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In-service training (INSET), as one of CPD activities, is an indispensable part of
any organized effort to enhance language teachers’ field knowledge as well as their
practical skills. However, there are still concerns regarding the effectiveness and
sufficiency of INSET programs in Turkey. One of the reasons for any possible
inefficiency might be the abundance rather than scarcity in quantity, where content
has long been repetitive around similar and currently monotonous topics with
limited quality. Therefore, more data-driven research that investigates language
teachers’ actual needs and views on in-service training should be conducted in
different contexts. Thus, the present study aims to investigate INSET needs and
views of 249 private school teachers working at different campuses of the same
institution. Designed as a mixed methods research, quantitative data was collected
via a questionnaire developed by the researchers which is then followed by focus
group interviews of 20 head teachers and team leaders from the same institution.
The findings suggest characteristics of a good INSET by underlining teachers’
needs in a training program with implications for teacher trainers and policy
makers.
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Siirekli mesleki gelisim c¢alismalar1  kapsamindaki hizmet i¢i egitimler,
O6gretmenlerin hem alan bilgilerini gelistirmede hem de pratik becerilerini
ilerletmede vazgecilmezdir. Ancak, Tirkiye’de yiiriitiilen hizmet igi egitimlerin
etkinligi ve yeterliligi ile ilgili ¢esitli kaygilar dile getirilmektedir. Bu diisiincelerin
temelinde hizmet i¢i egitimlerin sayica azlig1 degil, aksine benzer ve sikici konular
iizerinde ¢okga ve tekrar tekrar yapilan diisiik kalitedeki egitimler yatmaktadir. Bu
nedenle, farkli baglamlarda 6gretmenlerin hizmet i¢i egitimlere yonelik goriislerini
ve ihtiyaglarini arastiran veriye dayali daha fazla ¢aligmanin yiiriitiilmesine ihtiyag
vardir. Bu kapsamda mevcut ¢alisma, Tiirkiye’de bir 6zel okul zincirinin farkls
kampiislerinde galigan 249 Ingilizce dgretmeninin hizmet ici egitimlere ydnelik
goriis ve ihtiyaglarmi arastirmaktadir. Karma yontem g¢alismasi olarak tasarlanmig
bu ¢alismada, nicel veriler aragtirmacilar tarafindan gelistirilen bir anket yoluyla
toplanmigtir. Bu veriler, ayn1 okul zincirinde goérev yapan 20 ziimre baskani ile
yiriitiilen odak grup goriismeleri vasitasiyla toplanan nitel verilerle desteklenmistir.
Bulgular, Ingilizce 6gretmenlerinin iyi planlanmis hizmet ici egitimlerin tasidig
ozellikler hakkindaki goriislerini ve hizmet igi egitimlere yonelik ihtiyaglarini ortaya
koymakla beraber hem planlayicilar hem de 6gretmen egiticilerine yonelik sonug ve
oneriler sunmaktadir.
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Introduction

The broad concept of professional development for teachers connotes a continuous process that begins with
pre-service education at the educational faculties and extends primarily into novice years and subsequently to more
experienced phases of teaching careers. From this perspective, continuing professional development (CPD) for
teachers is an endeavor that emphasizes a career-long development and improvement. Especially upon graduation,
CPD can be perceived as a paradigm where teachers play an active role in improving their instruction not only
through learning from their own experiences by means of reflective practice, but also through attending further
training activities according to their perceived needs and challenges. In this respect, the latter, namely in-service
training (INSET), is theoretically an invaluable asset for teachers in CPD efforts. INSET is essential mostly
because theory-based courses in the pre-service period usually fall short in reflecting the complicated nature of
instruction that awaits the teachers in actual classrooms. Naturally, teachers become more aware of their own
context-specific professional needs during the in-service period. Therefore, as an indispensable part of CPD,
INSET contributes to teachers’ professional development attempts not only in improving their instructional skills,
but also in keeping them up-to-date in terms of field and methodological knowledge (Cimer, Cakir & Cimer, 2010;
Saiti & Saitis, 2006; Sokel, 2019).

