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ABSTRACT

INVESTIGATING PERCEIVED COMPETENCES OF
ENGLISH LANGUAGE TEACHERS IN TURKEY
WITH REGARD TO EDUCATIONAL BACKGROUND AND EXPERIENCE

Taner, Giilden
Ph.D., Department of English Language Teaching
Supervisor: Prof. Dr. Golge Seferoglu

October 2017, 322 pages

This survey study reports on the perceived competence levels of teachers of English
working at state schools in Turkey with respect to their background, and proposes
anew competence framework that meets international standards and matches local
definitions. For this, European Profiling Grid (EPG) was translated into Turkish
through a team-translation project, and adapted to Turkish context through teacher
interviews. This adapted framework was used as part of the Language Teacher
Competences Survey, which was completed by 4172 teachers across Turkey. The
analyses showed that alternatively certified teachers with BA in English (English
Studies) report significantly higher levels of perceived English proficiency,
followed by traditionally certified teachers (ELT graduates) and alternatively
certified teachers with non-English degrees. In terms of methodology, ELT

graduates have significantly higher perceived competences. However, differences
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between ELT and English-Studies graduates were not significant in other
competence areas; while non-English group had the lowest perceived competences
in all 13. Teachers in their first four years reported lowest levels of competence in
all areas. Open-ended survey responses were used to revise the competence
descriptors on the adapted framework. After alignment to local frameworks, a new
competence framework and a guide to personal characteristics were developed.
The study has implications for teacher education research, practice and policy. A
new pre-service teacher education model is discussed. The results can serve as a
needs analysis for in-service trainings. The framework can be used for teacher
recruitment, evaluation and reflection which are regulated in the 2017 Teacher

Strategy Document by the Ministry.

Keywords: English Language Teaching (ELT), EFL teacher competences,
competence framework, European Profiling Grid (EPG), alternative and traditional

teacher education.



Oz

TURKIYE’DEKI INGILIZCE OGRETMENLERININ EGITIM GECMISLERI
VE DENEYIMLERINE GORE YETERLIK ALGILARI UZERINE
BIR INCELEME

Taner, Giilden
Doktora, Ingiliz Dili Egitimi Boliimii

Tez Yoneticisi: Prof. Dr. Golge Seferoglu

Ekim 2017, 322 sayfa

Bu calisma, Tiirkiye’de devlet okullarinda calisan ingilizce ogretmenlerinin
mesleki yeterlik algilarina iliskin bir anketin sonuglarini ve bu sonuglara
dayanilarak Onerilen, uluslararasi standartlar ve yerel yeterlik tanimlariyla
uyumly, yeni bir Ingilizce 6gretmeni yeterlikleri gercevesini sunar. Bu amaglar
dogrultusunda, European Profiling Grid (EPG) dokiimani komite yaklagimi ile
Tiirkge’ye cevrilmis ve 6gretmen miilakatlari ile Tiirkiye baglamina uyarlanmistir.
Bu versiyonu, Tiirkiye'nin her yerinden 4172 Ingilizce 6gretmeninin cevapladig
C)gretmen Yeterlikleri Anketi'nin altolgegi olarak kullanilmistir. Analizlere gore,
alternatif yollardan meslege baslayan Ingilizce boliim mezunu &gretmenlerin,
kendi Ingilizce seviyelerini diger gruplardan anlamli sekilde yiiksek
degerlendirdikleri; onlar1 geleneksel egitim alan oOgretmenlerin  (Ingilizce

ogretmenligi mezunlari) izledigi; en diisiik ortalamalarin Ingilizce olmayan
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boliimlerden mezun alternatif 6gretmen grubunda rapor edildigi goriilmistiir.
Metodolojik bilgi agisindan Ingilizce 6gretmenligi mezunlari en yiiksek yeterlik
algilarina sahiptir; ancak diger yeterlik alanlarinda Ingilizce dgretmenligi ile
ingilizce bolim mezunlar1 arasinda istatistiksel ac¢idan anlamli fark
gozlenmemistir. Farkli boliim mezunlar1 13 yeterlik alaninin tiimiinde en diistik
yeterlik algisina sahiptir. Deneyim agisindan, meslegin ilk dort yilindaki
ogretmenler en diisiik yeterlik algisina sahiptir. Agik uglu sorulara verilen
cevaplar, yerellestirilen yeterlik gercevesinin gelistirilmesi i¢in kullanilmis, daha
sonra bu gergeve yerel yeterlik gergeveleri ile uyumlu hale getirilmistir. Boylece,
calismanin c¢iktis1 olarak yeni bir ingilizce ogretmeni yeterlik cercevesi ve
ogretmenin kisisel ozellikleri kilavuzu oOnerilmistir. Calisma, ogretmen egitimi
arastirmalari, uygulamalar1 ve politikalar1 igin Oneriler sunar. Calismanin
sonuglari, hizmetigi egitimler igin bir ihtiya¢ analizi islevi gorebilir. Ayrica, tez
calismasmin en 6nemli ¢iktis1 olan yeterlik gercevesi, Milli Egitim Bakanliginca
yaymlanan 2017 Ogretmen Strateji Belgesi'nde belirlenen yeni uygulamalar
kapsaminda Ogretmenlerin ise alimi ve degerlendirilmesinde bir rehber olarak

kullanilabilir.

Anahtar Kelimeler: Ingilizce dil 6gretimi (ELT), 6gretmen yeterlikleri, ingilizce
ogretmeni yeterlik cercevesi, European Profiling Grid (EPG), alternatif ve

geleneksel 6gretmen egitimi.
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CHAPTER 1

INTRODUCTION

This chapter provides the background to this study. First, a brief literature review
will be provided. Then, significance of the study, research questions, and adopted
methodology will be introduced. The outline for the presentation of chapters and
definition of key terms will guide the flow of the remaining parts of this

dissertation.

1.1. Background to the Study

As learning a foreign language is a need to catch up with the rapid changes in every
walk of life, language teaching practices have been under investigation and quality
of these practices has been an issue of debate for over years. The focus of debates
has shifted from the search for best teaching method and evolved into a quest of
best practices and effectiveness for the improvement of professional skills of
teachers; and teacher education thus gained prominence as a field of inquiry (Burns
and Richards, 2009). What is argued ever since by prominent researchers in the
field is now common sense: teachers’ preparation prior to their entry to the
profession has a crucial role in developing a professional identity, and their
professional qualities entail improvement in the quality of all language teaching

practices (Darling-Hammond, 2000).



