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Investigating the Perceptions of EFL Teachers towards ELF: The Role
of Teaching Experience

Fikri GECKINLi*2, Cevdet YILMAZ®

Article Info Abstract

DOI: The paradigm of English as a lingua franca (ELF) suggests that the
contemporary status of English as a global medium of communication
requires some changes not only in the perception of this language but also in

Article History:

Received 06.04.2021 English language pedagogy. Since EFL teachers are the ones who are
Revised 28.04.2021 responsible for incorporatingwhat is new into ELT classroom, how they feel
Accepted 25.05.2021 about all these developments becomes a critical issue. For that reason, this
Keywords: particular study concentrated on less experienced and experienced EFL

English as a Lingua Franca,

teachers’ perceptions of ELF and its pedagogical implications. The data were

EFL Teachers, collected using a questionnaire from 32 less experienced and 20 experienced
Teachers’ Perceptions. EFL teachers teaching at university English preparatory program. Findings
Article Type: revealed that the less experienced EFL teachers had a greater awareness of the

Research Article

concept of ELF than the experienced EFL teachers did. However, both the
less experienced and the experienced EFL teachers were neutral when it
comes to the implications this concept suggests for ELT classroom.

Ingilizceyi Yabanci Dil Olarak Ogreten Ogretmenlerin ingilizcenin
Lingua Franca Olmas1 Hakkindaki Algilari: Tecrtbenin Onemi

Makale Bilgisi

0Oz

DOI:

Makale Gegmisi:

Ingilizcenin uluslararas1 bir iletisim dili olmasma dair (ELF) paradigma bu
dilin statlsliniin algilamisinave pedagojisine iliskin bazi degisikliklere
gidilmesi geregini ortaya koymaktadir. Bu degisiklikleri sinifa aktaracak olan

Gelisg 06.04.2021 baslica aktorler de Ingilizce Ogretmenleridir. Dolayisiyla onlarn tiim bu
Diizeltme 28.04.2021 gelismeler hakkindaki algilart kritik bir 6nem arz etmektedir. Bu gercevede bu
Kabul 25.05.2021 aragtirma deneyimli ve az deneyimli Ingilizce 6gretmenlerinin ELF ve onun

Anahtar Kelimeler:
Ortak Iletisim Dili Olarak

pedagojik sonuglarma dair algilarmi  karsilagtirmali olarak  incelemistir.
Veriler, bir tiniversitenin Ingilizce hazirhik okulunda ¢aligan 32 az deneyimli

Ingilizce, ve 20 deneyimli Ingilizce Ogretmeninden nicel arastirma yontemi kullamilarak
ingilizce Ogretmenleri, toplanmustir. Bulgular, az deneyimli Ingilizce 6gretmenlerinin Ingilizcenin
Ogretmen Algilari. uluslararasi bir iletisim dili olmast statiisiine dair daha fazla farkindaliga sahip
Makale Tiri: olduklarin1 ortaya koymustur. Diger yandan, bu kavramin pedagojik
Arastirma Makalesi sonuglarinin smif iginde uygulanmasma gelindiginde, hem deneyimli hem de

az deneyimli Ingilizce 6gretmenleri karasiz bir tutum sergilemislerdir.
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aLecturer, Istanbul Sabahattin Zaim University, Istanbul/Turkey, http://orcid.org/0000-0002-3572-5939
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Introduction

Kachru (1985), in three concentric circles, characterized proliferation of English around the world.
Nonetheless, due to the movement of people from one country to another, the borders described by the
model were blurred which made this categorization weak. This model basically consists of countries in
which English is spoken as a mother tongue, those colonized by English speaking countries in the past,
and the ones in which English is taught and learned as a foreign language (Miyagi, 2006). The
unprecedented expansion of English around the world was also conceptualized with some other terms,
such as English as an international language (EIL), World Englishes (WE), as well as English as a lingua
franca (ELF)which is the focus of the existing research. Jenkins (2006) identified ELF as the adoption of
English as a common medium of communication by the speakers from various linguistic and cultural
backgrounds.Likewise, Bayyurt and Dewey (2020) describes it as a versatile conception adopted by both
native and non-native English speakers from assorted backgrounds.

English language has undergone some structural and functional changes as a result of its widespread
use around the world and the number of its non-native speakers. Most of the international contacts
between the speakers of different first languages are conducted in English (Matsuda, 2003). In this case,
enforcing native English norms in English language teaching turns out to be irrelevant (Matsuda, 2003).
Instead, bringing varieties of English to learners’ attention becomes more relevant due to the greater need
for international communication (Miyagi, 2006). Moreover, learners’ needs to express their identities as
well as their social and cultural actualities entail a more international perspective on English language
teaching. Jenkins (2006) states that knowledge and endorsement of varieties of English are likely to have
a positive impact on learners’ own use of English.

Pursuit of standard English

Learning and using the so-called standard form of English has always been a pursuit in English
language teaching and learning. Language is fetishized through standardization and using it in assessment
based on native rules (Stilley, 1997). Standardized form of language does not represent a specific group
of people speaking it, rather it represents the printed form of a language (Sato, 1989). American and
British versions of English have been dominant models in English pedagogy over many years (He &
Zhang, 2010). The widespread use of English in the world has not changed this situation much though.
Nevertheless, the idea that non-native English varieties can be the part of English language education has
also been thriving for some time (Algeo, 1993).

Considering language as an unchanging phenomenon can be convenient in a lot of ways; nevertheless,
it does not represent the reality. On the contrary, being in a constant state of change is an inherent reality
of language. Language is used in multiple ways depending on the context of the communication and who
we are interacting with. Hence, an unconventional conceptualization of language as a dynamic and
variable phenomenon becomes a critical requirement (Canagarajah, 2007). Additionally, language
variation is a particularly justifiable concept for English language due to its status as a global medium of
communication. This variation can range from how an individual uses the language to how it is used
nationwide (Miyagi, 2006).

Teachers' preference for standard English

For many English teachers, teaching multiple varieties of English is likely to be a cause for
apprehension in educational methodologies. To illustrate, for EFL teachers shifting from teaching native
English norms to teaching a language including various cultures and varieties can be intimidating
(Bruthiaux, 2010). Also, high-stake exams continue to reinforce the leading position of native English
varieties in the countries where English is taught as a foreign language. For example, native English
oriented exams and textbooks are preferred choice in Japan in spite of everything (Matsuda, 2003).
Hence, predominant position of native English models in ELT market stands as leading cause for EFL
teachers to stick with them in English classroom (Miyagi, 2006). However, it would serve better to the
needs of the learners when the priority was given to the international use of English in ELT (He & Zhang,
2010).
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As an indication of EFL teachers’ choice of native English as teaching model, in a study conducted
with 36 in-service and 28 pre-service Japanese English teachers, most of the participants expressed that
they opted for native English as a model in their lessons (Miyagi, 2006). In another study conducted by
He and Zhang (2010) majority of the students and the teachers stated that they were not concerned by the
mother tongue influence in their English accents although teachers advocated native-like English accent
for their students. Likewise, studies conducted in Turkish context revealed EFL teachers’ preference for
native English norms in their classes despite their awareness of ELF (Bayyurt, 2008; Coskun, 2011;
Incecay & Akyel, 2014; Soruc, 2015; Zabitgil Giilseren & Sarica, 2020).

However, a project conducted by Bayyurt and Sifakis (2015) with some in-service English teachers
revealed that raising their awareness regarding English as a lingua franca increased their self-confidence
as non-native English teachers and encouraged them to experiment some activities compatible with ELF
perspective with their students in their lessons. Likewise, Biricik Deniz, Kemaloglu-Er, and Ozkan (2020)
discovered that pre-service EFL teachers tend to incorporate ELF in their pedagogical practices once their
awareness is raised. Also, Sorug and Griffiths (2021) observed how prospective EFL teachers’ viewpoints
changed in line with ELF perspective following some tasks aiming to raise their awareness of ELF.

All things considered, English pedagogy needs to be restructured in line with the changing
circumstances as regards this language. In order for this adaptation to be realized, EFL teachers become
known as prominent actors due to their critical positions between what is being theorized in ELT and
translated into English classroom. Therefore, their perceptions towards newly emerging
conceptualizations of English language are of primary significance since they are in a position to
influence their students’ language production immediately. Revealing tertiary level Turkish EFL teachers’
perceptions towards ELF and its pedagogical implications can facilitate to prepare a more representative
language program.

Literature suggests that the more time teachers spend in their professions, the more old-fashioned they
are likely to become in their views about their teaching practices (Veenman, 1984). Nevertheless, the
current status of English requires a more international perspective on English language teaching. From
this standpoint, investigating EFL teachers’ perceptions in relation to the number of years they have spent
in teaching English is worthwhile in order to obtain their most recent views regarding ELF and its
pedagogical implications. Moreover, there are not many studies comparing less experienced and
experienced teachers’ perceptions in that regard. The results are also likely to contribute to the literature
in terms of revealingthe extent to which current education prepares teachers with regard to ELF principles
and whether the experienced teachers require more or less training on the same principles.

To this end, following research questions were devised to address the previously mentioned issue:

(1) Do the perceptions of Turkish EFL teachers towards ELF change according to their years of teaching
experience?

(2) Do the perceptions of Turkish EFL teachers change according to their years of teaching experience
regardingthe factors: English varieties, ELF features, and English learning objectives?

(3) Do the perceptions of Turkish EFL teachers towards the pedagogical implications of ELF change
according to their years of teaching experience?

(4) Do the perceptions of Turkish EFL teachers change according to their years of teaching experience
regardingthe factors: English teachers, target language culture, global cultures, and English exams?

Method
Research Design

This part of the study encompasses specifics about setting and participants, data collection tools, data
collection procedure and analysis. The study was designed based on the exploitation of survey model
since an existing situation was being investigated (Karasar, 2014). In view of that, this research design
describes the understandings of the participants with numbers hence quantifiable data are obtained to
make use of in the study (Creswell, 2014).
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Setting and Participants

This research was conducted at a foundation university where English was used as a medium of
instruction as it hosted international students and academics. Moreover, English was often used as a
chosen means of communication between these students and academics who came from diverse linguistic
and cultural backgrounds. Additionally, at this university, studying at English preparatory program was
compulsory for the students who could not pass the proficiency exam held by the university before they
commenced theircourses in their departments. Therefore, EFL teachers’ viewsregarding the changing face
of English as a lingua franca of international contacts emerged as a topic worthy of investigation in such a
multilingual context. Put it more precisely, teachers in the English preparatory program of this university
was targeted as a research population. In total, 52 EFL teachers participated in the study. Regarding their
practical experiences of teaching English, while the number of teachers with 1-5 years (less experienced)
of teaching experience was 32, the number of the teachers with over 5 years (experienced) of teaching
experience was 20. Among the departments they graduated from were English Language Teaching,
English Language Literature, English language and interpretation, American Language Literature, and
Linguistics.

Data Collection Tools

The questionnaire used in this research was previously published in the researcher's doctoral thesis
(Geckinli, 2020). A questionnaire developed by the researcher based on the relevant literature (Deniz,
Ozkan & Bayyurt, 2016; Jenkins, 2015; Soruc, 2015; incecay & Akyel, 2014; Cogo & Dewey, 2012;
Coskun, 2011; Seidlhofer, 2011; Ton & Pham, 2010) and adopting five-point Likert scale ranging from
“strongly disagree” to “strongly agree” was used to collect the required data in this study. While
preparing the questionnaire, the researcher paid regard to the most prominent issues discussed in the
relevant literature and the intended population. After the piloting, the result obtained for Cronbach’s
Alpha reliability was sufficient (.71) to go ahead with the necessary analyses (George & Mallery,
2003).The questionnaire was devised in English initially and translated into Turkishwith the assumption
that participants would respond to the items more efficiently. In the first section, participants were asked
to provide demographic information including their genders and years of teaching experience. In the
second part, with an aim of finding an answer to the first and second research questions, their perceptions
regarding the concept of ELF was sought after with 13 items constituting 3 sub-dimensions (English
varieties, ELF features, and English learning objectives). Likewise,intending to explore the third and
fourth research questions, the lastsection of the questionnaire considered the participants' perceptions
towards the pedagogical implications of ELF with 13 items comprising 4 sub-dimensions (English
teachers, target language culture, global cultures, and English exams).