INSET programs aim to serve multiple significant purposes under CPD framework. One of the primary goals
of INSET is to increase the quality of instruction by improving teachers’ knowledge, sharpening their skills
(Hustler, McNamara, Jarvis, Londra & Campbell, 2003), developing positive attitudes (Bolam, 1982; Joyce &
Showers, 2002) and increasing their ability to change (Fullan, 2001). By participating in INSET programs, teachers
may enrich their instructional repertoire, which is then expected to transform into enduring educational and
professional advantages (Hayes, 1995; Richards & Farrell, 2005). Other targeted benefits of INSET might include
establishing a reflective mindset, engaging in collaborative learning with other colleagues and refreshing
professional motivation. Eventually, majority of INSET efforts aim at accomplishing improved instructional
performance with an ultimate purpose of achieving better education.

The perception that INSET should play numerous crucial roles in the educational realm has caused researchers
to verify this notion through empirical studies. Although many studies have reported positive impact of INSET
both on teachers and eventually on students (Gibbs & Coffey 2004; Grieve & McGinley 2010; Rajabi, Kiany &
Maftoon, 2012), some researchers have concluded that INSET programs can demonstrate ineffectiveness, which
may hamper their potential to produce intended outcomes (Atay 2008, Emery, 2012; Hamid 2010; Kennedy 2016).
In other words, some INSET activities prove to be inefficient due to certain reasons. One of the reasons might be
the narrow approach in the preparation phase of trainings, during which teachers’ views and actual needs are
neglected. This may cause a serious inconsistency between teachers’ expectations from INSET and program
objectives (Emery, 2012; Yan, 2005). Therefore, more data-driven research that investigates language teachers’
actual needs and views on in-service training should be conducted in different contexts. The present study takes
this necessity as its primary motive with the premise that exploring language teachers’ stated views and needs
towards INSET will facilitate the efforts to develop more effective programs for teachers.

Literature Review

Factors that increase the effectiveness of INSET programs have long been discussed in CPD literature for
teachers. In one of the earlier studies, for example, Vukelich and Wrenn (1999) assert that INSET programs can
achieve effectivity as long as they are continuous, subject-specific and responsive to teacher needs. Similarly,
Burns and Richards (2009) argue that the efficiency of INSETSs increase when such programs present collaborative
and reflective opportunities to their participants through meaningful and practical content. Sokel (2019)
correspondingly maintains that coherence, active participation and collaboration are significant elements that
INSET designers should take into consideration in achieving efficient outcomes. In general, one of the common
points raised by studies on the issue in teacher professional development literature is that there is a strong necessity
to place teachers’ views and needs as well as their specific contexts and realities at the center of the INSET design
and implementation (Atay, 2008; Bax, 1997; Fullan, 1995; Hayes, 2000; Mede & Isik, 2016; Sandholtz, 2002;
Uysal, 2012; Wolter, 2000).

In spite of the efforts to sustain positive impact, there is still considerable criticism regarding ineffectiveness
and insufficiency of INSET programs. The first point of concern echoed by literature is related to the content of
trainings. Although studies show that practical trainings are more effective than theory-based ones (Elyas & Al
Grigri, 2014; Hockly, 2000), research shows that most INSET activities prove to be too theoretical and superficial
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with limited reference to practical challenges faced by teachers in actual classrooms (Kiely & Davis, 2010; Paine
& Fang, 2006; Wedell, 2011). In other words, although one of the main expectations of participant teachers from
trainings might be to refresh on content-field knowledge and methodological theory, the efficiency of INSETs
tends to decrease when sessions are given via traditional techniques where theory-based knowledge is conveyed
through mere lecturing (Gékmenoglu, 2012; Kog, 2016).