Education and background of language teachers, therefore, can be regarded as the
first step in improving the quality of all language teaching practices. In addition to
the extensive debates on the professional competences of teachers, quality of
teacher education programs are under spotlight. Many studies have been
conducted to evaluate pre-service teacher education practices in Turkey from
various aspects (cf. Coskun & Daloglu, 2010; Karakas, 2012; Savas, 2006; Seferoglu,
2006; Salli-Copur, 2008). The purpose and implications of such studies are to
improve the quality of teacher education practices and eventually of teaching.

However, other side of the coin is not that bright.

There is a huge demand for language teachers not only by the Ministry of National
Education (MoNE) but also by public and private universities and private schools;
traditional teacher education programs fall short to cater for this evergrowing
demand (Erten, 2015, Seferoglu, 2004, Yilmaz, 2017). The supply for this demand
comes in part from fast-track certification; i.e. alternative teacher education
programs. These teachers receive training in two semesters, and most of the time

have limited teaching experiences, if they have any.

When it comes to professional competences of these teachers and their levels of
readiness for the profession, however, the situation might change. With the
advance of standardization movement and with the elevated importance of
reflective teaching practices in recent years, stakeholders including administrators,
teacher educators, and teachers themselves seek for the ways to re-define what and
how much a qualified language teacher should know and opt to investigate in
which areas and to what extent they are competent. Steiner (2011) notes that teacher
competencies are powerful tools which can be used for professional development

and evaluation of teachers.

Developing professional competence templates to aid the improvement and

assessment of teachers’ professional development have been on the agenda of
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many regional, national and international institutions in the recent years (Katz &
Snow, 2009). One side to this trend is that teacher education literature points to the
influence of the competences of a teacher on student success (Darling-Hammond,
2000, p. 23). On the other side, there is the advantage of having a set of definitions
which will set the common grounds for professionals, and provide a point of
reference for determining where one stands on the journey of professional
development. As reflective practices gained importance in teaching profession,
many competence description schemes have been developed, with the common
aim of providing a frame of reference for self-evaluation of teachers, and thus

improving the quality of teaching.

Many projects for defining language teacher competences have been conducted at
national and international levels. In Turkish context, teacher competencies
document published by MoNE in 2006 consisted of two main parts; namely, generic
teacher competencies and subject-specific teacher competencies. With its initial aim
as a self-evaluation tool, the competencies described by MoNE did not prove very
effective. The reason for this was that the tool requires a long time to read and
complete and teachers’ self-evaluation might become unreliable with such a long
tool with many items to consider. Therefore, there had been continuous efforts to

revise and update the tool. (Ali Yilmaz, personal communication, November 2013).

However, there is always the reservation that a truly comprehensive, complete and
perfect definition of competence might not be reached; so adoption of a single set
of descriptors would always entail the risk of downvaluing of some of the
constructs that are missed in the standard definitions. For this reason, rather than
using competence frameworks as strict indicators and exclusive lists of what and
who a teacher should be, they can better serve as instruments for reference in
professional development practices. That is to say, they can act as the reference
points for outlining a profile of teachers, and thus identifying the areas in which

teachers need most guidance and improvement. In this respect, the results of

3



performance evaluation based on competence frameworks can serve as needs

analysis for in-service teacher training policies.

1.2. Statement of the Problem

High quality teacher education practices are vital in achievement of quality in
language teaching practices. However, in order to supply for the huge demand for
teachers of English in Turkey, policies to promote alternative training programs
shorter in duration and content have been adopted for long years. The quality of
the education offered in these formation certificate programs have been severely

criticized (Seferoglu, 2004; Simsek and Yildirim, 2001).

Despite these criticisms, the policy is still not abandoned: a two semester teacher
training program common to all universities has been outlined in the regulations
published by Council of Higher Education (CoHE -YOK, 2015) without clear
objectives and borders. The responsibility for these alternative certification
practices are on faculties of education and in the responsibility of faculty members
who already have many students enrolled in the traditional program. For the
universities and faculty, this poses extra burden despite the profits it provides;
quality of traditional teacher education is at stake alongside the alternative
program in that the number of students a faculty member is responsible for doubles
and almost triples in most cases. Furthermore, concerns are raised that the
demands and limitations of facilities at universities are hardly ever taken into

consideration while CoHE allocates the student capacities.

Alternatively and traditionally educated teachers have equal chances of being
appointed as teacher within the current exam-based system (Safran, 2013); even
though four-year intensive teacher education at faculties of education does not

equal to a two-term compact pedagogical formation certificate program, neither in



scope of the courses offered, nor in opportunities of teaching experience prior to
profession (Seferoglu, 2004). Teacher education literature suggests that teachers’
experiences prior to their entry to the profession might affect professional
competences and success of teachers; a verification or rejection of this claim in the
Turkish context would be a very enlightening and stimulating resource for guiding
the future decisions taken by the policy makers on the language teacher education

system and teacher recruitment practices in Turkey.

Very recently, within the Teacher Strategy Document 2017, MoNE suggested
continuous evaluation of teachers for ensuring professional development; and one
dimension of this evaluation is defined to be an evaluation based on a competence
framework. The Ministry set the roadmap to develop a document describing
generic teacher competence for the reference of teachers and teacher educators as
well as to set the grounds for performance evaluations to guide in-service training
programs and professional development practices (MEB, 2017). However, the plan

seems not to include subject specific competences.

1.3. Purpose of the Study

Therefore, the aim of the study is two-fold: to investigate deeper the perceived
competence levels of teachers working at MoNE schools in order to provide a
general profile of teachers and arrive at a discussion of how teacher competences
might change with respect to their educational backgrounds; and second, to
explore Turkish language teachers’ definitions of competence and developing a

competence framework based on this.

The primary purpose of this study is to provide a general profile of English language
teachers working at public schools in Turkey, a portrayal of their language skills

and professional competences, highlighting the competence areas in which



teachers feel most competent, and the areas they need to improve themselves
professionally. While doing so, the study also aims to investigate whether
professional competences of Turkish teachers of English vary with respect to their
educational backgrounds and whether the differences across groups (if any) fade
away as teachers gain experience in teaching. In this vein, the results of this study
might be a point of reference and act as a needs analysis for policy making and a
contribution to guide future decisions on teacher education and professional

development practices at pre-service and in-service levels.

The secondary purpose of the study is to provide a neat and user-friendly language
teacher competence framework that is adapted, localized, and aligned to the

context of Turkish national educational system.