Data Collection and Analysis

In this study, convenience sampling was applied as a sampling methodology. After the necessary
permissions were taken from the university and the head of the English preparatory program, the
researcher scheduled an appropriate time with the EFL teachers for conducting the questionnaire. Then
the printed questionnaires were distributed to the teachers by the researcher which lasted for about half an
hour for them to answer and submit. A total of 52 teachers returned the questionnaires by responding to
the itemsapplicably. In order to analyse the data collected in this study, inferential statistics were applied
to the results employing SPSS 25. Independent sample t-tests wereutilized to reveal the possible
similarities and differences between less experienced and experienced EFL teachers. Within this
framework, the first five years of a teachers’ professional life is considered to be the period in which
teachers are inexperienced (Sharabyan, 2011). Some items regarding the concept of ELF as well as the
pedagogical implications of ELF were reverse coded in favour of ELF perspective so as to obtain
aggregate results concerning the perceptions of EFL teachers.Thus, the results made it possible to
compare the views of these two groups.
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Findings

The first research question investigated whether EFL teachers’ perceptions towards English as a
lingua francavary according to their years of teaching experience. To this end, the quantitatively collected
data were analysed by making use of independent sample t-tests.

Table 1. Independent Samples T-test Results of EFL Teachers’ Perceptions towards ELF Based on their
Years of Teaching Experience

Experience (Years) N Mean SD t df p
1-5 32 369 .50

EFL Teachers’ Perceptions

towards ELF 3.231 50 .002*
Over 5 20 323 .50

* p<.05

Table 1 shows the independent sample t-test results of less experienced (1-5 years of experience) and
experienced (over 5 years of experience) EFL teachers’ perceptions towards ELF. As outlined in the
table, the results indicate noteworthy variations between the two groups of teachers with reference to their
perceptions towards ELF from the point of their professional experience. In accordance with this
situation, the corresponding p value is below 0.05 (p= .002) and the mean scores substantiating these
findings are M1 =3.69 for less experienced teachers and M2 =3.23 for experienced teachers.

The second research question aimed to expand the first one and scrutinized whether EFL teachers’
perceptions towards ELF construct differ according to their years of teaching experience in terms of the
factors: varieties of English, ELF features, and English learning objectives. In line with this objective, the
quantitatively collected data were analysed by making use of independent sample t-tests.

Table 2.Teachers’ Perceptions towards the Factors about ELF According to their Years of Teaching
Experience

Factors Experience (Years) N Mean SD t df p

Varieties of English 1-5 32 3.92 .77 2.762 50 .008*
Over 5 20 336 .58

ELF Features 1-5 32 385 .59 2.033 50 .047*
Over 5 20 346 .78

English Learning Objectives 1-5 32 328 .75 2.225 50 .031*
Over 5 20 282 .69

* p<.05

Table 2 illustrates independent sample t-test results about the factors (varieties of English, ELF
features, and English learning objectives) constitutingthe questionnaire about ELF construct in relation to
the views of less experienced and experienced EFL teachers. Pertaining to the above-mentioned factors,
the consequences reveal significant differences in what concerns the perceptions of less experienced
teachers as against the experienced ones. The resultant p values and the mean scores for the factorsare as
follows: varieties of English pl = .008,M1= 3.92,M2 = 3.36; ELF features p2 = .047,M3 = 3.85,M4 =3.46;
English learning objectives p3=.031,M5 = 3.28,M6 = 2.82 respectively.

As the data in Table 1 and Table 2 suggest, less experienced EFL teachers display a more favorable
attitude towards ELF as a concept in comparison to the experienced EFL teachers. Stated in other words,
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English teachers with maximum five years of teaching experience tend to be more flexible towards the
variations in English language in relation to its position as a vehicular language between the speakers
from various linguistic backgrounds in numerous domains of life such as trade, tourism, aviation,
academia just to name a few.

The third research question examined whether EFL teachers’ perceptions towards the pedagogical
implications of English as a lingua franca diverge according to their years of teaching experience. This
being the case, the quantitatively collected data were analysed by making use of independent sample t-
tests.

Table 3. Independent Samples T-test Results of EFL Teachers’ Perceptions towards the Pedagogical
Implications of ELF Based on their Years of Teaching Experience

Experience
(Years) N Mean SD t daf p
1-5 32 344 45

Perceptions towards the Pedagogical

Implications of ELF 792 50 .432
Over 5 20 333 54

* p<.05

Table 3 shows the independent sample t-test results of English teachers’ perceptions towards the
pedagogical implications of ELF with respect to their teaching experience in years. As can be observed in
the data, the consequences do not specify any significant variations in that sense between the perceptions
of less experienced and experienced EFL teachers in relation to their professional backgrounds.
Accordingly, the associated p value introducing this outcome is above 0.05 (p=.432) and the mean scores
confirming these results are M1 = 3.44 for less experiencedEFL teachers and M2 = 3.33 for experienced
EFL teachers.

The fourth research question intended to expand the third one and inspected whether EFL teachers’
perceptions towards the pedagogical implications of ELF change according to their years of teaching
experience regarding the factors: English teachers, English exams, Target language cultures, and global
cultures. In consideration of the foregoing, the quantitatively collected data were analysed by consuming
independent sample t-tests.

Table 4. Teachers’ Perceptions towards the Factors about Pedagogical Implications of ELF According to
their Years of Teaching Experience

Factors Experience (Years) N Mean SD t df p
English Teachers 1-5 32 3.15 .55 -435 50 .666
Over 5 20 3.24 .83
English Exams 1-5 32 3.53 .86 1.182 50 .243
Over 5 20 323 .88
Target Language Culture  1-5 32 3.50 .83 .336 50 .738
Over 5 20 342 .69
Global Cultures 1-5 32 3.96 .75 1.149 50 .256
Over 5 20 370 .92

* p<.05
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Table 4 exhibits the results as concerns the factors constituting the pedagogical implications of ELF.
The obtained outcomes do not disclose any substantial divergences between the views of less experienced
and experienced English teachers in connection with the given factors. To this end, associated p values as
well as the mean scorescorresponding to each factor are as follows: English teacherspl = .666,M1 =
3.15,M2 = 3.24; English exams p2 = .243,M3 = 3.53,M4 = 3.23; target language culture: p3 = .738,M5 =
3.50,M6 = 3.42; global cultures: p4 = .256,M7 = 3.96,M8 = 3.70 respectively.

With reference to the data displayed in Table 3 and Table 4, it can be concluded that less experienced
as well as experienced teachers are hesitant when it comes to the pedagogical implications of ELF in ELT
classroom. In other words, EFL teachers, irrespective of their experiences in their teaching careers, seem
to be under the dominant influence of standard English ideology which possibly leads them to be in a
dilemma pertaining to applying ELF in their classes.

Discussion

At the outset, while the first question of this research looked at the overall perceptions of EFL teachers
towards the concept of ELF according to their years of teaching experience, the second research question
elaborated on the subcategories (varieties of English, ELF features, and English learning objectives) of
the same concept. To this end, the outcomes indicate a considerable variation between two groups of
teachers. Accordingly, less experienced teachers exhibited a more constructive approach about lingua
franca position of English. Given that they acknowledge being familiarized with non-standard Englishes
as reported by the data in this study, they can see that standard English is not the only choice in
international contacts that they can make use of. As for the experienced English teachers, in comparison
to less experienced English teachers, they subscribe less to the notions suggested by ELF concept. In line
with these, Cogo and Dewey, (2012) and Jenkins (2007) likewise accentuate the existence of a difference
held by less experienced and experienced English teachers towards ELF.

It can be said that less experienced English teachers are more willing to recognize the status of
English as global lingua franca. This might be due to the fact that these teachers’ beliefs about English
pedagogy are not nearly as deep-rooted as of the experienced ones due to the shorter period of time they
spent in the profession. Furthermore, increasing popularity of social networking websites along with an
opportunity for participation to student exchange programs such as Erasmus might have given a chance to
less experienced teachers to come into contact with some indigenous varieties of English (Lee, 2009;
Kalocsai, 2009). Also, thanks to the programs such as Erasmus, they realize it is not a bare necessity to
speak with a flawless grammar (Kaypak & Ortactepe, 2014). As a consequence, all these encounters with
non-native usages of English might have increased their awareness regarding the lingua franca status of
this language.

As to the experienced teachers, they do not seem to be ready to accept the shift in the position of
English in today’s rapidly changing world. This might be due to the fact that they cannot easily abandon
their standard English oriented teaching practices that they have made use of over many years and
received their authorities as English teachers. In other words, their long-term engagement with teaching
standard English norms can be the underlying cause of their hesitations in terms of acknowledging current
position of English as a global lingua franca. Another explanation for experienced teachers’ ambivalent
attitude towards the concept of ELF might be the fear of losing the authority they have received from
teaching standard English norms over a number of years (Mahboob, 2003).

Moreover,the third research question ofthis study examined the inclusive perceptions of less
experienced and experienced EFL teachers towards the pedagogical implications of ELF in view of its
subcategories(English teachers (native and non-native), target language culture, global cultures, and
English exams) in the research question four. Within this framework, the results did not indicate any
major disagreements between these two groups of teachers. In conjunction with this, both the less
experienced and the experienced teachers exhibit a neutral attitude towards the pedagogical implications
of ELF considering the above mentioned factors. It seems like EFL teachers are confused about the
concepts of EFL and ELF;hence, they cannot really distinguish between the two due to their longstanding
commitment to standard English ideology (Seidlhofer, 2001).

7



Investigating the Perceptions of EFL

Coexistence of both the EFL and ELF paradigms in teachers’ minds seem to place them in a dilemma
regarding the pedagogical implications of ELF. Furthermore, some broader sociocultural and
sociopolitical realities of teachers’ local contexts in accordance with English instruction might be another
reason underlying EFL teachers’ ambivalence. To illustrate, since passing a test is still considered to be
the primary indicator of learning English in many EFL contexts, teachers continue to conduct a test-
oriented teaching so as to be considered successful in their careers (Sorug, 2020). Moreover, considering
standard English norms hence the native English teachers as the benchmark for competence is still
prevalent in the ELT market (Wang, 2012). However, emerging realities of English language, on the other
hand, forcing EFL teachers to reconsider their conceptualizations regarding EFL and reorient themselves
towards ELF.

Further reason for less experienced and experienced English teachers’ hesitation towards the
pedagogical implications of ELF might be resulting from their concerns about lack of teaching and
learning materials arranged specifically for that purpose. Justifiably, lack of ELF-aligned teaching
pedagogy concerns EFL teachers as opposed to the ample amount of materials and methodology
promoting standard English pedagogy (Sifakis & Bayyurt, 2018). All this data indicate that teachers seem
to have quite a few reasons hindering their endorsement of the classroom practices of ELF. Given the fact
that teachers’ ambivalence regarding the instructional allegations of ELF is associated with the broader
sociocultural and sociopolitical context, this situation is not likely to change in a short while unless the
necessary support is provided by the relevant stakeholders and educational policy makers (Cogo, 2012;
Jenkins & Wingate, 2015; Seidlhofer, 2011).

Along the same line, Young and Walsh (2010) state that EFL teachers have a positive approach
towards ELF as a concept, yet still they have reservations on its pedagogical applications. Likewise,
Suzuki (2011) specifies that even if less experienced teachers express their consciousness of various
Englishes, they are still in favor of American and British varieties for teaching and learning purposes.
Similarly, Cogo and Dewey (2012) and Jenkins (2007) maintain that although EFL teachers endorse ELF
as a concept, they oppose the classroom implementations of it. Along the same line, Sarandi (2020)
maintained that in-service English teachers did not have a uniform attitude towards the issues concerning
ELF. However, the results of this study revealed that both the less experienced and the experienced
teachers tend to be neutral towards applying ELF in their classrooms. Therefore, given the fact that
people’s perceptions are always in a state of flux, the teachers’ neutrality might be the indication of
progressive conceptual transition in favor of the pedagogical implications of ELF.