Additionally, it has been asserted that the organization of INSET sessions is another cause of inefficiency when
lecture-based delivery is at the center with limited opportunities for collaboration and collective work (John &
Gravani, 2005). To put it in another way, it can be argued that INSETS that encourage pair/group work in a
comfortable and open atmosphere where participants share ideas freely prove to be more effective for teachers
(Garet, Porter, Desimone, Birman & Yoon, 2001; Guskey, 2003; Guskey & Yoon, 2009). What is more, successful
INSET programs are recognized to include trainees in the learning process via active participation opportunities
using a variety of methods such as kinesthetic practice and reflection (Joyce & Showers 1980; Sandholtz, 2002).
Some studies have shown that the quality and specificity of training materials as a part of INSET organization play
a crucial role, as well (Bayrakei, 2009; Hayes, 2000). Therefore, should designers aim to achieve higher effectivity
levels and more positive impact, it can be concluded that organizational choices while designing and implementing
INSETs are a significant factor to take into consideration, and teachers’ views and context-specific needs are
essential here, too.

As a third point, trainers play a significant role on the efficiency of INSET programs. Studies show that not
only overly theory-oriented INSET trainers, but also ill-prepared or incompetent teacher educators have a negative
impact on the effectiveness of trainings (Oztiirk & Aydin, 2019). Focusing on the trainer qualities that will bring
positive outcomes, Wallace (1991) maintained much earlier that successful teacher trainers should assume a
number of roles, among which are transmitting information, awareness-raising, facilitating, and mentoring. In
terms of bridging the gap between theory and practice, Ellis (2010) has put forward that trainers should be able to
find ways to mediate between their own methodological expertise and teachers’ practical knowledge. Furthermore,
Concannon-Gibney and McCarthy (2012) assert that trainers should be able to create plenty of opportunities for
discussion and reflection during INSET sessions. Additionally, recognizing teachers’ actual needs (Hayes, 2000;
Howell & Buck, 2012; John & Gravani, 2005) and providing meaningful and constructive feedback (Waters &
Vilchez, 2000; Waters, 2006) are important trainer skills in conducting effective INSETS.

INSET activities in the Turkish context reportedly have similar points yet to be improved if planners aim to
achieve sustainable efficiency. According to Bayrakgi (2009), for example, in-service training in Turkey usually
lacks collaborative aspect, technology use, appropriate evaluation or sufficient practical elements. Similarly, Altun
(2011) asserts that state-held INSET programs tend to overwhelm participant teachers because trainers merely
transfer theoretical information without necessary emphasis on practical aspect of teaching. Correspondingly, a
recent study conducted in Turkish non-formal education settings has shown that Turkish language teachers prefer
INSET programs that address instructional challenges using practical ideas in an environment where participants
reflectively share experiences through need-oriented, authentic instructional activities (Arslan, Mirici, & Oz,
2019). However, INSET programs for Turkish EFL teachers in particular receive criticisms on the grounds that
they neglect teachers’ needs, opinions and specific challenges (Balbay, Pamuk, Temir & Dogan, 2018; Daloglu,
2004; Kiigiiksiileymanoglu, 2006; Uysal, 2012; Uztosun, 2018). Therefore, the current study aims to investigate
Turkish EFL teachers’ views and needs on INSET programs with the motivation that the findings might help
design more effective INSETS for language teachers in the coming years.

Method
Research Design

This is a case study designed as a sequential mixed-method research (quan-qual). Both quantitative and
qualitative data have been collected to answer the following research questions:
1. What types of professional development activities are the EFL teachers involved in?
What are the EFL teachers’ perceptions on INSET?
What are the views of EFL teachers on characteristics of an INSET program?
What are the EFL teachers’ views regarding the content of an INSET?
How do EFL teachers determine their INSET need(s)?

ok~ wn
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6. What are the EFL teachers’ perceptions regarding their assessment during INSET and the
assessment of the INSET?

Participants

Purposive sampling is used in the selection of the school for the case study. 249 EFL teachers working at
different campuses of a relatively big private school contributed to the study. The reason for the selection of this
specific private school is due to their high reputation in EFL teaching in Turkey as well as the intense importance
they give to in-service training of their teachers. Thus, except for one teacher, all the teachers that participated in
the study had a previous INSET experience. Having an experienced group of participant teachers, the researchers
hoped that the findings regarding the characteristics of an INSET would make the data more reliable. Moreover,
the informed knowledge and information they will provide might prove to be relatively more helpful in terms of
implications when compared to a group of teachers who do not have any expectations from such a program. These
249 teachers answered a guestionnaire to communicate their views and needs. Later on, after a custom-made
INSET prepared for the 20 head teachers of the participant group, focused-group interviews were conducted for a
deeper understanding of their views. Thus, a within-case sampling strategy is used for the interviewees.