With these purposes, the present study aims to answer the following research

questions (“teachers” refer to teachers of English):

1. What is the general competence profile of teachers working at state
schools?
a. How do they evaluate themselves in terms of their proficiency
in English language skills?
- In which skills did teachers report to be at highest/lowest levels
of proficiency?
b. How do they evaluate themselves in terms of their professional
competences and levels of professional development?
- In which skills did teachers report to be at highest/lowest levels
of competence?
2. Is there a difference in teachers’ evaluation of their proficiency in
language skills with respect to their educational backgrounds?
a. Which background groups reported to have the highest

proficiency in each language skill?
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3. Is there a difference in teachers” evaluation of themselves in terms of
their professional competences and levels of professional development,
a. ...with respect to their educational backgrounds?
b. ...with respect to their teaching experiences?
c.  Which groups reported to have the highest competence levels in
each area?
4. How do the competences of each group change with respect to
experience?

a. Do the differences disappear as teachers gain experience?

5. What are the most important professional qualities a competent teacher

of English should have, according to language teachers?

1.4. Significance of the study

According to a metasynthesis of teacher education research in Turkey, there is a
substantial body of research that relates to teacher identity and that focuses on pre-
service teachers (Taner & Karaman, 2013). Taner and Karaman (2013) also
highlighted teacher professionalism among the areas that awaited more research.
This study aims to discuss professional qualities of teachers from the perspective
of teacher competences and teacher background; therefore, the study matches the
implications of the metasynthesis in that it takes in-service teachers and issue of
professionalism into account. In addition to this, there is no large-scale study with
in-service teachers to provide generalizable conclusions. Therefore, this study
attempts to fill this gap in literature and provide implications for further research

and teacher education practices.

Standards are associated with teacher professionalism. Developing standards or

frameworks of reference for the language teaching profession has been defined as



a way of improving language teacher education (Katz & Snow, 2009, p. 66).
According to Katz and Snow (2009), the standards have numerous advantages:
they establish the clear boundaries to what is expected of teachers, they provide a
common language for teaching and learning (Harris & Carr, 1996), they provide
guidelines for designing curriculum, they give teacher educators an idea of
competences that might be required of their students and for the students, they set

the performance goals (p. 67).

There are different approaches to standards, and many concepts that do not
necessarily set standards but are associated with standards; such as performance
indicators and competence frameworks. Katz and Snow (2009) compare several
standards documents from different contexts, and they note that our
understanding of standards should change “from describing desired competencies
[...] to considering how to ensure that those competencies are relevant to the
audiences they are meant to serve” (p.74). Taking this view as the grounds, this
study aims to develop a competence framework that reflects the opinions of people
who will use it. Further, they note that the definitions of competence change
constantly and from one context to the other (Katz & Snow, 2009); therefore, this
study aimed to ask Turkish teachers of English for their definitions of a competent
teacher. This way, incorporating teachers” views on the competence descriptors, in
other words, having practitioner voice in a competence framework would render
it more down-to-earth, i.e. valid for the context. Therefore, one major significance
of the study is a competence framework derived from international standards but
tailored to local contextual practices and encorporating practitioner views will be

proposed.

Another important dimension to the proposed competence framework is that not
only the local definitions, but also the international standards are at work. Bergil
and Sarigoban (2016) define European Profiling Grid (EPG) as a “milestone in

English language teacher education. They conducted a study with pre-service
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teachers in which they used EPG and provided as an implication that EPG could
be “proposed to use commonly in English language teacher education instead of
the Council of Higher Education's assessment form for prospective teacher
education”. With the revisions and amendments in competence definitions, this
study takes this implication one step further from the practice teaching course
context to the assessment of in-service teachers. The proposed framework can be
used in teacher evaluations for recruitment, needs analysis, promotion and
reflection which are outlined with the regulations set out in Teacher Strategy

Document 2017-2023 (MEB, 2017).

The existing competence framework published by the Ministry of National
Education (MEB, 2008) has not been actively used, as it is a lengthy and hard to
follow document and there were plans to draft new competences (Yilmaz, 2013);
which became public when the Ministry published Teacher Strategy Document
2017-2023. The Ministry introduced plans for an updated teacher competence
framework very recently in 2017; but, the planned tool still lacks subject-specific
competence descriptors (MEB, 2017); so the need for a reference tool outlining
language teacher competences still holds. Such a reference tool could serve as a
means for reflection and self-evaluation for teachers. It could also be a reference
document for teachers who seek professional development opportunities.
Furthermore, it can be used for teacher recruitment porposes; since there is no
standardization yet in teacher recruitment process.

Furthermore, within the scope of the 2017 Teacher Strategy Document (MEB, 2017)
which refers to frequent teacher evaluation for professional development of
teachers, having a set of descriptors that describes the qualities of a competent
teacher might prove functional and beneficial. Including teachers’ views on the
competence descriptors will serve for the validity of the tool in Turkish school
context. This study, therefore, will have implications for teacher education

practices, research and policy.



Moving on to teacher education practices, and to the second aim of the study, there
has been an ongoing debate on whether faculties of education are needed and on
whether faculties of arts and sciences are sufficient to supply qualified teachers to
Ministry of National Education (Seferoglu, 2004; Yilmaz, 2017). With the results of
the study, strengths and weaknesses of both types of teacher education practices
and of current teacher workforce are discussed. The current study might give
insights as to the competence profile of the teachers of English working at state
schools; also about the efficiency of pedagogical formation certificate programs, as
well as about traditional teacher education practices in educating highly qualified
teachers. The competence grid provides valuable feedback for teacher educators as
well; it demonstrates the professional development phase their graduates are in

when they graduate.

In addition to the above mentioned benefits, the results of this study can serve as a
contribution to teacher education practices of all kind, since it presents a deeper
understanding of what is needed of teachers and what is missing in current teacher
education system. Also, competence framework might be a means for raising
professional awareness in that, during the data collection process, teachers had a
chance to reflect on their teaching and hence to improve their competence areas
they evaluate themselves as weak. These findings may also serve as a needs-

analysis for future decision making in in-service programs.

1.5. Study Design

Creswell (2009) states that nature of the research problem and the research
questions is a determining factor for research methodology. For the purposes of
this study, a quantitative approach to data collection is needed in that the study
aims to obtain generalizable results. However, the second aim requires a deeper

understanding of what teachers think; so there should also be a place for teachers’
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opinions. The present study also attempts to add teachers’ voice to the definitions
provided in the competence framework in order to make it more valid for our own

context.

In this respect, a survey study design is adopted, in that it could yield both
quantitative and qualitative data. An internationally recognized competence
framework was adapted for use as part of the survey. Survey also included
background and experience questions, and open ended items which asked for
teacher opinions with the intention to reach a sound set of qualitative data. English
Language Teacher Competences survey was completed by 4172 participants across
all cities in Turkey. The results were used to describe the teacher profile, and to
propose a competence framework for teachers of English. The design, procedures

and analysis steps are discussed in detail in the Methodology chapter.