Conclusion and Implications

This study aimed at investigating EFL teachers’ perceptions towards ELF and its pedagogical
implications in relation to their years of teaching experience e.g. less experienced (1-5) and experienced
(over 5). To begin with, the results revealed a noteworthy difference between the observations of these
two groups of teachers towards ELF as a concept. Within this context, less experienced EFL teachers had
a more positive attitude towards ELF as a phenomenon than the experienced EFL teachers. Namely, less
experienced English teachers were stronger advocates of becoming familiar with unorthodox Englishes,
prioritizing intelligibility over correctness, and focusing on international use of English as a learning
objective rather than standard English norms. It can be concluded that less experienced teachers seem to
be better informed about the changing status of English as a global lingua franca. As for the differences in
the perceptions held by less experienced and experienced English teachers towards the pedagogical
implications of ELF, the results did not manifest any major divergences between two groups. Put it
differently, both groups of teachers seem to have some reservations against the applicability of ELF
viewpoint in English classroom. Prevailing influence of widely acknowledged EFL paradigm seems to be
the leading cause for their hesitation.

However, a gradual change is still likely to take place if teachers’ awareness of ELF is raised. Only if
today’s EFL teachers can comprehend the contemporary status English, they can better inform their
student regarding this issue (Deniz, Ozkan, & Bayyurt, 2016). To this end, present investigation has some
consequences for EFL teachers with reference to revisiting their views about the existing situation of
English as a worldwide lingua franca. Firstly, it should be pointed out that English cannot be deemed as a
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foreign language linked solely with the countries where it is utilized as a mother tongue. In that sense,
teaching English from an EFL perspective no longer serves the needs of present-day learners since it is
not learned just to interact with native English speakers. What is more, native speakers cannot be
approached as single arbiters of this language on the grounds of its increasing role as international lingua
franca. Therefore, EFL teachers need to pay heed to the constantly transforming socio-linguistic needs of
their learners in today’s interconnected world and adjust their theoretical and methodological approaches
to these changes.

Moreover, ELT programs should encourage trainee teachers to reflect on their taken-for-granted
native speaker oriented theoretical and practical assumptions about English language teaching (Sifakis,
2007; Seidlhofer, 2011). In this way, they can hold a critical view of underlying assumptions of standard
English ideology which is known to promote either American or British English as a teaching model.
Also, these programs should train and encourage preservice EFL teachers to think through their
conventional teaching manners. Therefore, they can go beyond mainstream ELT pedagogy by noticing
the contextual features of English language training. All in all, teacher training programs should equip
pre-service teachers of English with necessary skills enabling them to move beyond the conventional ELT
approach prioritizing standard English ideology and accuracy in the use of English in language training.
Taking into account that the global status of English appears in all kinds of ways in numerous situations,
experienced EFL teachers need to be in an ongoing effort to update their knowledge about the evolving
character of this language. For that reason, there might be a need for them to attend seminars, meetings,
practicums and ongoing formations in order to keep themselves informed with this dynamism. According
to a study conducted by Bayyurt and Sifakis (2015), when EFL teachers are adequately informed about
the developments of globality of English and its pedagogical allegations, they tend to acknowledge its
significance and act accordingly in their teaching practices.

As for the limitations of this study, since this study was conducted in a single private university, the
results can be generalized just for comparable education environments. However, the findings are likely
to provide some additional data to the relevant literature which is tertiary level English language
education. Secondly, the number of survey items (16 in total) were limited in this study which can be
increased in the future studies.Moreover, in this particular study, only hard data were utilized to
investigate the perceptions of EFL teachers, but qualitative data can also be included in future studies so
as to gain a deeper understanding of the perceptions of EFL teachers in this regard (Strauss & Corbin,
2015). All in all, mixing methods in the forth-coming studies would provide a great support to the
revelation of the participants’ considerations of ELF.To conclude, in the future studies,less experienced
and experienced EFL teachers can be observed in their classrooms in order to explore their perceptions of
ELF through their classroom practices.
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Genisletilmis Ozet

Ingilizcenin uluslararast bir iletisim dili olmasmna dair (ELF) paradigma bu dilin statistnin
algilanisma ve pedagojisine iligkin bazi degisikliklere gidilmesi geregini ortaya koymaktadir. Bu
degisiklikleri siifa aktaracak olan bashca aktorler de Ingilizce dgretmenleridir. Dolayisiyla onlarin tiim
bu gelismeler hakkindaki algilart kritik bir 6nem arz etmektedir. Bu ¢ergevede bu arastirma deneyimli ve
az deneyimli Ingilizce 6gretmenlerinin ELF ve onun pedagojik sonuglarina dair algilarmi karsilastirmali
olarak incelemistir. Veriler, uygun drnekleme yoluyla secilen 32 az deneyimli ve 20 deneyimli ingilizce
O0gretmeninden nicel arastirma yontemi kullanilarak toplanmistir. Arastirmada kullanilan anket
arastirmaci tarafindan ilgili literatiir taranarak hazirlanmig ve SPSS 25 kullanilarak analiz edilmistir.

Az deneyimli (1-5 yil) ve deneyimli (5 yilin iizerinde) Ingilizce Ogretmenlerinin Ingilizcenin
uluslararast ortak iletisim dili (ELF) olmasina yonelik algilar1 bagimsiz 6rneklem t-test ile analiz
edilmistir. Sonuglar, mesleki deneyimleri agisindan bakildiginda bu iki 6gretmen grubunun ELF’e yonelik
algilar1 arasinda 6nemli farkliliklar oldugunu gostermektedir. Bu durumu ifade eden ilgili p degeri 0.05'in
altmdadir (p = .002). Bu verilere bakildiginda, en fazla bes yillik 6gretmenlik tecriibesine sahip Ingilizce
ogretmenlerinin, Ingilizcenin hayatin birgok alaninda ortak iletisim dili olmasi statiisii nedeniyle, ingiliz
dilinin kullanimindaki farklilagsmalara kars1 daha kabullenici olma egiliminde olduklar1 sdylenebilir.

Ayn1 sekilde deneyimli ve az deneyimli ingilizce dgretmenlerinin ELF'in pedagojik yansimalarina
yonelik algilar1 bagimsiz 6rneklem t-test uygulanarak analiz edilmistir. Veriler deneyimli ve az deneyimli
Ingilizce dgretmenlerinin algilar1 arasmda bu bakimdan énemli bir fark olmadigin ortaya gikarmistir. Bu
sonug ile iligkili olarak p degeri 0.05'in iizerinde ¢ikmistir (p = .432). Bu acidan bakildiginda ELF'in
pedagojik etkileri s6z konusu oldugunda hem deneyimli hem de az deneyimli Ingilizce dgretmenlerinin
tereddiitlii olduklar1 sonucu ortaya ¢ikmustir. Diger bir deyisle, ingilizce 6gretmenleri, 6gretmenlik
kariyerlerindeki deneyimlerinden bagimsiz olarak, simif i¢i pedagojik uygulamalarinda anadili Ingilizce
normlardan vazge¢cme konusunda kararsiz olduklarini ortaya koymuslardir.

Sonug olarak bulgular az deneyimli Ingilizce 6gretmenlerinin Ingilizcenin uluslararasi bir iletisim dili
olmasi statiisiine dair daha fazla farkindaliga sahip olduklarini ortaya koymustur. Diger yandan, bu
kavramin pedagojik sonuglarinin sinif i¢inde uygulanmasina gelindiginde, hem deneyimli hem de az
deneyimli Ingilizce ogretmenleri karasiz bir tutum sergilemislerdir. Ancak bu sonuglar gene de
gostermektedir ki, 6gretmenlerin ELF konusundaki farkindaligi artirilirsa, kademeli bir degisimin
gerceklesmesi muhtemeldir. Bunun olabilmesi i¢in de Ingilizce ogretmenleri ingilizcenin cagdas
statiisiinii kavrayabilmeleri ve bunu 6grencilerine aktarabilmeleri gerekmektedir.

Bu diizlemde, bu arastirmanin Ingilizce 6gretmenlerine yonelik bazi bazi sonuglar1 vardir. Oncelikle,
Ingilizce Ogretmenlerinin Ingilizceyi anadili Ingilizce normlarin1 merkez alarak oOgretmeleri artik
giiniimiiz 6grencilerinin ihtiyaglarini karsilamamaktadir. Bunun da baslica sebebi 6grencilerin bu dili
sadece ana dili Ingilizce olan kisilerle iletisim kurmak ici 6grenmiyor olmalaridir. Dolayisiyla, Ingilizce
ogretmenlerinin giintimiiziin kiiresellesen diinyasinda 6grencilerinin siirekli degisen ihtiyaclarimi dikkate
almalar1 ve bu ihtiyaglara cevap verecek yaklasimlari gelistirebilmeleri gerekmektedir. Bu anlamda
Ingilizce gretmenlerine hem lisans egitimi diizeyinde hem de lisans egitimi sonrasinda ilgili kurumlar
tarafindan gerekli destek sunulmalidir.
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konmustur.
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Keywords: feedback which would be on teaching experiences, the aim of the after-
needs and expectations of practicum survey is to investigate whether their needs and expectations would
pre-service teachers have matched with the feedback they have received throughout the practicum.
towards feedback, The aim of the face-to-face interview conducted during the practicum, on the
academic supervisor, other hand, is to reveal the needs and expectations towards the feedback they
mentoring teacher. receive during the practicum teaching.

Article Type: Both survey and interview items base the inquiry in two groups: 1) participants
Research Article who receive feedback from their academic supervisor and 2)participants-from

their practicum school mentoring teacher. The implications of this study have
shown that both academic supervisors and mentoring teachers need 1) to
supervise pre-service teachers more effectively 2) to respond to the needs and
expectations of pre-service teachers through making practicum experience more
effective. This study also attempts to find out and discuss how to sustain more
effective and efficient practicum courses and thus more effective and efficient
pre-service teacher training processes before/during/after practicum.

Giris

1980'lerin sonlarmdan itibaren Ogretmen Egitimi'nde aday 6gretmenlere rehberlik etmek, dgretme
uygulamalarini (teaching practicum) gelistirmeyi hedefleyen dnemli bir siire¢ olarak degerlendirilmistir.
Bu sureg, deneyimsiz ya da daha az deneyimli birisi ile bir rol model ve damisman olarak kilavuzluk
saglayan daha deneyimli bir kisi arasindaki bilyilyen ve birbirinden beslenen bir iliskiyi icerir (Bigelow,
2002). Boyle bir iligskinin var olabilmesi i¢in uygulama doneminin basinda, aday 6gretmen igin bu
ogretmenin egitim aldig1 tiniversitedeki bir 6gretmen uygulama koordinatorii ve uygulama yapilacak
okulda ogretmenlik yapmakta olan igbirlik¢i (cooperating) ya da denetleyen (supervising) ogretmen
olarak kabul edilen deneyimli bir uygulama 6gretmeni (experience dmentor) gorevlendirilir. Literatiirtin
ortaya koydugu iizere, bahsi gecen deneyimli uygulama dgretmenin ve uygulama koordinatoriiniin genel
anlamdaki rolii aday Ogretmeni; Ogretmen, rol model, destekleyen, giidiileyen, danigman, rehber,
gosteren, kilavuz, degisim 6znesi (changeagent), eslik eden ve kocluk eden rollerini de igeren 6gretmeyi
ogrenmeye, Ogretme uygulamalarini gelistirmeyeve baglam o6zellikli zorluklarin {istesinden gelmeye
tesvik eder (Feiman ve Nemser, ve Parker, 1992 Hudson&Nguyen'dan alintilanmistir, 2008). Her iki
uygulama 6gretmenlerinin gorevleri gorece cok onemlidir ki “Rehberler sezgisel duyarliligin ve teknik
uzmanligin yegane karigimi olarak ortaya c¢ikarlar” (Blank ve Sindelar, 1992); ancak bir uygulama
ogretmenin varligi yeterli degildir. Onun nasil rehberlik edeceginin becerileri ve bilgisi mithimdir
rehberlik etme siirecinde (Ganser, 1996, 2002, Hudson&Nguyen'den alintilanmistir, 2008). Uygulama
ogretmenin bahsedilen bu becerileri; alan bilgisini, 6grenen kisiler-6grencileri, siif yonetimini, pedagojik
becerilerini, ¢alisilan okul baglamini, miifredati, degerlendirmeyi ve 6gretmen olmanin fonksiyonlarini ve
rutinlerini gevreleyen mesleki bilgiyi icerir (Hudson, 2004). Bu mesleki bilgisinin disinda uygulama
ogretmenin Oznitelikleri (personal attribute), mesleki anlamda gelisen aday 6gretmeninin kisiler-arasi ve
iletisim becerilerinin gelismesinde hayati rol oynar (Sinclair, 2003).