As this is a case study that involved all the available teachers, an equal distribution of genders was not possible.
Considering the female dominance in the field of ELT, the majority of the participants (n= 240) were females and
only nine were males. The participants were also divided into three groups according to their teaching experience.
Accordingly, 122 participants (49%) were considered as novice teachers (0-5 years of experience); 93 teachers
(37,3 %) had 6-11 years of teaching experience, and 34 of them (13,7 %) had 12 years or more experience.

Data Collection and Tools

Quantitative data is collected via a questionnaire developed by the researchers. The statements required
responses regarding teachers’ perceptions on INSET (1, 17, 18, 19, 20, 21), content of INSET (2, 3, 4, 5,6, 7, 13,
14, 15, 16) and assessment in INSET (8, 9, 10, 11, 12). For content validity, the questionnaire is given to five
expert teacher trainers and content validity ratio (CVR) for each item was taken. Four items having lower CVR
values from 0,99 were discarded and thus the final instrument constituted 21 items. The same experts also
evaluated the questionnaire for face validity and necessary changes were made accordingly. As a next step, the
questionnaire was piloted on 35 EFL teachers working at state and private institutions. The reliability of the pilot
study was found to be ,80. Finally, the online instrument was shared with the participants. The Cronbach alpha
value of the main study was found ,82 and the measurement was considered reliable.

As a last step of the data collection process, 20 head teachers of the same institution were invited for focus
group interviews after a teacher training session conducted by the researchers. The first focus group had 11 and
the second focus group had nine participants. All the answers were recorded and transcribed. The interviewees
were asked the following nine questions relevant with the items in the questionnaire:

1. What are some activities that you’re engaged in for your Professional development?
How do you determine your INSET need(s)?
What should be the general characteristics of an IST? (How would you define a good INSET?)
What are your expectations from an INSET?
Do you reflect on what you have learnt in INSET?
What are your criteria when evaluating the training?
Do you ask for feedback from your fellow colleagues?
How should the content of an INSET organized?
9. What is your expectation regarding the content of a training?

© N gk wd

In terms of the duration of the data collection process, the questionnaire phase took place between October
2018 and June 2019 whereas the INSET session and focus group interviews were conducted in August 2019.
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Data Analysis

Descriptive statistics were used in the analysis of the questionnaire data. Normality values were determined by
checking the Skewness and Kurtosis values. As a result, 15 items (2, 3, 7, 9, 10, 11, 12, 13, 14, 15, 16, 17, 19, 20,
and 21) were found to be normally distributed; thus, parametric tests were used for these items. For those that were
not normally distributed (1, 4, 5, 6, 8, 18), non-parametric tests were used. However, as the gender distribution
and the distribution of those who took an INSET before were not equal or similar, dual comparisons (independent
samples t-test for parametric and Mann-Whitney U test for non-parametric) did not reveal statistically significant
results. Thus, means, standard deviations were taken and frequency analyses were made on the items.

For the verbal data gathered during the focus group interviews, content analysis was conducted. Categories and
sub-groups were formed. To provide inter-rater reliability, each researcher first did the categorization individually,
and then they compared it with each other. The categories were formed upon agreement of both researchers.

Ethical Considerations

To collect data from this specific group, the researchers contacted the school’s head office for their consent.
After the approval of the head office, the head of the ELT department was contacted and necessary permissions
were received for the distribution of the questionnaire. For the focus group interviews, written consent of the
participants was asked. All of the head teachers agreed to participate in the interviews. Moreover, the hame and
location of the school and its campuses as well as the participants’ identities were kept anonymous.