1.6. Definition of Key Terms

Traditional teacher education: In this study, traditional teacher education indicates
the 4 year BA programs on English Language Teaching (ELT) which are offered at
faculties of education, departments of language education. This program lasts for
8 terms and runs on a mostly standardized program with theory and practice
components. These departments are usually referred to as ELT departments and
their curriculum is regulated mostly by the regulations of CoHE; which provides a

common program for ELT departments.

Alternatively certified teachers: Alternative teacher education indicates
pedagogical formation programs which are much shorter alternatives to traditional
teacher certification practices. The practices in such programs differed to a great
extent but recently these pograms are also standardized at least in terms of

duration. They usually last for 2 semesters and are conducted mostly as evening
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classes and they require higher tuition fees. They are short in duration with limited
pedadogy courses and limited practice opportunities. They are currently under the

responsibility of professors at faculties of education.

Departments of English Studies: indicate departmens that offer English major,
except ELT. These departments include departments of English Literature,
American Culture, English Language Studies, English Linguistics and Translation
Studies or Translation and Interpreting in English. These students are, as ELT
students, accepted through English weighed scores on central university entrance
examination. Most students enrolled in these departments apply for alternative

certification.

Competence: is defined as the professional qualities a teacher should have.
Competence indicates teachers” knowledge, ability, skills and values; and in our
case, their personal characteristics as well. There are many definitions to teacher
competence, in this study, it is what a language teacher should know, be able to do
and think. The terms competence and competency are not differentiated but the
term competence is preferred over competency in this study on the grounds that

competence is accepted to be a larger term including sets of competencies.

Competence framework: is a document listing a set of competence descriptors.
These documents should not be considered as embodiments of teacher standards
or are not considered as strict indicators and exclusive lists of what and who a
teacher should be. With the reservation that no competence definition could be
perfectly comprehensive, they can better serve as instruments for reference in

professional development practices.

The Grid: refers to the competence framework Eurpean Profiling Grid (2013)
drafted through a multinational European Union project to which there is also a

partner university from Turkey. The term Grid also refers to the adapted and

12



localized version of EPG which was utilized as the data collection instrument of

this study.

1.7. Overview of Chapters

This first chapter, Introduction, provided a brief outline of the dissertation. The
following chapter, Literature Review will further define the key concepts central to
this study and will thus set the context of the study. This chapter presents a review
of literature on what the current practices are and how they advanced to the current
situation today; as well as references to the literature that relates to constructs

under investigation in this study.

The third chapter, Methodology, consists of three parts each of which reports on
successive methodological phases in the chronological order. The first part outlines
“Research Design” which starts with an introduction of the purpose and research
questions. It then moves on to discuss the approach to research design; introduces
data collection and sampling procedure, addresses ethical considerations in data

collection and provides details about the data collection instrument.

The second part of the chapter is an elaboration on the process of instrument
design; more specifically, translation of teacher competence descriptors that were
used as a subscale of the survey utilized in this study. With its own literature,
methodology and discussion of results, the process was a complete study in itself.
Therefore, this part of the chapter, the “Translation and Validation of the
Competence Framework” can be regarded as a smaller-scale sub-study which was
conducted before the launch of data collection to ensure quality in translation,

adaptation and alignment which in turn improves the validity of the tool.
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The final part is titled “Analytical Issues” which proposes an account for the
decisions taken during data management and analyses. Piloting and data reduction
processes, approaches to quantitative and qualitative data analyses will be
discussed with reference to relevant literature. This part also reports on reliability

and credibility issues.

The fourth chapter presents the Results. This chapter aims to address the research
questions and to present the results of data analyses. Administration of English
Language Teacher Competences Survey yielded two data sets at the end of the data
reduction process; the quantitative data set (N2=4172) was already included in the
qualitative data set (N1=5101). Reports of analyses pertaining to each section of the

survey will be provided with reference to respective research questions.

Final chapter, Discussion, is where the results of these analyses will be discussed
with reference to relevant literature and identified themes, evolving from the
background and the qualities teachers bring to the profession. Through further
elaboration on similar studies and with references to quantitative and qualitative
results gathered through this study; this chapter concludes the research report with
a proposal for a new localized language teacher competence framework and a new
model for teacher education. Then, at the end of the chapter, limitations of the
study, and some further implications will be presented in relation to teacher
education research and related practice; and for reference in future teacher

certification and recruitment policies in Turkey.
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CHAPTER 2

LITERATURE REVIEW

This chapter will provide the basis and background to the analyses and discussions
that will follow. First, to set the context, English and English language teacher
education practices in Turkey will be introduced. Then, review goes on to define
concepts of competence, introduction of standardization movement, how these
concepts emerged will be touched on with references to multiple views. Then,
important constructs that are under investigation in this study will be reviewed.
The competence framework that was adopted as the data collection instrument will

be introduced before proceeding onto the next chapters.

2.1. English and Language Teacher Education in Turkey

As is the case globally, teaching and learning of English is a very important issue
in Turkey. Being proficient in English is highly prestigious and is a gateway to
higher income jobs. English is the most frequent second language offered at public
and private schools at all levels; starting from early ages up to university, students
have compulsory English classes offered at public schools. They continue learning
English at universities some departments of which offer English-medium
programs while the rest of the students who are enrolled at Turkish-medium
programs generally take at least one term of compulsory basic English course. After
university, proficiency in English, or success on national language exams, is an

important criterion for employers, administators, and academic careers. Even at
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public service, the higher scores you have on language tests the higher you are paid
extra in addition to your salary. Therefore, it is prestigious to know a second

language, especially English, as is the case in most contries.

2.1.1. Background

In the early years of Turkish Republic, language teacher supply for secondary and
tertiary education have been sourced in foreign schools and philology departments
of universities; whose graduates received a certificate of teaching to become
teachers. Then, early language teacher education practices started with the
collaboration of Istanbul University and Ministry of National Education (MoNE)
as a 2 year program. The duration of such language teacher education programs
conducted under the authority and collaboration of MoNE with universities were
extended to 3 years in 1962 and to 4 years in 1978 (Demirel, 1988; as cited in Can,
2005). Later, the responsibility of the regulation of these institutes and academies
were transferred to Council of Higher Education (CoHE) and to faculties of
education in 1982. Later in mid-90s, the concerns for teacher education increased
with the raising demands for language teachers; which led to the initiation of

reform practices in language teacher education (Kirkgoz, 2007).