Alanyazinda uygulama Ogretmenin yukarida bahsi gegen 0z niteliklerinin 6nemini ortaya koyan
deneysel ve istatistiksel veriler vardir. Ornekse bu dgretmenin istek ve sevk gostermesi, konusmadaki
rahatlig1, uygulamada yansitmaya gayretlendirmesi, 6zgiiven ve olumlu tavirlar asilamasi ve destekleyici
olmasidir (Hudson, 2004).

Yabanci dil olarak Ingilizce Ogretimine rehberlik etmede ise ile ilgili literatiir bes rehber rol ortaya
cikarmustir ki bunlar sirasiyla (1) ilham veren ve gosteren bir model; (2) egitim sistemiyle ilgili net bir
anlayis ve ¢evresindeki kiiltiir ile uyum saglayan bir etkilesimci (acculturator); (3) aday 6gretmeni uygun
insanlarla tanigtiran bir sponsor; (4) ses yansiticisi olarak eylemde bulunan ve aday 6gretmene 6gretme
uygulamalarimi tartigmak igin giivenli firsatlar saglayan bir destekleyici; (5) aday dgretmenin mesleki
ogrenme hedeflerini elde etmesine yardimci olacak pedagojik diisiincelere olanak saglayan bir egitimci
(Malderez and Bodoczky, 1999, p.4).

Konuyla ilgili alanyazin rehberin mesleki bilgisi, deneyim ve becerileri, kisiler-arasi iletisim becerileri
ve Oz niteliklerinin yani sira, yabanci dil olarak Ingilizce 6gretimi aday Ogretmenlerinin, uygulama
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stirecine dahil olmadan 6nce mesleki okul deneyimlerini ilerletmek icin rehberlerinden gorece farkli ve
onemli davranislar, belirli tavirlar ve uygulamalar beklediklerini ya da ihtiyaci i¢inde olduklarini ortaya
koymustur (Hudson&Nguyen, 2008).

Problem ve Calismanin Onemi

Ilgili alanyazin taramasi, aday ogretmenlerin uygulama koordinatéri ve okul uygulama
ogretmeninden alacaklar1 geribildirim ile ilgili beklenti ve ihtiyaglarmi, her iki tip uygulama 6gretmeni
acisindan ayirarak ortaya ¢ikaracak arastirmanin gorece az sayida oldugunu ortaya koymustur. Bu ¢alisma
ile genel anlamda, Ogretmen Egitimi (Teacher Education) alaninda énemli bir gelismenin &ncelikle
O0gretmen adaylarmin bahsi gegen iki tip uygulama o6gretmenlerinden alacaklart geribildirime karsi olan
beklenti ve ihtiyaglarmin ortaya konmasi ile gerceklestirilebilecegine inanilmigtir. Béylece liniversitede
goérev yapan akademisyenler, uygulama yapilan okullardaki rehber 6gretmenler ve uygulama yapan ve
yapmakta olan aday 6gretmenler icin Ogretmen Egitim Programlarmdaki eksiklikler ortaya konulabilir,
gelisim kaydedilebilir ve boylelikle bahsi gegen bu iicayagin arasinda program gelistirme ve is birligi
(collaboration) agisindan daha saglam bir koprii olusturulabilir. Spesifik anlamda ise bu ¢alismada, acik
uclu sorulardan olusan katilimer anketleri ve sonrasinda yapilacak miilakatlar ile, 6gretmen adaylarinin
uygulama dersleri suresince yasadiklar1 6gretmenlik deneyimi iizerine aldiklari geribildirime yonelik
ihtiyaglarmin, daha 6nceki deneyimleri ve beklentileri 15181nda incelenmesi hedeflenmektedir. Bu sayede
ogretmen adaylarmin ortak ihtiyag ve beklentileri belirlenebilecektir. 11k dgretmenlik deneyimi sirasinda
Ogretmen adaylarina rehberlik eden akademisyen (uygulama koordinatorleri) ve okul uygulama
ogretmenlere kilavuzluk edilmesinin yani sira, bu c¢aligma ile 6gretmen adaylarmm ihtiyaglarina cevap
verilmesi ve uygulama deneyiminin daha etkili hale getirilmesi konusunda 6nemli katki saglanacaktir.
Calisma sonuglar1 6zetle sdyle siralanabilir:

Calismanin nitel agirlikli olmasi sebebiyle, c¢alismanin sonucglar1 katilimcilarin  goriisleri ile
sekillenmistir. Ogretmen adaylarmim aldiklar1 geribildirime yonelik beklenti ve isteklerinin aydinlatilmast
ile 6gretmen egitimi veren akademisyenler ve uygulamaokullarindaki rehber 6gretmenlerinin daha etkili
geribildirimde bulunmasi yoluyla Ogretmen yetistirme siirecine katki anlaminda Onerilerde
bulunulmustur. Bu ¢aligmada:

Ogretmen adaylarinin aldiklar1 geribildirime yonelik beklenti ve istekleri aydinlatilmis; 6gretmen
egitimi veren akademisyenler ve uygulama okullarindaki rehber Ggretmenlerinin nasil daha etkili
geribildirimde bulunabilecegi ortaya konmustur. Bu sayede aday 6gretmenlerin meslege hazirlanmasinda
onemli bir yeri olan Ogretmenlik deneyimi derslerinin nasil daha verimli ve etkili gegebileceginden
bahsedilmistir.

Amag

Ogretmen Egitimi alaninda bahsi gecen gorece 6nemli bir boslugu doldurmak admna bu arastirmanin
iki amaci vardir. Birincisi aday 6gretmenlerin 'uygulama' (mentors) 6gretmenlerinden (hem {iniversitede
gorev yapan akademisyen-uygulama koordinatoriinden, hem de okul uygulama 6gretmenden) alacaklari
geribildirimden ne beklediklerini ve ayni geribildirimle ilgili neye ihtiyag duyduklarini arastirmaktir.
Ikincisi ise ayn1 aday &gretmenlerin uygulama &ncesinde ve sirasinda belirlemis olduklari beklenti ve
ihtiyaclarina uygulama bitiminde karsilik bulup bulmadiklarini ortaya ¢ikarmaktir. Bu baglamda, temel
olarak agagidaki sorulara yanit aranmistir:

1. Ingilizce 6gretmen adaylarinimn uygulamaya baslamadan énce uygulama koordinatorii ve okul
uygulama 6gretmeninden alacaklar1 geribildirime karsi olan beklenti ve ihtiyaglari nelerdir?

2. Ingilizce Ogretmen adaylarmin staj siiresince uygulama koordinatorii ve okul uygulama
ogretmeninden aldiklar1 geribildirime karst olan beklenti ve ihtiyaclart nelerdir?

3. Ingilizce Ogretmen adaylarmin staj bitiminde uygulama koordinatorii ve okul uygulama
ogretmeninden aldiklar1 geribildirime karsi olan beklenti ve ihtiyaclar1 karsilanmis midir?

3.a. Eger uygulama koordinatorii ve okul uygulama &gretmeninden almis olduklart geribildirime
karsi olan beklenti ve ihtiyaglar1 karsilanmamis ise bunun nedenleri nelerdir?
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Yontem
Calisma Grubu

Bu arastirmanin ¢aligma grubunu, 6zel bir {iniversitenin Egitim Fakiiltesi Ingiliz Dili Egitim Program
4. smif 6grencileri olusturmustur. Bu 6grencilerin %75'1 kadar olan 12 kiz, 4 erkek toplam 16 6gretmen
aday1 'tesadiifi orneklem' (random sampling) yolu ile secilmistir. Ogretmen adaylar1 ogretme
uygulamalarini 6zel ilkogretim, devlet ilkogretim, 6zel lise ve devlet Anadolu liseleri olmak Uzere toplam
4 ayn okullarda yapmislardir. Uygulama oncesi ve sonrasi i¢in bu 16 6grenci ile, video ve internet
ortaminda (online) uygulama ortast miilakat i¢in 'uygun Orneklem' (convenient sampling) ydntemi
kullanilarak sirasiyla 2 ve 1, toplaminda 3 aday dgretmen segilmistir.

Veri Toplama Araglari

Bu arastirmada veriler nitel degerlendirmeye uygun araglar kullanilarak toplanmistir Nitel verilerin
birbirlerini desteklemesi ve verileri daha giivenilir kilmak igin veri g¢esitlemesine bagvurulmus;
katilmecilara uygulama 6ncesi katilimci anketi, uygulama sirasinda video ¢ekimli yiiz yiize miilakat ve
internet ortaminda miilakat ile uygulama sonrasi katilimci anketi kullanilmigtir. (Anket sorular1 ve yiiz
yiize miilakat sorulari igin bkz EKler 1, 2 ve 3).

Verilerin Toplanmasi

Ozel bir Universitede 4. smifta Ingiliz Dili Egitim programinda okuyan &grencilere énce yapilacak
arastirma ile ilgili genel bilgi verilmis ve arastirmaya katilacak 6grenciler arasindan tesadiifi rneklem
yoluyla segilen 16 &grenciye once onay formu (consent form) dagitilmistir (Bkn Ek 4). Bu formu
imzalayan16 katilimcidan olusan ¢alisma grubuna, 4. sinif senesinin ikinci yariyilinda, 15 hafta siiren
uygulama donemine baslamadan once 2 sorudan olusan bir anket verilmis; yer ve zaman kisitlamasi
konusu dolayisiyla anketlerin 8 adeti internet ortaminda toplanmis, geri kalan yarisi ise katilimcilarin
okumakta oldugu iiniversitelerde ders aralarinda toplanmistir. Uygulama dénemi arasindaki 7. hafta 2
adet yiiz yiize miilakat yapilmis, yer ve zaman kisitlamasindan dolayr 3. katilimer ile internet ortamimda
miilakat yapilmistir. Yiiz ylize miilakatlar 60'sar dakika siirmiistiir. Uygulama donemi olan 15. haftanin
hemen sonunda ayni katilimcilara 2 sorudan olusan ikinci bir anket verilmistir. Katilimcilarin okuduklar
program kapsaminda kullandiklari terminolojinin Ingilizce olmasi dolayisiyla anketler Ingilizce
hazirlanmis; ancak kendilerine, ankete verecekleri yanitlarda anadilleri olan Tiirk¢e dilini eger isterlerse
kullanabilecekleri sdylenmistir. Miilakatlarin soru ve yanit dilini ise, sorularin kisiyi daha yansitmaci
(reflective) diisiinmeye sevk etmesi ve dolayisiyla kisinin kendisini rahat, dogru ve etkin ifade edebilmesi
acilaridan Tiirkge olusturmustur.

Verilerin Analizi

Video ¢ekimli yiiz yiize miilakatlarm hemen ardindan miilakatlarin yazili kopyasi (transcription)
cikartilmistir. Uygulama baglamadan ©nce katilimcilarin uygulama ile ilgili beklentilerini ortaya
cikartmak igin uygulama 6ncesi anketi uygulanmustir. Ikinci veri toplama araci olarak uygulama sonrasi
anketi kullanilmistir. Ugiincii veri toplama araci olarak ise uygulama siireci devam ederken uygulama
siras1 anketi kullanilmis ve yliz yiize miilakat yapilmistir. Daha sonra yazili kopyast olusturulan bu
miilakat, veri analizleri acik kodlama (open coding) yontemiyle incelenmistir. Bu c¢aligmada, veri
kodlamasi i¢in daha 6nce benzer konularda yapilan ¢aligmalarda bulunan 6nceden belirlenmis kategoriler
(pre-determined categories) kullanilmamigtir. Kodlama, anket ve miilakat verileri yeniden incelenirken
bazi kategorilerin veri i¢inde ortaya ¢ikmasiyla yapilmistir. Calisma sorularinin arastirmasinda gerekli
olan bu 'ortaya c¢ikan' (emergent) kodlama kategorileri, daha sonra analiz siireci boyunca farkli
zamanlarda verinin tekrar tekrar incelenmesi yoluyla gelistirilmistir. Bu gelistirmenin dnemi ise kodlarin
ve kategorilerin analiz sonunda veri sentezi olusturabilmesidir.
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Bulgular

Uygulama 6ncesinde 16 katilimeiya verilen anketin veri analiz bulgular1 Tablo 1'de verilmistir.