Findings

The quantitative and qualitative results are reported together when they provide an answer to a research
question to facilitate comparison. Other questions posed as part of the focus group interview and aimed to delve
more into the answers are reported separately in this section. The first research question (RQ) inquired about the
participants professional development (PD) activities. The question was answered during focus group interviews.
A total of 11 different activities were mentioned by the participants as shown in Table 1.

Table 1. Preferred PD activities

Activities N
Attending ELT Conferences/Seminars 19
Attending INSETs 19
Sharing experiences with colleagues 16
Visiting ELT websites 11
Watching TED talks and YouTube 11
Reading resource books/articles 8

Attending courses with personal and professional benefit
Observing team leaders

Furthering education (M.A, Ph.D.)

Attending Webinars

Joining in EU projects

P NWOTo

As seen from the table, the participant group has different experiences in terms of their PD, which justifies the
reason for the selection of this specific school and its teachers for the investigation. Among their answers, INSET
has been preferred by all participants except one. Participant group’s previous experiences and involvement in
INSET makes their views and perceptions on INSET worthwhile when compared to a group with no experience.

Next, the participants were asked to state the PD activities they found beneficial. Among the 11, they stated
that they find six of these activities helpful: INSETS, talking and sharing experiences with colleagues, watching
activity videos on YouTube, furthering education, visiting ELT websites and reading articles. Although not asked
as a question, eight of the participants stated that they found resource books not beneficial as the information is
too theoretical and not transferrable to the classroom. Moreover, without being asked, they also stated
disadvantages of INSETS as follows:

e Too lecture-based
e Audience is mostly passive,
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Content is too theoretical,

Sessions are over-crowded,

Content is repetitive in nature,

Usually given by the same trainers,

Topics are the same

Topics are sometimes irrelevant with the teachers’ needs.

During the interviews the participants were asked to explain how they determine their INSET needs (RQ 4).
Accordingly, they decide they need INSET;

After identification of weaknesses and strengths via reflection
Upon others’ ideas, suggestions (colleagues, students, parents)
After peer assessment/collaboration

As a result of the need for practical ideas

Due to the need for being up-to-date

Because of the desire for perfection

To meet the needs of the students

In a random manner

The second RQ aimed at investigating the EFL teachers’ perceptions on INSET. The answers to the items
related to this question are provided in table 2 in terms of frequencies, means and SD.

Table 2. Perceptions on INSET

Disagree  Noldea  Agree M SD

No Item % % %

1 I think in-service trainings help me renew my 86.7 i 133 113 33
theoretical knowledge.

17 I think Fhe in-service trainings are essential for 8.8 245 66.6 386 .99
professional development.

18 I enjoy attending in-service trainings. 2,1 11,6 86,3 432 .80

19 I think in-service training should be regular. 5,6 17,3 77,1 4,08 1,00

20 I think in-service training should be voluntary for 11,6 25,7 62,6 379 113
all teachers.

o1 | think the Ministry of National Education should 15,6 17,3 67,1 385 1,19

provide regular in-service training for the teachers.

One striking finding related to the second RQ is that the majority of the participants (86,7 %) do not think that
the INSETS help renew and refresh their theoretical knowledge which they learned at the faculty. Considering the
fact that one of the aims of INSET is to help teachers refresh their knowledge and enrich it with practice, the
answer requires significant attention. According to the participants’ responses, only a little more than the half think
the INSETSs are essential for continuous professional development, but they still enjoy attending them. However,
nearly % of the participants are dubious regarding the issue. Although they seem to agree that the INSETs should
be organized regularly, nearly % of the teachers tend to question the voluntary participation.

The third RQ asked about the views of EFL teachers on characteristics of an INSET program. The participants’
responses were taken during the interviews and the answers were first divided into categories then into groups.
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Table 3. Characteristics of an INSET
Category Group

to the point
informative
transferable
up-to-date
relevant with the needs
innovative
practical
Characteristics concrete examples of how theory can be put into practice

of an INSET

Content

interactive

fun

in small groups

lots of activities and materials

Organization

experienced
providing feedback

Second group of items in the questionnaire (items 2, 3, 4, 5, 6, 7, 13, 14, 15, 16) and the eighth question of the
interview aimed to learn about participants’ views on INSET content. Table 4 below shows the participants’
answers on related items:

Table 4. Views on the Content of an INSET

Trainers

Disagree  Noldea  Agree

No Item % % % M SD
2 I think practical mformatlon_ shou[d .be integrated 4.4 14.4 816 419 88
in the content of the in-service trainings.
3 I need to see e_xamples of how theory can be 12 11.2 87,5 439 74
implemented in the classroom.
4 The mstruc_tors o_f the in-service trainings should 28 10,8 86.3 441 82
be experts in their fields.
5 | V\{oyld like thg instructors to share in-service 12 76 91.2 453 72
trainings materials.
6 1 would like discussions on theoretical topics. 1,2 8 90,7 443 |74

7 I would like _dlscuss‘lons on classr_oqm 9.6 297 60.6 381 1,02
implementations of suggested activities.

13 | prefer group work in the in-service trainings. 34,2 30,1 35,8 3,00 1,26
14 | prefer working alone in the in-service trainings. 13,6 16,1 70,3 3,83 1,07
15 I enjoy kinesthetic activities in-service trainings. 41,8 28,5 29,7 281 1,27
16 | like hands-on activities in the in-service trainings. 7,6 18,5 73,9 4,05 1,00

As the results demonstrate, the participants have agreed that they need practical content in the trainings.
However, the literature in the Turkish context state that the INSETS highly rely on theoretical information and this
has become one of the criticisms towards the content.

The interview results regarding the content of INSET was arranged under three categories. As seen in table 5,
the participants mentioned about the organization of the content, physical environment and the time the INSET is
given. Moreover, the interviewees were asked to give a percentage on theory-practice balance in the INSET
content. The majority of the participants (n=15) suggested a 70% practice, 30% theory balance; four of the
participants suggested 60% practice and 40% theory, and only one of the participants claimed that a 50-50%
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distribution of theory and practice would be more beneficial. As seen from the frequencies the majority asked for
practice-based and practice-integrated trainings.

Table 5. Content of an INSET

Category Group

ice-breakers/warm-up activities
Organization  purpose/outline of the training
of content theory/information presented interactively
contain practical content (variety of ex. Activities)

Content o seating of the participants
of an INSET Organlzatl_on arrangement of the room
of the physical  spaciousness, lighting

environment . -
pair/group activities

Time of on a separate day
INSET avoiding after-work hours

The final RQ inquired about participants’ perceptions regarding their assessment during INSET and their
assessment of the INSET. Teachers’ perception of the INSET was determined according to their answers in the
last part of the questionnaire (8, 9, 10, 11, 12) and their criteria for evaluating the training is identified as a result
of the interviews.

Table 6. Views on Assessment during INSET

Disagree  Noldea  Agree

No Item % % % M SD
I think there should be an evaluation of the training

8 in the end. 12 8,4 90,4 436 70

9 If there.wnl be an evaluation, | would prefer self- 10,8 253 63.8 384 1,09
evaluation.

10 If there_W|II be an evaluation, | would prefer peer- 9.2 203 61.4 378 .99
evaluation.

11 If there will pe an evaluation, | would prefer whole 2738 36,5 3538 300 120
class evaluation.

12 If there will be an evaluation, | would prefer pen 19,6 285 518 345 123

and paper evaluation.

During the interviews, the participants were asked whether they are involved in self-evaluation as a form of
reflection. The majority (n=18) said that they do, one participant reported doing it most of the time and only one
replied negatively. Next, they were asked about their ways of reflection. Their answers and the frequencies are
given in table 7.
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Table 7. Methods of Reflection
Methods

Talking with colleagues

Talking with the self

Checking notes taken during the INSET

Conducting further study

Implementing the provided information in the classroom

A N N 0 © |2

Finally, the participants were asked about their criteria for evaluating the INSET they attended. Accordingly,
their criteria for success are categorized under two points (table 8).

