak, Tiirkiye'de 6gretmen egitimi arastirma platformu olan Ingilizce Ogretmenligi ve
Aragtirma (ELTER) olusumunun katilimeilari olan 6gretim elemanlarindan olusan aragtirmact grubu, yillik
olarak diizenlenen toplantilara aktif olarak her sene katilmaktadir. Arastirmada gorev alan dgretim elemanlari,
ELTER 2016'daki bir arastirma grubu tartigmasinda, her bir dgretim elemaninin 6gretmenlik uygulamasinda
gorevli oldugunu ve kendi calismalar ile ilgili sadece bireysel aragtirma yapmakla kalmayip, ayn1 zamanda
ogretmenlik uygulamasinin her bir uygulama baglamindaki paydaslarin etkilesimlerinin karsilagtirmasindan da
faydalamlacagini kesfetmislerdir. Ogretim elemanlari, bir bucuk yillik bireysel olarak vyiiriitiilen arastirma
projesinde, danigsman &gretmenler ve 6gretmen adaylarinin katilimiyla ortaya ¢ikan mesleki gelisim konularint
belirleyip bu arastirmay1 planlamiglardir.

Arastirmada nitel arastirma yontemlerini kullanan dogal bir arastirma tasarimi uygulanmstir. Ogretmenler,
ogretim ve mesleki gelisim ile ilgili ¢esitli arastirma tiirleriyle (6rnegin, eylem arastirmasi, ders i¢i aragtirmalar
ve Ogretmen arastirmasi) baglanti kurarak, dil 6gretmeni egitimcilerinin bireysel ¢aligmalarinin da Ggretmen
egitimi baglaminda mesleki 6grenme uygulamalarinin gelistirilmesine katkida bulunabilecegi ileri siiriilmiistiir.
(Kitchen, 2009; Lassonde, Galman ve Kosnik, 2009; Pinnegar ve Hamilton, 2009).

Bu aragtirmanin tiim siiregleri 2016 ve 2017 akademik yillarinda devam eden 6gretmenlik uygulamasi siirecinde
gerceklestirilmistir. Bu siire zarfinda 6gretim elemanlar1 6gretmenlik uygulamasi danismanlar1 olarak dort farkl
deseni, isbirlikli sorgulama siirecinde, her bir 6gretmenlik uygulamasi baglaminda 6gretmen adaylarinin mesleki
gelisimi ile ilgili ortak endiselerin aragtirtlmasina ve tartigilarak ele alinmasina olanak saglamistir. Bu amagcla,
asagidaki arastirma sorularina odaklanilmstir: (1) Ogretmenlik uygulamasinda etkilesimde bulunan danisman
O0gretmenler ve 6gretim elemanlart i¢in mesleki gelisim ve 6grenme siirecindeki rolleri agisindan énem tagiyan
unsurlar nelerdir? (2) Ogretmenlik uygulamasinda isbirligi yapan danisman 6gretmenler ve dgretim elemanlari
arasindaki isbirlikli etkilesimler nasil tanimlanabilir?
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Bu aragtirmaya katilan kurumlar, Tiirkiye ve Kuzey Kibris'taki dort tiniversitenin egitim fakiiltelerinde yer alan
Ingilizce 6gretmenligi programlartydi. Her bir programa kayitli lisans dgrencilerinin sayisi, yaklagik 200 ile 500
arasindadir. Bahsi gecen lisans programlarinda, ingilizce dilbilim, Ingiliz dili ve edebiyati, dilbilgisi ve dort
becerinin dgretimi, birinci ve ikinci dil edinimi, ¢cocuklara yabanci dil 6gretimi, materyal gelistirme, egitim
programi tasarimi, dil sinavi hazirlama ve yabanci dil 6gretim metodolojisi gibi alan derslerine yer verilmektedir.

Ingilizce Ogretmenligi lisans programlarinda 6gretmen adaylar1 son simifa geldiginde, iki akademik dénemi
kapsayan 28 haftalik bir siire boyunca toplam 126 saat isbirligi yapan okullara giderek Ogretmenlik
uygulamalarmi tamamlarlar. Ogretmenlik uygulamasi okullari, iiniversitelerin bulundugu sehirde bulunan kamu
ve Ozel okullara ait ilk ve orta dereceli egitim kurumlaridir. Bu igbirligi yapan okullarda, gretmen adaylar
donem boyunca gdzlem yapacaklart damigman Ogretmenler ile eslestirilebilirler. Ayrica, 6gretmen adaylar
bireysel olarak hazirlayip uyguladiklar1 6gretim planlart hakkinda damigsman 6gretmenlerden geri bildirim ve
degerlendirme alirlar. Bu baglamda &gretim elemanlar ilk baglantiyr kurar ve isbirligi okullart ile goriismeler
yaparak gerekli dgretmenlik uygulamas: diizenlemelerini yapar. Ogretim elemanlar1, danisman dgretmenlerin
gorev yaptiklar1 okullardaki uygulamalarin diizenlenmesine ek olarak {iniversite kampiislerinde diizenli olarak
haftalik seminerler diizenler. Bu seminerlerde genellikle 6gretmen adaylarinin 6gretmenlik uygulamasi siirecinde
karsilagtiklar1 pedagojik zorluklar tartigilir.