After 1980’s when English language teaching at schools gained more importance;
language teacher education became a problematic issue. The introduction of
Anatolian high schools which aimed English-medium instruction in 1980s,
establishment of foreign language intensive high schools which had a preparatory
class and intensive focus on English classes in early 90s and finally introduction of
English classes as early as 4™ and 5" grades, which later evolved into introduction
of English in 2n grade led to an increase in the demand for teachers of English
(Kirkgoz, 2007), which then could have never been fully satisfied (Can, 2005; Deniz
& Sahin, 2006; Erten, 2015; Seferoglu, 2004).
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2.1.2. Current Language Teacher Education Practices

Supposedly, when there is this much of emphasis on English and with such a large
population, the teacher supply cannot easily be satisfied. There is a huge demand
for language teachers not only by the Ministry of National Education (MoNE) but
also by public and private universities and private schools; traditional teacher
education programs fall short to cater for the demand. This shortage is so acute that
the demand would not be satisfied “even if the government recruits all the teachers
of English waiting to be appointed at once” (Yilmaz, 2017). When the shortage is
that acute, the supply for this demand comes in part from fast-track certification;

i.e. alternative teacher education programs.

Alternative and traditional approaches to teacher education are widely discussed
in literature both in international (Darling-Hammond, 2000; Tillema & Verberg,
2002; Suell & Piotrowski, 2007; Fenstermacher, 1990; Lopez, 2013) and local reviews
of various concepts in relation to alternative certification in Turkey (Aydogan and
Cilsal, 2007; Can, 2005; Seferoglu, 2004; Delen, Sen & Erdogan, 2015; Yalgin Incik &
Akay, 2015; Siiral and Saritas, 2015; Baggeci et al., 2015; Kiraz & Dursun, 2015). For
the present study, education and background of teachers is specifically significant

in that it was taken as a criterion for group comparisons.

Alternative teacher education practices differ from traditional teacher education in
terms of length, number of courses offered and whether they include practicum or
not (Seferoglu, 2004). As a result of frequent policy changes, current language
teacher workforce includes teachers who are graduates of non-English degrees
without teacher certification, teachers with general pedagogy training without
specific emphasis on English, primary school teachers who are appointed as

language teachers since they proved language proficiency, graduates of English-
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medium non-pedagogy departments, and graduates with various other

backgrounds.

According to MEB Statistics in 2013, 51.9% of all teachers working for MoNE was
formed up by graduates of faculties of education while the remaining 48.1%
consists of teachers with alternative teacher education backgrounds (Safran, 2013).
Starting from 1997, “faculties of education began to collaborate with faculties of
arts and sciences and engineering faculties to meet the needs [for] teachers in some
subject areas. [...] (MoNE) has appointed thousands of people with no pedagogical

formation education as teachers” (Deniz & Sahin, 2006, p. 22).

2.1.2.1. Alternative and Traditional Teacher Education

Traditional teacher education practice currently is 4 year bachelor degree programs
in English Language Teaching, offered at faculties of education. The curriculum for
these programs is mostly standardized under the regulations of CoHE which
witnessed revisions in 1997 and 2006, includes theoretical courses addressing
language proficiency (such as Oral Communication and Advanced Reading),
language specialization courses (such as translation, linguistics), general
educational courses (such as theories of education, developmental psychology) and
language pedagogy courses (such as methodology, materials design, testing) and
practicum component consisting of two courses offered in subsequent terms in the
senior year (YOK, n.d.). The graduates of these departments directly qualify as
teachers of English and can be employed in private schools, colleges, and privately
run language schools; but they have to take a standard Public Personnel Selection
exam and qualify for selection interviews to be recruited as teachers of English at

state schools.
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The most common alternative route in teacher education is for English language
teacher preparation, because the English teacher supply falls acutely short for
demand (Yi1lmaz, 2017). Students or graduates of English-medium universities and
of English-language related areas are certified through compact programs “with a
very brief training which in many cases did not include any practice teaching”
(Seferoglu, 2004, p.153), which are usually referred to as pedagogical formation

certificate programs.

There has been no standardization in the curriculum of such certificate programs
until 2014, when the Ministry and Council of Higher Education (CoHE) jointly
launched regulations governing the pedagogical formation certificate programs
(YOK, 2015). The alternatively certified teachers who were recruited before 2015
therefore had attended varying numbers of theoretical and practicum courses. And
until 2014 revisions, regardless of their field of graduation, everyone who is a
graduate or senior student of English medium programs could attend certificate
programs to become teachers of English. After 2014, CoHE revised the entry
requirements limiting the eligible degrees to English majors for entry to language

teacher certificate programs.

The students of such pedagogical formation programs mostly receive teacher
training in two semesters. The practicum component of the program, if there is any,
is not as long and comprehensive as the one offered at undergraduate programs at
faculties of education. Each program includes subject-pedagogy couses which are
more specialized but the theoretical courses focus heavily on general education
courses (rather than language pedagogy), and these offered jointly for all
certification programs run at a university regardless of the specialization. That is to
say, according to CoHE regulations (2015), mathematics students and English
language students can in theory take the same educational course in the same
section; which is an indication that these courses might not be tailored to the

specialization area.
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At this point, the practices and implementations might be different from what is
set by regulations, still, these do not cover for the downsides of these programs.
Therefore, doubts have always surrounded the success of these certificate
programs in preparing highly qualified teachers. However, there is also some
evidence that graduates of alternative teacher education programs are almost
equally successful as traditionally educated teachers of English in KPSS (Public
Personnel Selection Exam) which was used as the main criteria for appointment of

teachers until recently.

In KPSS 2013, of 11602 graduates of faculties of education who took the exam to be
teachers of English, 7943 scored higher than 60 points (68.46%) while of the 3326
graduates of other faculties (English language related areas), 2421 (72.79%) scored
higher than 60 points (Safran, 2013). Safran (2013) also notes that average test scores
for these two groups of English language teacher candidates on KPSS are almost
equal: faculty of education graduates with an average score of 69.1 as opposed to
the average score of 69.24 obtained by alternatively educated teacher candidates.
This means, in terms of the appointment criteria considered by the ministry at that
time, alternatively educated teachers were regarded to be as successful as

traditionally educated teachers.

Ekinci (2012) raises the question of which teacher training path is the most
preferable in her article in which she listed the three teacher education policies
adopted since the establishment of faculties of education in 1983 with the aim of

educating teachers:
(1) Training teachers for elementary and secondary schools through

different programs offered in education faculties; the main objective of the

students attending these programs is assumed to be a teacher.
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(2) Teacher training through “master’s programs without thesis” offered to
the graduates of the faculties apart from education faculties.
(3) Teacher training through “teaching certificate” programs offered to the

students of faculties apart from education faculties. (p.21)

The first and the third pathways to qualifying as teachers are still present, but it
should be noted that in response to the teacher shortage in English, engineers,
public administrators and graduates of such departments with English medium
programs became English teachers in 1 day without any professional training at all

(Seferoglu, 2004; p. 153).