Table 8. Criteria for the Evaluation of an INSET
Category Group

functional/applicable

informative
Content containing new information
Criteria for the having an interesting topic
Evaluation audience-friendly

of an INSET

presentation skills

Trainers . . .
being open for interaction

Discussion

The present study aimed at identifying private school EFL teachers’ views and needs towards INSET. The
quantitative data looked for views and perceptions regarding the three issues embedded in the items of the
instrument: views/perceptions on INSET, content of the INSET and assessment in INSET. The qualitative data
gathered during focus group interviews enabled to explore participants’ practices as well as thoughts and needs on
INSETs. Thus, “why” and “how” questions related to the issue were answered.

There are several important findings that need to be discussed. It is found out that this specific group of teachers
in the case study are engaged with a wide array of PD activities, yet the most preferred ones are seminars and
INSETSs. In addition, they also consider sharing experiences with colleagues as a PD activity. This finding is
interesting as it indirectly suggests the importance and the effectiveness of collaboration they have within their
institution, justifying our reason to select this school for the case study. It is also noteworthy that among the most
frequently preferred PD activities, they claimed to find INSETS as beneficial. However, they also mentioned that
the INSET might be ineffective and carry some disadvantages. Their complaints were mostly in line with the
literature conducted in the Turkish context (Altun, 2011; Balbay, Pamuk, Temir & Dogan, 2018; Bayrake1, 2009;
Daloglu, 2004; Kiigiiksiileymanoglu, 2006; Uysal, 2012; Uztosun, 2018) and focus on the content of the training
as well as the trainers. The primary concern was that the trainings are usually too theoretical, lecture-based and
usually about the same topics. The participants were unhappy with the dull, repetitive, sometimes irrelevant content
during which they are kept passive in overcrowded sessions. It seems that although they feel the need to attend
INSETS, they don’t feel satisfied as they view such training as transmission of knowledge rather than sharing ideas
or classroom practices. The limited/lack of involvement of the participants in the learning process emphasized the
traditional nature of the training.

The results from the interview also showed that these teachers are using multiple methods to decide whether
they need INSET. Their answers point to the fact that they have increased awareness on their professional needs,
they give importance to collaboration and ideas of others, they are reflecting on their job and teaching and finally
they give precedence to their students’ needs. None of the answers involved compulsory participation or institution
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forced engagement in INSET activities. This might be due to the school climate that they are in and frequent
support they receive from each other. This finding suggests a need towards creating a similar school atmosphere
in state schools as well. The value given to cooperation and collaboration suggests the fact that professional
development is not merely an individual activity, but rather brings mutual benefits for the administration and the
teachers alike.

Another striking finding is that although the INSET organized in the Turkish context rely on theory, the
majority of the participants claimed that trainings do not help renew their theoretical knowledge and they demand
more practical content. This finding is in line with the previous research (see, Kiely & Davis, 2010; Paine & Fang,
2006; Wedell, 2011). This suggests that the INSETs they have attended so far do not reach their aim, which is the
“transfer of knowledge”, nor do they meet the needs of the participants as they have limited or no practical content.
On the contrary to the negative perceptions toward the content, the participants claimed that they still enjoy
attending INSETSs, indicating a need for professional development. However, they have moderately high
agreement on voluntary participation of INSET. This might be because they think training is necessary for PD,
whether voluntary or not.

Regarding the characteristics of a good INSET, the teachers focused on three primary issues: the content of the
training (see, (Elyas & Al Grigri, 2014; Hockly, 2000; Kiely & Davis, 2010; Paine & Fang, 2006; Wedell, 2011),
the trainers (see, Oztiirk & Aydin, 2019) and the organization (see, John & Gravani, 2005). of the training. As seen
in their answers, they value practical, applicable, interactive trainings over theoretical and traditional ones. As
opposed to the boring nature of traditional and theoretical content, they stated that they would like to enjoy and
have fun, which could be provided by experienced trainers who are ready to give feedback.