Tablo 1.Uygulama éncesinde uygulanan anketin veri analiz bulgulari.

Ana kategoriler

Baglantili kavramlar

Uygulama
Koordinatori

Katilimcilarin uygulama koordinatériiniin verecegi geribildirimine kars1 olan
beklentilerinin iginde, uygulama koordinatorlerinin, kendilerinin genel
olarak Ogretme becerilerini gelistirmeleri,6gretme becerilerini yalnizca
teorik diizlemde gelistirmemeleri gerektigi

Uygulama Ogretmeni

Uygulama dgretmeninin verecegi geribildirimin faydalari

Etkisiz Geribildirim

Kisiligi olumsuz elestirme

Aday oOgretmenlerin tavirlarini/davraniglarini  nasil  degistirebilecegini
bilmeme (uygulama koordinatorleri)

Ogretme-6grenme durumunu nasil degistirebilecegini bilememe (uygulama
koordinatorleri)

Gergek SmifBaglami

Kiiciik yas 6grencilerinin davranislariyla basa ¢gikmada yasanilan zorluklar
Sinif yonetimindeki zorluklar

Zaman yonetimindeki zorluklar

Gergek siniflar1 gozlemlemenin dnemi (6gretmen gozlemi-6grenci gozlemi)
Uygulama deneyim eksikligi

Uygulama
Kordinatorlerinden
Almnacak Geribildirime
Kars1 Olan Thtiyaglar

Ogretme stiline olan katki

Zayifliklar1 fark etme

Genel anlamda dgretmenlige katki

Bir problemi ¢ozmek icin 6nerilerde bulunma

Uygulama
Ogretmenlerinden
Almacak Geribildirime
Karst Olan Ihtiyaglar

Farkl1 sinif ihtiyaclar ile ilgili bilgi sahibi olma
Uygun aktivite segebilme

Ogrencilerle nasil davramilacagi konusunda uygulama o6gretmenlerinin
katkalari,

genel anlamda 6gretmenlik iizerine uygulama 6gretmenlerinin katkisi
Bir problemi ¢ozmek icin dnerilerde bulunma

Akranlardan Alinacak
Geribildirime Karsi
Olan Ihtiyaglar

Gozlemlenmenin énemi,
Bir problemi ¢ozmek icin dnerilerde bulunma

Uygulamadaki Nicelik

Uygulama saat sayisinin 6nemi

Ik veri toplama araci ile katilimcilarin uygulama baslamadan 6énce uygulama koordinatérlerinden,
uygulama 6gretmenlerinden ve akranlarindan alacaklar1 geribildirim ihtiyaglarini ve bununla ilgili gecmis
deneyimlerini ortaya ¢ikartmak hedeflenmistir. Buna gore, calisma grubunun bahsi gegen geribildirim ile
ilgili gegmis deneyimleri ve uygulama oncesi beklentilerine bagli olarak ortaya ¢ikan bulgular ve savlari
destekleyen drnek séylemler asagida siralanmustir:

SAV 1. Savlarm ilki uygulama ogretmenleri ile ilgilidir. Aday &gretmenler (AO) uygulama
koordinatériiniin verecegi geribildirimine karsi olan beklentilerinin i¢inde, uygulama koordinatérlerinin,
kendilerinin genel olarak dgretme becerilerini gelistirmelerinden bahsetmisleridir (AO1); ancak AO2'{in
bahsettigi tizere alacaklar1 geribildirimin teorik diizlemde kalabilecegi; geribildirim alirken kisiliklerinin
elestirilmesinden endise duyduklari ortaya cikmistir (AOS).
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..bize verecekleri geribildirim ile etkili bir sekilde ogretmek icin elimizden geleni deneyecegiz.

...bir ¢cok kez kendi sumifimiz icinde uygulama yapma sansimiz oldu ve bu bizler igcin tamamen yararlydi
bir sinif oniinde daha rahat hissetmemiz i¢in. Ancak hala anlayabilmis degilim neden aktiviteleri 3 gruba
aywrmaktan sorumlu oldugumuzu. Bu noktada iiniversitede uygulama yapmak bizlere gercek siniflarda
bunlart nasil adapte edebilecegimiz sansini vermiyor.

Bence, geribildirimde bulunurken ogretmenler kisiliginizi elestirmemeli. Bu yolla, elestirileri yikict ve
etkisiz olabilir. Ogretmenler sizin dili nasil égrettiginize odaklanmali.

SAV 2. Aday oOgretmenler, okul uygulama o6gretmenlerinin verecegi geribildirimlerinin yararlari
olacagmdan bahsetmisleridir. AO7'ye gére uygulama &gretmeninden alacagi geribildirim sayesinde farklh
sinif ihtiyaclarini anlayabilecek, uygun aktivite secebilecek, 6grencilere nasil davranilmasi gerektigini
ogrenebilecek ve bir problemi ¢ézmek igin gergekei ¢oziimler bulabilecektir:

Benden kaynaklansin ya da kaynaklanmasin suifta ortaya ¢ikan problemlere hemen ¢oziim olabilecek
bir¢ok éneri duyacagim. Bu doneme gelene kadar bir¢ok gorev tizerinde ¢alistik; ancak brans 6gretmeni
olacagim igin biliyorum ki en az dért simifim olacak. Su anda bile kendimi bu siniflarin i¢cinde ders
yvaparken hayal ettigimde ne gibi problemlerle karsilasabilecegimi bilmiyorum. Ortaya ¢ikabilecek
herhangi bir problemde ne yaparim, yapilan aktiviteyi bir anda nasil degistirivim, yaptigim o aktivite
girdigim o sinifin seviyesine uygun mudur, o siifin gergek ihtiyaci nedir, eger suniftaki bir grup ogrenci
dersi takip etmede zorlanirsa nasil davranmam gerekir onlart derse katmam igin. Teorik anlamda bir¢ok
sey bilmeme ragmen gercek bir simif ortaminda ne yapabilecegimden emin degilim, bulacagim ¢éziimler
ise yarar mi onu da bilemiyorum. En azindan bildigim sey uygulama ogretmenleri zaten gergek sinif
ortamlarinda gorev yaptiklari i¢in bu bahsettigim tiim konularda bana yardimci olacaklardir.

SAV 3. Aday ogretmenler, uygulama siiresince uygulama yapacaklar1 smnifta yasayabilecekleri
problemlerden dolay1 endise duymuslardir. AO15'in dile getirdigi gibi smif yonetimi, zaman ydnetimi,
ogrenci davranislariyla nasil basa ¢ikabilecegi konularinda endisesi vardir. Dolayisiyla gercek siniflart
gozlemlemenin Onemini vurgulamig ve uygulama deneyimlerinin eksik kaldigindan dolayr memnun
degildir. Diger aday 6gretmenlerden de yardim beklemektedir.

Gézlem yapmak ¢ok onemlidir bence, boylece hem sinifta 6gretmeni hem de ogrencileri aymi zamanda
gozlemleyebilirsin. Bu anlamda su ana kadar birkag firsatimiz oldu ve gézlem yaptik. Eminim ki alacagim
geribildirimler yardimiyla ¢ok gelisecegim; ancak smifa adimimi attiktan ve derse bagladiktan sonra
eminim ki bircok davranis problemi olan dgrenciyle karsilasacagim. Onlarla nasil basa ¢ikacagim ayr
bir konu, basa ¢ikarken de dersin zamam gitmis olacak ve sonugta konular yetistiremezsem yine ben
hatali olacagim. Eger ki kiiciik yas grubu ile ¢alisirsam, onlarla nasil ders yapacagim hi¢ bilmiyorum.
Kardesim en biiyiik ornegim benim oniinde, ne zaman onu ders ¢alishirmak istesem beni asla
dinlemiyor...ki o sadece tek bir kisi, diigtiniin bir de smnifia en az yirmi ogrenci oldugunu...umarim sadece
ogretmenlerimiz degil, arkadaslarim da bana yardimci olurlar...ve de umarim staj saatlerimiz yeterli
gelir belirli bir asamaya ulagana kadar.

Uygulama sirasinda 2 katilimciya uygulanan video ¢ekimli yiiz yiize miilakatin ve 1 katilimciya
internet tizerinden uygulanan anketin veri analiz bulgular1 Tablo 2'de verilmistir.

Tablo 2.Uygulama sirasinda uygulanan anketin ve yiiz yiize milakatin veri analiz bulgulari.

Ana Kategoriler Baglantili Kavramlar

Gelecekteki Mesleki Hedefler Ogrencilerin etkili ve net iletisim kurmalarmni saglamak
Ingilizce derslerini eglenceli bir hale getirmek
Hayat boyu mesleki siiregte kendini gelistirmek
Ogrenci ihtiyaclarm 1 karsilamaya calismak
Sinif yonetimi becerilerini gelistirmek

18



Aday Ogretmenlerin Thtiyag ve Beklentileri Uzerine Calisma

Uygulama Koordinatéri

Genel anlamda 6gretmenlik becerilerini gelistirmek
Sadece teorik diizlemde 6gretmenlik becerilerini gelistirmek

Ders planlarmi gelistirmek ve materyal gelistirmeye yardimel
olmak

Farkli 6grenci tipleri igin yararli aktivite hazirlamak

Ortak bir dil ve terminoloji kullanarak gelistirici/diisiince provoke
eden akademik tartigma yapmak

Sinif yonetimi becerilerini gelistirmek

Sadece ideal dil Ogretme-6grenme sinif ortamlari {izerinden
tartigmalara yonlendirmek

Gergek bilgiye karsin daha akademik ve detayl1 bilgi saglamak
Resmi uygulama igerisinde yapilandirict geribildirim eksikligi

Uygulama Ogretmeni

Genel anlamda geribildirim faydalari

Gergek smif baglamu ile iliskili daha yapilandirici geribildirim
saglamak

Zaman ydnetiminde bir rol model olmak
Sinif yonetiminde bir rol model olmak
Dersin gidisatinda bir rol model olmak

Konular igindeki ddevlerin uygunluguna karar verme siirecinde
bir rol model olmak

Ogretmen-ogrenci iliskilerinde bir rol model olmak
Genel anlamda dgretmen 6grenci iletisiminde bir rol model olmak
Ogretmen ve dgrenci giidiilenmesinde bir rol model olmak

Teknik anlamda detayli alan (pedagojik alan bilgisi) tartigmalari
saglamadaki eksiklik

Ders plani saglamadaki eksiklik

Geribildirim Tipleri

Internet ortaminda verilen geribildirimin faydalar

Akilli telefon uygulamalar iizerinden verilen geribildirimin
faydalar1

Yazili geribildirimin (portfolyo) faydalari, yliz yiize verilen
geribildirim en faydali geribildirim tipi olmasi

Genel anlamda geribildirimin faydalar

Gelistirilmesine Ihtiyag Duyulan
Ogretmenlerin Yo6nleri

Sinif yonetimi, zaman yonetimi, 6grenen psikolojisi

Is arkadaslariyla is birligi kurmak

Ingiliz dili 6gretme tekniklerini gelistirmek

Alan (igerik ve pedagojik) ve kiiltiirel bilgiyi gelistirmek

Ogretmenlige Katkida
Bulunmayan Deneyimler

Yetersiz uygulama saat sayist

Bulgular 4. ana kategori olan 'aday ogretmenlerin gelecekteki mesleki hedefleri ve yararlandiklar

geribildirim tipleri", 'uygulama koordinatorlerinin ve 'uygulama 6gretmenlerinin aday 6gretmenlere nasil
yardimer olduklar1 ve eksik yanlart', ‘gelistirilmesine ihtiya¢ duyulan 6gretme yonleri', ve uygulama
boyunca aday dgretmenlerin 0gretmenlik gelisimlerine katkida bulunmamis olan deneyimler'. Savlar

asagidaki gibidir:
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SAV 1. Aday o6gretmenlerin gelecekteki mesleki hedefleri arasinda &grencilerin net ve etkili bir
sekilde iletisim kurmalarm1 saglama, Ingilizce siiflarmi eglenceli bir hale getirme, kendisini émiir boyu
olan mesleki siiregte gelistirme, dgrenci ihtiyaglarina karsilik verebilme ve smif yonetimi becerilerini
gelistirme vardir (AO3).