About the effectiveness of alternative and traditional teacher education practices,
Fenstermacher (1990) takes the issue from another perspective. Rather than totally
blaming the alternative approaches, appraising the value they might bring to
teacher education (Fenstermacher, 1990) might be beneficial in improving the
quality of traditional practices. In fact, these programs worldwide are solutions to
immediate teacher shortages; they promise providing teachers to the workforce in
a relatively shorter time. The practice component is usually smaller; but this can
count as an advantage: such programs keep theory to minimum, teachers take it
very close to their entry into profession, and leaving practice phase to the real world
might be a good idea after all, comments Fenstermacher (1990). On the other hand,

traditional teacher education more promising in terms of teacher quality.

From this point of view, a link can be established between teacher education
practices and competences In their study concerning the competences of
prospective teachers at the faculty of education and of those enrolled in teaching
certificate program, Yalgin Incik and Akay (2015) report that 65.9 % of prospective
teachers (PTs) at the faculty of education thought that their teacher education
program would be effective in equipping them with teacher competences while

others reported lack of sufficient practice as a drawback (p. 189). On the other hand,
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in the comparison group, only a very small proportion prospective teachers in the
certificate program thought the program would be effective in equipping them
with teacher competences while the majority reported disadvantages due first to
compact training in a short period and second to lack of sufficient practice; which
is foreseenable when a four year program is compared to a two term one. In Yalgin
Incik and Akay’s (2015) study, PTs at the faculty evaluated themselves to be most
competent in valuing, understanding, respecting students, which is parallel to
Karacaoglu’s (2008, as cited in Yalgin Incik & Akay, 2015) findings; and PTs in
alternative program reported to be most competent in respecting students and
importance on national and universal values, while both groups were weak in
monitoring and assessment of learning and development (Yal¢in Incik & Akay,
2015, p.191). They report that their findings are comparable to the existing literature
which comprises similar studies with samples consisting of teachers; those studies
also report teachers to have low levels of competence in testing and evaluation

(Temel, 1991; Giiven, 2001; Cakan, 2004; as cited in Yal¢in Incik & Akay, 2015).

2.2. Standards and Teacher Competences

Competence definitions and competence frameworks for the evaluation of student
teachers and in-service teachers resulted in a strong association of teacher
competences with standardization movement. These two actually developed
together, as competence based evaluation progressed, competences of teachers and
its effect on student success started to be discussed. And as teachers prepared
students for some set standards, standards based teaching gained importance, and

automatically standards for teachers and teaching became important.
Teacher competences are defined in various ways in literature, referring to different
characteristics or professional qualities teachers have. Sometimes they are linked to

standards movement, and sometimes they are accepted to be grounded in
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competence based approaches to education. No matter how differently teacher
standards and competence categories are named or described in international
literature, it is seen that they relate mostly to and cover the professional knowledge,

skills, attitudes and conceptions of teachers (Yalgin Incik & Akay, 2015).

According to Katz and Snow (2009), the standards have numerous advantages:
they establish the clear boundaries to what is expected, they provide a common
language for teaching and learning (Harris & Carr, 1996), they provide guidelines
for designing teacher education curriculum, they give teacher educators an idea of
competences that might be required of their students and for the students, they set
the performance goals (p. 67). For this reason, developing standards or frameworks
of reference for the language teaching profession has been associated with

improving language teacher education (Katz & Snow, 2009, p. 66).

Discussions on standards mainly center on content standards which relate to
essential knowledge and skills, and performance standards that express the degree
of quality expected in relation to content standards (National Research Council,
1999; as cited in Katz and Snow, 2009). Katz and Snow note that standards can
guide teacher education procatices, in that they provide descriptions of competence
to prepare teachers for, and they define both what it means to be an effective or
good teacher, and how they are assessed (2009, p.72). For prospective teachers, they
define who an effective teacher is, and for in-service teachers, they are a reference

for reflection and professional development.

There are some questions raised about using standards in different contexts.
Concerns are voiced that professional knowledge taken from one context might not
be applied to others, and some scholars believe that by setting standards, the
learners” views and capacities to think about learning and teaching is restrained.
With these reservatiobs, Katz and Snow (2009) highlight the importance of relating

the standards to local contexts.
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In literature, there are differing views on the definition of language teacher
competences and what they include. For instance, on the use of these two terms,
Pantic, Wubbels and Mainhard (2011, p.171) define competence as a broader term
that includes competencies. Pantic et al (2011) reports many conceptualizations of
the term competence. The first conceptualization of competence drew on beharioral
psychology, and first referred to theory free practical skills (Harris 1197, as cited in
Pantic et al., 2011). Later, this behaviorist approach was criticized in that teacher’s
competence cannot be defined only through the observable skills and that there are
more dimensions to competence such as knowledge and understanding, values
and moral sensibilities, and professional identity which are neglected by this

approach (Pantic et al., 2011).

In alignment with these, Taneri (2017) refers to the affective competencies a
language teacher should have; reporting that
there are numerous affective competencies that are essential for prospective
teachers to develop such as having positive attitudes towards the teaching
profession, developing empathy, sensitivity, love, self-esteem and self-
concept are vital for prospective teachers. However, none of the teacher
education programs fully addressed all the affective needs of prospective

teachers (p.105)

In relation to affective factors, attitudes and being positive is also important for
teaching profession, even though it is assumed that the main objective of the
students attending faculties other than education faculties is not becoming a
teacher (Sen & Gogus, 2011; Simsek 2005; Karagozoglu, 2009; YOK, 1997; Yiiksel,
2004, 2011; as cited in Ekinci, 2012); Baggeci, Yildirim, Kara and Keskinpalta (2015)
reported on the positive attitudes of alternative certification students towards
becoming a teacher. In their study, they collected data from 171 pre-service

teachers, 88 of whom were enrolled in pedagogical formation program and 83 of
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whom were senior students at different teaching departments with the aim of
identifying their attitudes towards profession. Bagceci et al. (2015) identifies the
alternative education as “to make students 'a teacher' with the supplement of
pedagogical courses after their graduation from science faculties” (p.307). These
students who are ‘made teachers” were found to have more positive attiudes

towards profession when compared to senior students at faculties of education.

2.2.1. Subject Matter Knowledge: Teacher’s Language Proficiency

Language proficiency is seen as an important construct for teacher quality in
literature (Nasserdeen, 2001; Richards et al., 2013). Nasserdeen (2001) suggests that
being a good role model, and setting a good example of a language user for
students require good subject knowledge. Therefore, for Nasserdeen (2001, p. 22),
for accurate and effective modelling of structure, lexis and pronunciation, teachers’

high language proficiency is an essential quality.