Regarding the organization of the content of the INSET, teachers stated that they do not want group activities
although they claimed just the opposite during the interviews. The interview findings suggested the value they
give to collaboration that requires group work (see, Garet, et al., 2001; Guskey, 2003; Guskey & Yoon, 2009).
One explanation of this finding might be that the interviews were only conducted by department heads, but the
questionnaire was answered by all teachers. Thus, it can be argued that the head of the departments may be more
inclined towards cooperation than the rest of the teacher group. Similarly, 2/3rd of the participants stated that they
do not prefer kinesthetic activities during the training sessions. The result is contradictory to what the literature
suggests (see, Joyce & Showers 1980; Sandholtz, 2002). This claim also contradicts with the fact that they like
practical ideas that are transferable to the classroom presented in an interactive way. Since current techniques for
teaching languages require a lot of physical activities such as drama, games, TPR, songs, etc., practical information
that they claimed as necessary in INSETs would also involve different uses of such activities. Their reluctance to
participate in kinesthetic activities during INSETSs is definitely a reflection of their hesitance to use them in their
own classes. This conflict might also be due to their former learning experiences. It is highly likely that, being in
the Turkish context, they were exposed to traditional language learning, which may have them end up with the
belief (conscious/unconscious) to refrain from such kinesthetic activities due to classroom management issues,
focus on form etc. Therefore, there seems to be a need to delve more into teachers’ cognition to learn about why
they do what they are doing.

In relation with the assessment in INSET, although they claimed that there should be an assessment at the end,
they only moderately agreed that they prefer self and peer-evaluation but not whole class evaluation. This finding
suggests that they value individualized feedback. Moreover, only half of the participants stated they would like
pen and paper evaluation, which can be interpreted that they are open to other types of evaluation. However, this
finding also suggests that, though the participants claimed to prefer practical content, half of them is in favor of
traditional assessment. Again, this point also requires a deeper understanding of their ideas by focusing on their
cognition.

Finally, when the participants were asked about their criteria to evaluate the quality of an INSET they focused
solely on the training content and the trainer although they mentioned about the organization of the physical
environment and timing as two of the criteria necessary to be considered when setting up INSETS.
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Conclusion and Implications

Aiming to focus on private school EFL teachers’ views on and needs regarding INSETSs, the study displayed
some thought-provoking findings. First of all, teachers’ previous experiences and concerns fell in line with the
previous literature in the same context. Accordingly, the results showed that the participants’ former experiences
describe INSETS as traditional, theory-oriented that aims at information transfer. It is apparent from the answers
that the teachers require practical content with suggestions for classroom implementations. Thus, when organizing
such PD activities content should be prepared according to teachers needs in specific and they should contain
activities that could be transferred to real classroom. Moreover, the organization of the content should encourage
active and cognitive participation of the teachers to help them engage with the process and to facilitate the
internalization of the information. Features of experiential learning can also be implemented during the process.

Another conclusion is that a collaborative school climate can have positive impact on teachers’ professional
development. Thus, support from the colleagues and the institution is necessary to create a cooperative
environment. However, a comparison of the questionnaire and interview findings implies that the required
collaborative climate is more in use with the department heads rather than the teachers in general. Therefore, in
order to spread the benefits of cooperation and collaboration, head teachers’ support and organization is necessary.

Finally, the contradiction between what teachers claimed to be necessary during the presentation of the content
such as collaborative group activities and kinesthetic activities and their hesitance to be a part of such activities
raises questions regarding the teacher cognition development. Thus, suggesting to solve this problem via furthering
research in teacher cognition. It is no doubt that, unless the teachers start implementing what they think to be
effective by being a part of it themselves, the transfer of these techniques to their classes will be more difficult or
lefthanded.

The results of the study have implications for policy makers, institutional leaders, teachers and teacher trainers
when organizing and conducting trainings. However, the limitations of the study should also be taken into
consideration. Being a case study, the participants are teaching at different campuses of a private school. As
reported by the ELT department head of the institution, the teachers receive INSETs once a month on a regular
basis. Hence, this group of teachers is quite experienced with high awareness regarding the issue, which was also
one of the reasons for the selection of this case. Due to this reason, the results cannot be generalized to other school
types or teachers. However, with regards to the concerns on INSET, the answers fell in line with the literature
proposing that INSETs prepared both by private organizations and the state suffer from similar disadvantages.
Thus, the suggestions made by the teachers for the betterment of INSETS are worth considering.
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