Bir 6gretmen aday: olarak, dgrencilerimin Ingilizceyi etkin kullanmalarina yardimct olmak istiyorum. Bir
yandan temiz bir Ingilizce kullanirken diger yandan da bu éSrenme siirecinde eglenmelerini istiyorum.
Ogretmen olan arkadaslarimla siki stk bir araya geldigimizde en ¢ok bahsettikleri sey simif yonetimi ve
swuif yonetiminin ne kadar zor oldugu. Bu konuda ne kadar iyi olabilirim su anda bilmiyorum ama en
azindan becerilerimi miimkiin olabildigince gelistirmeyi hedefliyorum. Zaten tiim hocalarimizin dedigi
gibi 6grenme hayat boyu siiren Bir sey ve bu siirecte siirekli bir seyler 6greniyor olacagim. Onemli olan
ogrencilerimin benden ne beklediklerini bilebilmek.

SAV 2. Uygulama koordinatorleri aday 6gretmenlere genel anlamda yardimei olmuslardir (AO3);
ancak AO 1 ve 2'nin bahsettigi lizere uygulama 6gretmenlerine kiyasla daha teorik diizlemde kalmiglardir.

Su ana kadar kendisinden aldigim geribildirim sayesinde sinif yonetimi, ders plani hazirlama, materyal
gelistirme, farkl 6grenci tipleri, ¢oklu zeka, aktivite segimi ve su anda aklima gelmeyen bir¢ok konuda
kendimi gelistirme firsati buldum ve bu anlamda kendimi oldukg¢a sansly hissediyorum. Ne olursa olsun, 4
senedir bu okulda egitim goriiyorum ve ortak akademik bir dil olusturabildik. Aym terminolojiyi
kullanarak farkh farkly tartismalar yiiriitiiyoruz ve bunun benim mesleki gelisimime katkist ¢ok biiyiik.

Gergek sinif cok farkli. Universitedeki hocalarimizin geribildirimleri bana biraz ger¢ekten uzak ve biraz
da idealize edilmis geliyor. Smifa girdigim anda bunu anladim,; ¢iinkii orasi pratigin yapudigi bir sey,
teori islemiyor ¢ogu zaman. Swnifta ylardir ders yapan hocayr daha gercege yakin buluyorum.

SAV 3. Uygulama 6gretmenleri, aday 6gretmenlerine uygulama becerilerini gelistirme anlamida
bircok katki saglamus; ancak bu dgretmenlerin teknik bir temelde detayl alan (pedagojik igerik bilgisi)
tartigabilmede ve ders planlarini saglamada eksiklikleri vardir (AO2).

Herhangi bir ders materyali sinif ihtiyaglarina gore nasil uygun hale getirilir, zaman yénetimi, sinif
yonetimi, dgrencilerle nasil géz kontagi kurulur, olumlu davramglar pekistirme, bir aktivite zamaninda
nasil bitirilir, aniden aklina soru gelen bir 6grenciye nasil tepki gosterilmeli...¢ok yararlaniyorum verdigi
tim geribildirimlerden; ancak bazen kendisiyle tartismaya bagladigimizda, benim konusmalarim
anlamuyor gibi geliyor, yani sanki o terminolojiye sahip degilmis gibi. Halbuki iiniversitede her ortamda
bizler hocalarimizla aym dili konusabiliyoruz. Benim anladigim tahtanin tozuyla yetisen hocalar teorik
olarak geri planda kalabiliyor. Bir de tabii anlamadigim bizlerle paylasmiyorlar ders planlarini.

SAV 4. Her tip geribildirim aday 6gretmenler igin faydalidir (AO3)

Geribildirim olmasaydi bu kadar bile gelisemezdim stiphesiz. Tabii burada bahsettigim sadece yiiz yiize
verilen geribildirim degil, o kadar sanslydik ki internet iizerinden, portfolyo olarak, cep telefonu
uygulamalart olarak da geribildirim aldik...hem hocalarimizdan hem de arkadaglarimizdan.

Uygulama sonrasinda 16 katilimciya verilen anketin veri analiz bulgulart Tablo 3'te verilmistir.

Tablo 3. Uygulama sonrasinda uygulanan anketin veri analiz bulgular1.

Ana Kategoriler Baglantili Kavramlar

Uygulama Genel anlamda 6gretmenlik becerilerini gelistirdi
Koordinatori Sadece teorik diizlemde 6gretmenlik becerilerini gelistirdi

Gergek sinif ortami sorunlarini saglamada eksikligi oldu

Ders planlarini gelistirdi

Materyal gelistirmesine yardimci oldu

Farkli 6grenen tipleri i¢in yararl aktivite hazirlamasina yardimer oldu
Ortak bir dil ve terminoloji kullanarak gelistirici ve diislince provoke eden

tartismalar yapti
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Sinif yonetimi becerilerini gelistirdi
Sadece ideal dil 6gretme-6grenme sinif ortamlari izerinden tartigmalar yiiriittii
Gercek bilgiye karsin daha akademik bilgi sagladi

Uygulama Ogretmeni Gelistirici geribildirim sagladi
Pratik diizlemde 6gretme becerilerini gelistirdi
Ogretme-6grenme problemlerini 6nceden gérmesini saglad
Onceden hazirlanmis ders planlarmi smif ortamina uygun hale getirmesine
yardimci1 oldu
Sinif yonetimi becerilerini gelistirdi
Gergek sinif ortami1 problemlerini tartistt
Deneyim ve bilgi paylasti

Etkisiz Geribildirim Kisiligi olumsuz elestirdi (hem uygulama koordinatori hem de uygulama
Ogretment)

Ogrenci davranislariyla basa ¢ikmada zorluk yasadi
Sinif yonetiminde zorluk yasadi

Zaman yonetiminde zorluk yasadi

Uygulama saatlerinin sayica yetersizligini ifade etti

Akranlar Cok yararli olmadigin1 hissetti
Is birligi iginde bulundu

Ogretmenlik uygulamasi bitiminde ayn1 16 katilimciya internet iizerinden uygulanan anket
bulgularmin ortaya c¢ikarttigi ana kategoriler sirasiyla; uygulama koordinatérlerinin, uygulama
ogretmenlerinin ve diger uygulama aday O6gretmen arkadaslarinin aday Ogretmenlere ayri ayri nasil
yardimer olduklari, ve uygulama koordinatérlerinin eksik yanlari; uygulama koordinatér ve uygulama
ogretmenlerinin vermis oldugu geribildirimin neden etkili olmadig1 ve uygulama sonrasinda gergek sinif
baglamina istinaden aday 6gretmenlerinin zorluk yasadigi noktalar olmustur.

SAV 1. Aday 6gretmenler, uygulama koordinatorlerinin verdigi geribildirimlerden mesleki gelisim
acisindan yararlanmiglar; ancak Ogretme becerilerini sadece teorik temelde gelistirmisler ve pratik
anlamda yetersiz kalmislardir (AO16)

En basta gelistirmeyi hedefledigim becerilerimin tam da istedigim dlgiide olmasa da biiyiik dlgiide
gelistigini  soyleyebilirim. Ama su bir gercek ki simfiaki Ingilizce Ogretmeni pratik anlamda
hocalarimizdan ¢ok farkliydr ve hepimiz sanki biraz sahne tozu yuttuk. Yani isin mutfagindaydik... hani
oyle derler ya..yemeyi pisirdik, tarifi tiniversitedeki hocalarimizdan aldik.

SAV 2. Aday 6gretmenler geribildirim alirken kisiliklerinin elestirilmesinden rahatsiz olmuslardir
(AO5).

Her tiirlii elestiriye agigim...ama bazen 6yle anlar geldi ki sanki siniftaki herhangi bir problem benim
kisiligimle ilgiliymis. Bir iki defa boyle hissettim, agik¢a elestiri kisiligime yonlendirilmigti. Sebebini hig
anlayamadim. Cok demolarize oldum.

SAV 3. Gergek smmf baglami cergevesinde aday Ogretmenler, uygulama boyunca Ggrenci
davraniglariyla basa ¢ika ¢ikma, sinif yonetimi ve zaman yonetimi konularinda zorluk yasamis (AOS), ve
uygulama saatlerinin sayisinin yetersiz bulmuslardir (AO 7).

Sanirim énitimde uzun yillar var sinif ve zaman yonetimi becerilerini otomatik hale getirmem icin. Kagit
tizerinde ne farklymas...dersime konsantre oldugumda ogrencilerin bazilari dersle hig ilgilenmedi..arada
ayaga firlayp da 'tuvalete gidebilir miyim' diye soranlar hele ¢ok yordu beni...biliyorum ki kiiciik yas
grubuyla ¢alismak c¢ok zor; ancak bu kadar da zor olabilecegini diisiinmemistim. Cocuklarin
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davramslariyla ilgileneyim derken zamani unuttum, aktiviteyi tamamlayamadan ders bitti. Bana kalsa bu
staji uzatabildigim kadar uzatirim ki meslege basladigimizda zorlanacaksak da daha az zorlanalim. Bu
kadar az saat bence mesleki hangi beceri olursa olsun yeterli gelmiyor.

Tartisma ve Sonu¢

Daha once belirtildigi gibi bu c¢alismanin sonuglar1 katilimcilarin  goriisleriyle sekillenmistir.
Caligmanin ilk arastirma sorusunun yanit1 Tablo 1'de, ikinci sorusu Tablo 2'de, {iglincii ve son sorusu ise
Tablo 3'te 6zetlenmistir. flk tablonun gosterdigi {izere aday dgretmenlerin uygulama koordinatérlerinden
ve uygulama 6gretmenlerinden uygulama baglamadan 6nce, uygulama siiresince alacaklar1 geribildirime
karst olan beklentileri iki nokta haricinde farklilik gostermektedir. Aday 6gretmenler her iki rehber
ogretmenden de genel olarak kendi mesleki deneyimlerinde bir gelisimlerine katki bulunmalarint ve
herhangi bir problem karsisinda elle tutulur 6nerilerde bulunmalarimi istediklerini belirtmiglerdir. Ancak
anket sorularinin cevaplarinda, uygulama koordinatorii ve uygulama &gretmenlerinin olas1 katkilar
arasinda bir fark ¢izgisi goze c¢arpmaktadir. Katilimcilara gore 6gretme becerileri agisindan uygulama
koordinatérleri, uygulama &gretmenlerine kiyasla daha teoriklerdir ve bir dgretme-6grenme durumunu
nasil degistireceklerini bilmemektedirler. Halbuki literatiirde yer aldigi {izere deneyimli uygulama
koordinatérlerinin dgretme uygulamalari gelistirmeye ve baglam 6zellikli yani uygulama yapilan sif
icinde deneyimlenen zorluklarmn istesinden gelmeye tesvik edici olmasi gerekmektedir (Feiman ve
Nemser, ve Parker, 1992; Hudson&Nguyen'den alintilanmistir, 2008). Bir baska deyisle bu koordinatorler
Blank ve Sindelar'm (1992) bahsetmis oldugu 'sezgisel duyarhilik' yanlar1 eksiktir; ancak 'teknik
uzmanlik'lar1 gelismistir. Diger taraftan, bu aday ogretmenlerin uygulama ogretmenlerinden alacaklar
geribildirim ile ilgili beklentileri pratik diizlemdedir ve uygulama boyunca dgretme-6grenme baglamina
dair goriisler bildirmislerdir. Halbuki yine alanyazinda Malderez and Bodoczky (1999) tarafindan yapilan
calismada belirtilen bes rolde de eksikliklerin oldugu bu calisma ile ortaya konmustur. Bu ¢aligmada
ortaya konan rehber gretmenin rolleri soyle verilmistir (1) ilham veren ve gosteren bir model; (2) egitim
sistemiyle ilgili net bir anlayis ve ¢evresindeki kiiltiir ile uyum saglayan bir etkilesimci (acculturator); (3)
aday 6gretmeni uygun insanlarla tanistiran bir sponsor; (4) ses yansiticisi olarak eylemde bulunan ve aday
Ogretmene Ogretme uygulamalarini tartigmak icin giivenli firsatlar saglayan bir destekleyici; (5) aday
ogretmenin mesleki 6grenme hedeflerini elde etmesine yardimci olacak pedagojik diisiincelere olanak
saglayan bir egitimci (Malderez and Bodoczky, 1999, p.4). Bu ¢alismada ise bu 6gretmenlerden
kendilerine farkli sinif ihtiyaglarmm neler olabilecegi, dersler i¢in hangi aktivitelerin o smifa uygun
olabilecegi ve secimlerin hangi kriterlere gore belirlenebilecegi ve smif yonetimi kapsaminda 6grencilere
nasil davranilmas:  gerektigi konularinda beklentileri vardir. Bunlarn disinda uygulama
koordinatérlerinden cekindikleri de ortaya ¢ikmistir ki uygulama siiresince yapilan elestirilerin mesleki
boyutta olmasi1 gerektigi ve kisilige yonelmemesine dair beklentilerini dile getirmistirler. Hudson'in
(2004) belirttigi lizere bu 6gretmenlerin 6z nitelikleri arasinda 6zgiiven ve olumlu tavirlar asilamasi ve
destekleyici olmalar1 vardir ki aday 6gretmenlerin goziinden durumun biraz farkli oldugu ortaya ¢ikmistir.
Bunlarin disinda, uygulama koordinatorlerinin 6gretme stillerine katkida bulunmalarini ve zayif olan
yonlerini fark etmelerini ve dile getirmelerini beklemektedirler.