Language proficiency of the teachers is also considered to be an important indicator
in teacher evaluations. For instance, Akcan, Aydin, Karaman, Seferoglu,
Korkmazgil, Ozbilgin and Selvi (2017) noted in their study on qualities and
qualifications of EFL professionals that language proficiency of a candidate is
among the vital qualifications that are taken into consideration by the committees
in teacher recruitment procedures in higher education settings. According to their
study, other important qualifications are listed as openness for professional
development and self-reflection, character, and pedagogical knowledge (Akcan, et

al. 2017).
De Lima (2001) thinks that teacher training courses mostly cannot serve for the
improvement of the teachers’ communicative skills in the language s/he will be

teaching and suggests in-service trainings to meet the language proficiency needs
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of teachers. Yilmaz (2011) also refers to the “need to help teachers develop their
language proficiency that, in turn, has relevance for their perceived self-efficacy. In
his study, self efficacy positively correlated with self-reported proficiency in
listening and writing; however, the correlations he reported in his study were all
weak with r<.40 at p <.05 level. Faez and Karas (2017) also point out that “teachers’
self-efficacy beliefs regarding their pedagogical abilities do correlate with language
proficiency,” but they also acknowledge that “results are at times weak and/or
inconclusive with inconsistent results across studies and contexts.” (p. 145).
Reserving the need for pedagogical skills for effective instruction, they note that
English language teachers should have an advanced level of proficiency in order to
be successful teachers. Still, the challenging nature of examining language
proficiency and its relation to pedagogical skills in situations in which language is

both content and the medium should be acknowledged (Faez and Karas, 2017).

Richards, Conway, Roskvist and Harvey (2013) assert that teachers’ subject
knowledge has a direct impact on what takes place in the classroom (p. 233) and
that for language teaching, subject matter knowledge is teacher’s proficiency in
language. As McNamara (1991) suggested, when teachers have a good level of
subject matter knowledge, then it is possible for them to present their knowledge
in a way their students can easily understand. Departing from the literature that
defines subject knowledge as a factor influencing teaching, and emphasizing the
need for advanced subject knowledge to provide maximum learning opportunities
for students; Richards et al. (2013) conducted a study to “explore the link between
foreign language teachers’ subject knowledge and their language teaching
classroom practice” (p. 235). They observed that higher proficiency teachers
provided richer language input and more learning opportunities for their students.
Based on these, Richards et al. (2013) demand a strong focus by policy makers on
developing teachers’ language proficiency to a high level through long term
programs and study-abroad awards; and warn that “teachers with low-level TL

proficiency will only be able to provide beginner-level students with a limited
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introduction to the foreign language”(p. 244). From this point of view, if the
teachers’ proficiency levels are low, it is not logical to expect high-performing

students.

There are some studies which link oral proficiency of teachers to that of students.
One such study is by Chambless (2012); who mentions the status of English as being
both the subject and the medium in the class as a proof that teachers need to speak
the language to be able to teach it. So she defines the oral competence of a teacher
as a major component of subject matter knowledge, i.e. language proficiency, and
states that it is a significant factor both for teaching and for learning. She further
points out that language proficiency of the teacher eventually links to how much
varied and rich input the students will get; and with reference to second language
acquisition research, reminds that exposure to comprehensible input and having
abundant opportunities to create meaningful language contexts that allow for
language learning are important for successful teaching. Therefore, teachers who
could not attain certain levels of proficiency would fail to provide a linguistically
rich environment for their learners that will help them advance in proficiency

(Chambless, 2012, p. 142).

A similar concern is voiced in the Turkish context by Korkmazgil (2015), who found
a relationship between teachers’ levels of proficiency and curriculum delivery. As
teachers lack confidence in their abilities in TL, they rely more on course books and
try to avoid interactive activities which might necessitate spontaneous language
use. This altogether causes less learning opportunities for students. Based on these
views, teachers’ low levels of perceived language proficiency might be an indicator
to explain the students’ levels of proficiency. In the same direction, at least,
Chambless (2012) claims that “it seems reasonable to assume that students would
probably not advance in oral proficiency beyond the level of proficiency of their

teachers” (p. 156).
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In terms of the proficiency of Turkish teachers of English, according to Bilican
(2016) ELT teacher educators and teacher employers thought that low language
proficiency levels of beginning teachers were their most significant weakness. One
suggestion as a solution to this by teacher educators and employers was that
teacher education programs should focus more on language improvement courses.

One similar finding was proposed by Akcan, et al. (2017).

To better illustrate the case in Turkey; British Council — TEPAV shared a report on
English in Higher Education (2015) states that “English teachers generally have a
good level of English proficiency: 92 per cent were judged to be at CEFR C1/C2
levels and only eight per cent at B2.” (p. 85). This finding was based on a self-report
of 350 instructors. However, it is important to note that teachers might be
perceiving themselves to be at higher levels then they really are: in the 2014 report
on English Language Teaching at state schools by TEPAV & British Council, which
reports on state-school teachers before tertiary level, the 80% of state school English
teachers reported to be at advanced levels, but the observer noted that these
perceptions were too high and their language proficiency were lower than they

reported (2014, p. 126).

Recently in 2017, RELC Journal published a special issue on the language
proficiency of language teachers. Richards (2017a) notes in his editorial comment
that proficiency of language teacher has been an issue of intensive debate, with the
dominant view in literature that higher levels of proficiency meant better quality
in teaching; thus creating a belief that native-like proficiency should be sought.
Freeman (2016) notes that this form of native-speakerism by default labels or values
native speakers of a language to be good teachers of that language. Referring to
Murdoch’s (1994) views that being a nonnative of the language they teach always
poses negative impact on the professional confidence as language teachers,
Richards (2017b) states that teachers” often believe language proficiency to be a

central component of their professional development and teacher identity
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formation (p.10). However, there is more to language teaching than being a native(-

like) speaker. Richards (2017b) reminds that:

If a general level of language proficiency was sufficient to equip teachers
with the necessary language resources to be able to teach effectively
through English, benchmarks described in the CEFR or in the frameworks
such as the Cambridge proficiency exams would be sufficient in designing
the language component of teacher training programmes as well as for

establishing standards for teachers. (p. 20)

At this point, Tsang (2017) raises a new argument. Language proficiency is an
important construct, and high levels of proficiency are desirable. However, he
notes that, “once ESL/EFL teachers reach a certain level of proficiency, factors other
than proficiency may play a more important role in determining learners’ level of
engagement and overall teaching effectiveness in FL classroom” (p. 112). In this
study, Tsang (2017) investigated the relationship between high general language
proficiency and student engagement as an indication of high teaching effectiveness.
In a comparison of native and nonnative English teachers, Tsang found no
differences, but lists some other factors that are important for student involvement
and teaching effectiveness: pleasant personality including kindness, humor and
developing a close rapport with students, effective pedagogy, high English
proficiency, and good pronunciation and accent (p. 111). The above-mentioned
study highlighted that a native-like proficiency does not mean successful teaching.
However, linguistic proficiency should not be totally ignored. Tsang (2017) advises
“a threshold over which teachers should pass. It can easily be postulated that this
threshold of proficiency must be considerably higher than that of the specific

learners taught by the teacher” (p. 112).