3. Bulgular, Tartisma ve Sonuclar

Arastirmanin bulgularina goére, Ogretim elemanlart ile okullardaki danmigman Ogretmenlerin, 6gretmenlik
uygulamasinin planlanmasi asamasindan itibaren Ogretim elemanlarinin "birlikte gelistirilen yaklagimlar"
olusturmasinin gerekliligi ortaya ¢ikmistir. Bir buguk yil siiren ortak calismaya dayali olan bu arastirmada,
ogretmenlik uygulamasina yonelik olarak ti¢ tema one ¢ikmistir. Bu temalar, 6gretim elemanlar ile danisman
ogretmenler arasindaki iletisim kaliplarmin gelistirilmesi, &gretmen adaylarinin 6gretmenlik uygulamasi
stirecindeki rollerinin ve yaklagimlarinin belirginlestirilmesi ve tim Ogretmenlik uygulamasi paydaslarinin
Ingilizce 6gretmeye yonelik mesleki kimliklerine iliskin giiglii profesyonel istek ve sahiplenme duygularini
gelistirmelerinin gerekliligi olarak gruplanmustir.

Bu uzun siireli, 6gretim elemanlarmin bireysel ¢alismasinin degerlendirildigi isbirlikli ¢caligmada, 6gretmenlik
uygulamasinin tim paydaslar i¢in ¢cok yonli, iiretken ve profesyonel bir 6grenme ortami saglama potansiyeline
sahip oldugu sonucuna varilmistir. Bu mesleki 6grenmenin gerceklesebilmesi igin, tim paydaslar arasinda
devam eden, yapici ve acik diyaloga odaklanilmasi i¢in istekli olma ve mesleki baglilik gerekmektedir. Bu ¢ok
yonli, karsilikli profesyonel 6grenme siireci statik olmaktan ¢ok dinamiktir. Bu ¢alisma ayni1 zamanda, danigsman
ogretmenlerin deneyim ve tutumlarinin, uygulama siirecinin etkili uygulanabilmesinde belirleyici rol oynadigint,
dikkatli danigsman se¢iminin, hazirh@m ve mesleki destegin 6nemini ortaya koymustur. Siirekli ve sorgulamaya
dayali mesleki 6grenme firsatlari hem danigsman 6gretmenler hem de 6gretmen adaylari i¢in faydali olacaktir.

Aragtirmanin  sinirhiliklart olarak, g¢alisma siirecinde her bir arastirmacinin, ortaya koydugu baglamsal
perspektiflerden ¢ok yararlanirken, arastirmacilar her bir baglamu ziyaret etmemistir ve Ogretmenlik
Uygulamasinin dersinin denetimi ile ilgili birebir deneyim aligverisinde bulunmamustir. Veri kaynaklarinin
paylasilmasi ile olusturulan isbirligi, ELTER grup toplantilar1 sirasinda saglanmistir. Dolayisiyla yurt iginde
farkli 6gretmen yetistirme programlarinin da katilimi ile daha genis platformlara ulasilabilecegi géz Oniinde
bulundurulmalidir.

Yontem sonrasi pedagoji, bir sinifin faaliyet gosterdigi "yerel, bireysel, kurumsal, sosyal ve kiiltiirel baglama"
duyarlhidir (Kumaravadivelu, 2003, s. 544). Bu nedenle, 6gretmen adaylarinin kigisel 6gretim stilleri ve baglam
odakli kiiltiirel inanglarinin kendi uygulamalarindaki yansimalarini arastiran ¢aligmalar yapilabilir. Ek olarak,
ilerleyen zamanlarda gerceklestirilecek c¢alismalarda, isbirligi yapan danigsman Ogretmenlerin Ggretmen
adaylariyla etkilesimlerinin gozlemlendigi, siif i¢i 6gretim uygulamalarnin incelendigi, karsilastirildigr ve
paydaglar arasinda nasil iligkilendirildigi de incelenebilir.

Ogretmen egitim programlari, 6gretmen adaylarinin yansitic1 6gretim uygulamalarmin farkindaliginda énemli bir
rol oynayabilir. Orland-Barak'in (2001) belirttigi gibi, damisman Ggretmenler, 6gretmen adaylariyla daha
etkilesimli iletisim kurma konusunda dikkatli bir sekilde bilgilendirilmelidir. Boylece, paydaslar igin 6zel olarak
¢ tarafli diyalogun olusturulmasinda diizenli toplantilar (6r., Mtika ve digerleri, 2014) ve dgretmen yetistirme
programlarinda gorev alan 6gretim elemanlarinin da katildigi resmi damigmanlik egitimleri (6rnegin, Sayeski ve
Paulsen, 2012) organize edilebilir.
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