Uygulama dénemi baslamadan 6nce aday 6gretmenlerin endiseleri oldugu ortaya ¢ikmustir ki bunlar
Ogrenci davranislartyla nasil basa ¢ikacaklar1 konusunu kapsayan smif yonetimi, zaman yonetimi ve okul
uygulama deneyimlerinin eksikligidir. Uygulama saatlerinin yetersizligini de ayrica belirtmislerdir. Bu
aday Ogretmenlerin deneyimli olan uygulama koordinatorii ve uygulama Ogretmeni tarafindan
gozlemlenmeye ihtiyaglari vardir ki boylece kendilerinden, uygulama deneyimi sirasinda kendilerinin
goremeyecegi ortaya ¢ikabilecek olasi herhangi bir problemi ¢6zmek igin 6neri alabilsinler.

Uygulama sirasinda yapilan miilakat sonuglar1 aday 6gretmenlerin, uygulama oncesinde ifade etmis
olduklari, uygulama koordinatorii ve uygulama 6gretmeni arasindaki fark cizgisine benzer ¢ikmistir. Bu
Ogretmenlerin uygulama siireci sirasinda deneyimlerine gore uygulama koordinatdrleri genel anlamda
kendilerine katki saglamig; ancak bu katki teorik diizeyde kalmistir. Koordinatorlerden aldiklari
geribildirimler ders planlarina, materyal gelistirmeye, farkli Ogrenen tiplerine gore aktivite
hazirlamalarina, smif yonetimi becerilerini gelistirmeye katki saglamis ve akademik ortak bir dil ve
terminoloji kullanarak bahsi gegen konular iizerine tartismalar yapabilmiglerdir. Bu 6gretmenlere gére
koordinatérler ideal dil 6gretme 6grenme baglami gergevesinde tartigmalar yiiriitmekte ve bu tartigmalarin
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kendilerinin ifade ettigi lizere 'ger¢ek' smif baglamina uymamaktadir. Dolayisiyla 'gergek bilgi'yi
uygulama yaptiklart smifin icerisinde oldugunu deneyimlemislerdir. Onlardan aldiklar1 geribildirim resmi
olan uygulamada yetersiz kalmistr. Bu anlamdaki ihtiyaglarin1 uygulama Ogretmenlerinin
geribildiriminde bulmuslardir. Kendilerini sinif yonetiminde, zaman yonetiminde, uygun aktivite karar
siirecince, 0gretmen-ogrenci uyum iliskilerinde, 6gretmen-6grenci giidiilenmesi siirecinde ve gercek sinif
ortamina bagli olarak uygulama koordinatérlerine kiyasla daha yapisal geribildirimde bulunan birer rol-
model olarak degerlendirmiglerdir. Ancak uygulama Ogretmenleri teorik anlamda zayiftirlar; ¢linki
pedagojik igerik bilgileri bir tartigma yiiriitmekte yetersizdir. Ayrica ders planlarmi aday 6gretmenlerle
paylagsmamaktadirlar.

Miilakat sonuglar1 ayrica gostermistir ki aday Ogretmenlerin her iki tip rehberden alacaklari
geribildirim ihtiyaclarinin yani sira mesleki hedefleri de vardir. Bunlar 6grencilerin net ve etkili bir
sekilde iletisim kurmalarmi saglama, Ingilizce siiflarmi eglenceli bir hale getirme, kendisini émiir boyu
siirecek olan mesleki siiregte gelistirme, Ogrenci ihtiyaglarina karsilik verebilme ve sinif yonetimi
becerilerini gelistirmedir. Bunlarin disinda zaman ydnetimi, 6grenen psikolojisi, meslektaslar ile is birligi
iginde olma, dil egitimi teknikleri, icerik ve pedagojik anlamda alan ve kiiltiirel bilgi konularmda
gelismeye ihtiyaglar1 vardir.

Aday dgretmenlerin miilakat bulgular igerisinde geribildirim tipleri de yer almistir. Ornekse, aday
ogretmenler, internet ve cep telefonu uygulamalari {izerinden geribildirim, portfolyo kullanimi iizerinden
yazil1 geribildirim ve yiiz yiize gerceklestirilen geribildirimleri yararl bulmuslardir.

Ogretmenlik uygulamasi sonrasinda uygulanan anket bulgulari géstermistir ki aday 6gretmenlerin bazi
beklentileri karsihk bulmus; ancak bazi noktalarda beklentilerine karsilik bulamamislardir. Sonuglar
gostermistir ki uygulamaya baglamadan aday ogretmenlerin, uygulama koordinatorlerinin verecegi
geribildirime yonelik beklentilerine teorik diizlemde katkida bulunmuslardir. Uygulama siireci sonunda
aday ogretmenler, koordinatorlerden aldiklari geribildirim sayesinde genel anlamda 6gretme becerilerini
gelistirmiglerdir ki bunun igerisinde uygulama baslamadan 6nceki ders planlarini gelistirebilme, materyal
gelistirebilme, farkli tip 6grenen icin aktivite hazirlayabilme, akademik diizeyde tartigmalar yapabilme ve
siif yonetimi yer almistir. Ancak s6z konusu rehber dgretmenlerin uygulama yapilan sinif baglamlarina
uzak olduklar1 dile getirilmis ve tiim katilimcilarin bu goriis ¢evresinde hemfikir olduklart bulgularina
ulasilmistir. Buna gore, uygulama koordinatorleri teori acisindan bilgili, yalnizca ideal-olmasi gereken dil
ogrenme-ogretme sinif ortamlart tizerinden 'gercek bilgi' yi masaya yatiracak tartigmalar yerine sadece
akademik tartismalar yiiriiten, gercek smif ortaminda olabilecek sorunlara deginmeyen birer teknik uzman
olarak kalmaktadirlar. Uygulama &gretmenleri ise aday dgretmenlerin teorik degil, pratik anlamdaki
beklentilerine karsilik verebilmiglerdir. Bu &gretmenler, aday 6gretmenlere mesleki becerilerini pratik
diizlemde gelistirmelerine yardimci olmuslardir. Smif igerisinde ortaya g¢ikabilecek olasi problemleri
onceden gorebilmelerini saglamiglardir. Aday 6gretmenlerin 6énceden hazirladiklar1 ders planlarini, dersin
gidisatina gore sinif ortamina uyarlama noktasinda yardimci olmuslardir. Aday 6gretmenlerin ifade etmis
olduklar1 uygulama deneyimlerindeki 'gercek sinif sorunlarini tartismislar ve onlarin deneyim ve
bilgilerini paylagmiglardir.

Aday ogretmenlerin uygulama boyunca siklikla karsilastiklari problemler sinif yonetimi ve zaman
yonetimi olmustur. Uygulama saatlerinin sayisinin yetersiz bulduklarmi da ifade etmislerdir. Bunlarin
disinda diger aday ogretmenler ile ilgili goriis bildirmislerdir; arkadaglarmin kendilerine ¢ok yardimci
olmadiklarini ancak is birligi igcinde gériis alisverisinde bulunmanin énemini vurgulamislardir.

Ozetle, yukaridaki anket ve miilakat sonuglar1 incelendiginde aday ogretmenlerin uygulama
koordinatorleri ve uygulama koordinatorlerinden alacaklari, siirecte aldiklar1 ve siireg sonunda tiim almig
olduklar1 geribildirime yonelik beklentileri ve ihtiyaclar1 ayni paraleldedir. Siire¢ sonrasmndaki anket
bulgular1 da ayni paraleldeki goriisler ile benzerlik gostermistir. Her iki tip rehberin de genel anlamda
aday 6gretmenlerinin mesleki gelisimlerine katkilart vardir. Ancak uygulama koordinatérlerinin katkilari
uygulama Ogretmenlerinkine kiyasla daha teorik kalmakta ve akademik boyutta yer almaktadir. Aday
ogretmenler Ogretmenlik meslek becerilerini  sergiledikleri gercek smif ortamlarinda zorluklar
yasamaktadirlar. Bu yasadiklar1 zorluklar, bulgularin da ortaya koydugu iizere teorik bilgiyi pratikte
gosterememelerinden kaynaklanmaktadir. Teorik bilgi agisindan donanimli olarak 6gretmenlik
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uygulamasma baslayan bu aday o&gretmenler, 'ger¢ek bilgi' ve 'gergek smif' ile uygulama siirecinde
karsilasmakta ve bilgilerini prati§e dékme konusunda sorunlar yagsamaktadirlar. Bu konuda kendilerine
yardimer olan uygulama koordinatorleri degil, uygulama oOgretmenleri olmaktadir. Sonuglar ayrica
gostermistir ki uygulama koordinatorleri pratik anlamda yetersiz kalirken, uygulama 6gretmenleri de
teorik anlamda yetersiz kalmislardir. Bu sonuglar uygulama koordinatdrleri ile uygulama 6gretmenleri
arasindaki igbirlik¢i bir ¢alisma iginde olmamanin varligina isaret etmektedir. Dolayisiyla bu ¢aligmada
onerilecek durum aday 6gretmenlerin 6gretmenlik uygulama siireci baslamadan 6nce liniversitede rehber
gorevini lstlenen ve dgretmenlik uygulamasi dersleri veren akademisyenlerin, 6gretmenlik uygulamasi
yapilan okullardaki uygulama 6gretmenleriyle bir koordinasyon ve uyum igerisinde ¢aligmalara baglamasi
gerekir. Uygulama siireci baglamadan bir hafta 6nce hem uygulama 6gretmenleriyle hem de 6gretmenlik
uygulamasinin yapilacagi sinifin 6grencileri ileberaber derslere katilmali ve bu dersler sonrasinda
uygulama ogretmenleri ile gézlemleri iizerine yansitmal tartismalar yiiriitmelidirler. Boylece uygulama
koordinatériiniin akademik bilgisi ve uygulama ogretmeninin pratik diizlemde aday Ogretmenlere
verecegi geribildirimin igerigi arasinda bir koprii insa edilebilir. Bu kopriiniin tgiincii ayagi da aday
ogretmenlerin diger aday dgretmen meslektaslari olmustur. Bulgulara gére bazi aday 6gretmenleri kendi
aday oOgretmen meslektaglarindan da yardim beklediklerini belirtmiglerdir. is yine uygulama
koordinatérlerine ve uygulama &gretmenlerine diismektedir. Aday Ogretmenlerin gézlem sonrasinda
yansitmali tartisma siireclerine diger aday Ogretmenleri katabilecekleri ayr1 seanslar diizenleyebilirler.
Zaman sorunsali g6z oOniine alindiginda, bu pratik anlamda ¢ok miimkiin goriilmeyebilir; ancak aday
Ogretmenler uygulama saatleri disinda birbirleriyle etkilesim igine girmeleri igin uygulama
koordinatérleri ve uygulama 6gretmenleri tarafindan giidiilenebilirler.

Son olarak onemli bir nokta da uygulama saatlerinin yetersiz olusuyla ilgilidir. Bu caligmayi
sekillendiren aday Ogretmen goriislerinin son olarak {izerinde durdugu bu saatlerin nicelik agisindan
elestirisidir. Aday 6gretmenlere gore uygulama saatleri mesleki gelisimleri agisindan yetersiz kalmaktadir
ve saatlerin arttirilmasi yoniinde isteklerini dile getirmislerdir. Bu noktada, konuyla baglantili verinin
gorece nitelik acisindan az olmasi dolayisiyla bir dneride bulunmaktan ziyade &gretmenlik uygulamast
siiresi ile ilgili ayr1 bir ¢aligma yapmak daha saglikli sonuglar ve 6neriler getirebilir.

Tiim bunlar iiniversitelerdeki egitim fakiilteleri Ingiliz dili egitim programlar tarafindan goéz oéniinde
bulundurulursa, 6gretmen egitimi dersleri veren akademisyenlerin ve okul uygulama 6gretmenlerinin
verdigi geribildirimler daha etkili olabilecek ve bdylece Ogretmen yetistirme siirecindeki aday
ogretmenlerin beklentilerine daha uygun bir sekilde ilerleyecektir. Ayrica aday dgretmenlerin meslege
hazirlanmasinda 6nemli bir yeri olan 6gretmenlik uygulamasi derslerinin ve dolayisiyla 6gretmen
yetistirme siirecinin daha verimli ve etkili gegmesi saglanacaktir.
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Extended Abstract

There seems to be little research conducted to find out those needs and expectations of pre-service
teachers (mentees) from the feedback they take from their university supervisor and mentoring teacher in
the practicum school separately.However, as the literature has revealed the roles of both university
supervisor and mentoring teacher are significantly important in being a role-mode, guide, facilitator,
leader, change agent, companion, supporter who motivates the pre-service teacher to come over
contextual challenges and difficulties, learn teaching, and create and develop teaching practices. The roles
of both university supervisor and mentoring teacher hold such significant importance that their
supervision and guidance are considered as a unique combination of intuitive sensitivity and techniqual
expertism (Blank and Sindelar, 1992). Nevertheless, their existence is not sufficient but their knowledge
and how they supervise and guide the pre-service teacher are important in practicum process (Ganser,
1996, 2002, cited in Hudson&Nguyen, 2008). Such skills and knowledge include subject-matter
knowledge, learners, classroom management, pedagogical skills, school/teaching-learning context,
curriculum and syllabi, evaluation/testing/assessment, the knowledge of teaching profession which has
functions, routines, and peculiarities of being a teacher (Hudson, 2004). Apart from those, the mentoring
teacher’s and academic coordinator’s personal attributes play a vital role in shaping the pre-service
teacher’s communication and professional skills, which are all related to teaching practices. (Sinclair,
2003). Therefore, the feedback they provide play a vital role, too especially before, during, and after
practicum on the part of the pre-service teacher. Accordingly, in order to contribute to the field of teacher
education in general and practicum training in specific, a perception oriented study would likely fill the
gap through including the needs and expectations of pre-service teachers towards the feedback they
receive both from their academic supervisor and mentoring teacher. Thus,the purpose of this qualitative
study is to reveal the needs and expectations of pre-service teachers towards the feedback they receive
before, during, and after practicum. Data is collected through surveys and interviews from 16 practicum
ELT department students of a private university. Where the aim of the before-practicum survey is to find
out those pre-service teachers’ needs and expectations regarding the feedback which would be on
teaching experiences and teaching practices, procedures, and processes, the aim of the after-practicum
survey is to investigate whether their needs and expectations would have matched with the feedback they
have received throughout the practicum. The aim of the face-to-face interview conducted during the
practicum, on the other hand, is to reveal the needs and expectations towards the feedback they receive
during the practicum teaching. After and before-the-practicum survey consisted 16 participants; however
due to time and space constraints, convenient sampling is used, and face-to-face interview is conducted
with 3 participants.

Both survey and interview items base the inquiry in two groups: 1) participants who receive feedback
from their academic supervisor from whom they have taken the practicum course for one semester and 2)
participants who receive their feedback from their practicum school mentoring teacher. The implications
of this study have shown that both academic supervisors and mentoring teachers need 1) to supervise pre-
service teachers more effectively 2) to respond to the needs and expectations of pre-service teachers
through making practicum experience more effective. This study also attempts to find out and discuss
how to sustain more effective and efficient practicum courses and thus more effective and efficient pre-
service teacher training processes before/during/after practicum. That is, as the findings of this study have
revealed that although both academic supervisors’ and mentoring teachers’ feedback contribute to pre-
service teachers, the supervision and guidance of academic supervisor is found to lack practical
knowledge whereas the supervision and guidance of mentoring teacher is found to lack theoretical
knowledge of the aspects of teaching profession. Despite academic contribution and support, pre-service
teachers have encountered different difficulties in real classes, and they find such academic support as
insufficient and unresponsive for such contextual factors. The findings have shown that the encountered
difficulties are due to their knowledge which is theoretically strong but not effective on a practical basis
in a real classroom context. The results indicate the mismatch between ‘real knowledge’ (what they have
learned and what they learn before, during, and after the practicum) and ‘real class’ (what they experience
and encounter during practicum). The analysis has shown that they needed more guidance, supervision,
and support to transform their theoretical knowledge into practical knowledge, implementation, and
application.
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Those findings indicate a result where academic supervisors and mentoring teachers need to work
in cooperation and collaboration more frequently in order to build a professional bridge between theory
and practice. Pre-service teachers need to come together with the two parties before, during, and after the
practicum to debrief their needs and expectations before, during, and after the practicum with the
procedures and processes of the practicum. They need to have reflection sessions for the three-time
dimensions of the practicum as before, while (during), and after on a regular and systematic basis. Before
the practicum starts, they may observe the classes with which they will do their practicum and have
reflective sessions with academic supervisors and mentoring teachers to discuss theoretical and practical
issues which relate to their needs and expectations, and to the contextual realities to build such theory-
practice bridge. Their university classmates might also participate in those meetings to learn from each
other as that is also indicated by the findings of this study. Lastly, as also revealed by this research, the
amount of practicum sessions is found to be limited and insufficient if the goal is to be trained and get
ready to start teaching profession by the pre-service teachers. However, due to the number of participants
of this study, more research might be needed to make generalisations and suggest implications and
applications.

Ek 1.
Before Practicum
1. Pre-Service Teacher Before Practicum Survey

Instructions: Please consider your past experiences and current expectations as you respond to the
following issues.

Section 1. Reflect on your previous experiences

As a pre-service teacher, you have had opportunities to do some practice teaching as part of various
courses and during field experiences in your teaching education program. How have you utilized these
teaching opportunities? In particular, consider the feedback you have received during these experiences.
What aspects of the feedback you received werehelpful? In what ways were the feedback ineefctive?
Please explain with examples.

Section 2: Consider your needs in relation to your upcoming practice teaching at a school this term.

What are your thoughts on how you might improve your teaching this semester? What kind of
feedback would you like to receive to your teaching during your practice teaching? How might your
peers, your university supervisor, and your co-operating teacher help? Please explain.

Ek 2.
During Practicum Face-toFace Interview Questions (Milakat Sorular1)

1. Bir siiredir 6gretmenlik staji yapmaktasiniz. Bu staj siiresi i¢inde bir aday 6gretmen olarak mesleki
hedefleriniz nelerdir?

2. A) Universitedeki danisman oOgretmeninizden (university supervisor) aldigmniz geribildirim
anlamindaki ihtiyaglarinizi disiinecek olursaniz, sizce Ogretmenliginiz en etkili bi¢imde nasil
gelismektedir?

B) Staj yaptiginiz okuldaki danigman 6gretmeninizden (mentoring teacher) geribildirim anlamindaki
ihtiyaclarmiz1 diistinecek olursaniz, sizce 6gretmenliginiz en etkili bicimde nasil gelismektedir?

3. A) Online Aday Ogretmen Miilakat Form cevaplarmizda, 6gretmenliginizin gelisimine katkida
bulunan bazi 6rnekler verdiniz. Ayn1 ve benzer oérnekleri, {iniversitedeki danisman &gretmeninizin size
vermekte oldugu geribildirim anlaminda diisiinecek olursaniz neler séyleyebilirsiniz? Sizce Universitedeki
danigman 6gretmeninizin size verdigi geribildirim 6gretmenlik gelisiminize nasil katkida bulunuyor?

B) Ayni veya benzer 6rnekleri, okuldaki danigman 6gretmeninizin size vermekte oldugu geribildirim
anlaminda diisiinecek olursaniz neler sdyleyebilirsiniz? Sizce okuldaki danisman Ggretmeninizin size
verdigi geribildirim dgretmenlik gelisiminize nasil katkida bulunuyor?
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4. A) Online Aday Ogretmen Miilakat Form cevaplarmizda, &gretmenliginizin gelisimine katkida
bulunmayan bazi drnekler verdiniz. Ayni ve benzer drnekleri, liniversitedeki danisman &gretmeninizin
size vermekte oldugu geribildirim anlaminda diisiinecek olursaniz neler sdyleyebilirsiniz? Sizce
iiniversitedeki danisman 6gretmeninizin size verdigi geribildirim 6gretmenlik gelisiminize nasil katkida
bulunmuyor?

B) Ayni veya benzer 6rnekleri, okuldaki danisman 6gretmeninizin size vermekte oldugu geribildirim
anlaminda diisiinecek olursaniz neler sdyleyebilirsiniz? Sizce okuldaki danigsman 6gretmeninizin size
verdigi geribildirim 6gretmenlik gelisiminize nasil katkida bulunmuyor?

5. A) Su anda 6gretmenlik stajiniz devam etmekte. Sizce, bu siire boyunca, tiniversitedeki danigman
ogretmeninizden aldiginiz geribildirim ihtiyaglariniz 15181inda &gretmenliginiz en ¢ok hangi noktalarda
geligsmektedir?

B) Su anda 6gretmenlik stajmiz devam etmekte. Sizce,bu siire boyunca, okuldaki danigman
ogretmeninizden aldiginiz geribildirim ihtiyaglariniz 15181inda &gretmenliginiz en ¢ok hangi noktalarda
geligsmektedir?

6. A) Bu donem ogretmenliginize, tiniversitedeki danigmaninizdan aldiginiz hangi tip ya da hangi
geribildirimin katkida bulundugunu &rneklendiriniz. Bu anlamdaki 6gretmenlik ihtiyaglarmizi spesifik
(6zellikli) ornekler vererek aciklar misiniz?

B) Bu dénem Ogretmenliginize, staj yaptigmiz okuldaki danigmanmizdan aldigmiz hangi tip ya da
hangi geribildirimin katkida bulundugunu o6rneklendiriniz. Bu anlamdaki 6gretmenlik ihtiyaglarmizi
spesifik (6zellikli) 6rnekler vererek agiklar misiniz?

Ek 3.
Post Practicum
1. After Practicum Pre-Service Teacher Follow -up Survey

Instructions: Please consider your past experiences and expectations regarding the practicum you had
as you respond to the following issues.

Section 1. Reflect on your previous experiences

As a pre-service teacher, you had opportunities to do some practice teaching as part of various courses
and during field experiences in your teaching education program. How did you utilize these teaching
opportunities? In particular, consider the feedback you received during these experiences. What aspects of
the feedback you received were helpful? In what ways were the feedback ineffective? Please explain with
examples.

Section 2: Consider your needs in relation to your completed practice teaching at a school this term.

What are your thoughts on how you might have improved your teaching this semester? What kind of
feedback did you like to receive to your teaching during your practice teaching? How did your peers, your
university supervisor, and your co-operating teacher help? Please explain.

Ek 4.
CONSENT FORM
Dear participant,

The aim of the study is to find out student-teachers’ perceived needs regarding feedback to their
teaching during practice teaching based on their previous experiences and current expectations.
Participation in the study is on a voluntary basis. Your answers will be kept confidential and evaluated
only by the researchers; the obtained data will be used for scientific purposes.

As part of your participation, you will be invited to write a response to open-ended items as part of a
survey (no longer than 2 pages). This duration of generating this response would not take more than one
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hour. If selected, you may be invited to participate in an interview. The interview will be audio-recorded
and later transcribed. Your comments may anonymously be quoted in research publications.

The survey and interview will not include any questions that may cause discomfort in the participants.
However, during participation, for any reason, if you feel uncomfortable, you are free to quit at any time.
In such a case, it will be sufficient to notify the person collecting data.

At the end of the survey/interview, your questions related to the study will be answered. We would
like to thank you in advance for your contribution to this study. If you have any concerns or questions,
please feel free to contact the researcher:
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