On the other hand, language proficiency and classroom language are interlinked.

Canh and Renandya (2017) investigated in their conversation analysis study that
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investigated how teachers’ language proficiency correlate with their ability to use
classroom language effectively to provide learning opportunities for their students.
They conclude that while teachers” general proficiency is significant in promoting
learning opportunities, their classroom language proficiency is also very
important. Freeman (2017), supporting this view, proposes English-for-teaching, a

concept for classroom language proficiency.

In literature, a parallel line of thought offered the concept English-for-Teaching
(Freeman, Katz, Garcia Gomez, & Burns, 2015). They argue for a
reconceptualization of teacher language proficiency, not as general English
proficiency but as a specialized subset of language skills required to prepare and
teach lessons. This concept of English-for-Teaching as a bounded form of English
for Specific Purposes (ESP) for the classroom builds on what teachers know about
teaching, while introducing and confirming specific classroom language (Freeman
et al. 2015, p. 129) This domain of ESP includes, as Freeman et al. (2015) define,
managing the classroom, understanding and communicating lesson content, and
assessing students and giving feedback. This concept is also a remedy for what Faez
and Karas (2017) identified as a challenge. With this approach, teachers’ language
proficiency is located on a point where general high proficiency and pedagogy

dimensions intersect.

2.2.2. Competence as a Definition of Good Teacher

There is a substantial body of literature that defines competence in relation to good
teaching and teaching effectiveness. Many definitions of who a “good teacher” is
are available in literature (Grundy et al., 2005; Mullock, 2003; Chang, 2016; Ida,
2017). Understanding student needs and motivating learners to learn the language
were among teacher qualities suggested by Grundy et al. (2005) and Mullock

(2003). As standards and definitions of competences went on, conducting research
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on the characteristics of good language teachers thus became a critical approach to
improving the teaching skills of language teachers and enhancing teaching and

learning effectiveness.

However, definition of what good is might change for students and for teachers; as
Chang (2016) points out. In her study, Chang found that students valued teachers’
empathy towards students, along with fairness and respect identified as important
characteristics. However, Chang (2016) observed that teachers did not place the
same value on empathy toward students and teachers in that study had divergent
ideas on the definition of a good teacher in that they focused more on skills and
knowledge of the teacher (p. 11). Chang (2016) concludes that the gap between the
perceptions of teachers and expectation of students might result in conflicts, and

suggests teachers to negotiate with their students at the beginning of the term.

Changs (2016) findings were already confirmed in literature: Fenstermacher and
Richardson (2005) write their famous quote “Perhaps we cannot define quality
teaching, but we know it when we see it” when they took the issue of good teaching
and teacher effectiveness into question. They remind that good teaching consists of
a mix of four ingredients which are

1. Willingness and effort by the learner

2. A social surround supportive of teaching and learning.

3. Opportunity to teach and learn

4. Good teaching
and highlights that good teaching is only a part of it, not the whole. So the sole
responsibility on the effectiveness or success of teaching practices cannot be

attributed to teachers.

There are opposing views to the definition of good or effective teaching as well.
Korthagen (2004) also notes that we should avoid defining competences, personal

traits and other characteristics of a teacher separately. Rather, these are
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interconnected and form the teacher identity together. Asking ourselves who is a
good teacher would, at its best provide us with only our conception of teacher and
it cannot be generalized. In a similar line of thought, Farrel (2015, p. 81) points out
to the impossibility of making a complete definition of competence and notes that:
“if you ask ten languageteachers or teacher educators to define effective teaching,
you are likely to get ten different answers, so the concept of an effective teacher is

really an elusive one.”

From another perspective, teachers’ personal and teaching experiences play a
significant role in the development of knowledge and beliefs that shape teachers’
teaching practices (Lemus-Hidalgo, 2017). Lemus-Hidalgo (2017) reports on a case
study in which she investigated how knowledge and beliefs of teachers influence
their teaching practices. In her case study, “teachers” teaching practices appear to
be mainly supported by their experiential knowledge and driven by their core
beliefs; beliefs that are grounded in experience” (p. 447). In a similar line of thought
on how teachers’ experiences might shape their cognitions, Karaman (2014)
conducted a study in which he guided pre-service teachers to reflect on their
experiences in a community service learning process. He demonstrated how
experiential learning opportunities and experiential knowledge might evolve into
a systemic awareness, and an awareness of the complex interrelations of society
which he states is important in shaping teachers” way of designing and managing

instructional processes (p. 486).

In a very recent study on experience and its relation to teachers’ professional
learning goals, Louws et al (2017) interviewed sixteen teachers and found that
teachers with different degrees of experience showed different learning goals,
related to communication and organisation, curriculum and instruction,
innovation, responsibilities, and themselves as professional (Louws, van Veen,
Meirink and Driel, 2017, p. 487). One interesting finding is that all early- and mid-

career teachers we interviewed wanted to learn about curriculum and instruction
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in relation to the subjects they teach, in addition to mastering communication with

their students, keeping order and managing their classroom (p. 498).

2.2.3. Teachers’ Personal Characteristics

In relation to good and effective teaching, teacher personality is addressed in many
studies with references to personality indicators and inventories and linked to
teaching style and effectiveness (Cooper 2001, Eryilmaz and Kara, 2017). In such a
study on teacher effectiveness, Gabrielatos (2002), in his paper on teacher
effectiveness, points out to two broadly accepted views in literature; one of which
focused on teachers' language and methodological knowledge and skills; and the
other one focusing on personality (intelligence, self-awareness, and rapport (p.1).
He identifies three key elements as the basis for teacher effectiveness; these are
person — teaches — language constituting a triangle the area of which represents the
effectiveness of a teacher. He further asserts that a balanced development of these
three qualities to make an equilateral triangle would maximize the area and hence
the effectiveness. The two sides of this triangle is commonly reflected in literature

on teacher qualities and standards; however, the “person” side is neglected.

There are contradictory findings in literature as well: in a survey study that
attempted to discover the extent to which teachers’ morale, motivation, attitude
and commitment to profession accounted for their professional competences
(Adetayo, 2016), attitude to teaching, motivation to work and teachers” morale
altogether were found to explain a very small part of the variation in professional
competence even though the teachers had generally positive views in these aspects.
When the abundance of studies in literature that supports the opposite view is
considered, these findings might be related to contextual factors, or attitudes can
be more powerful indicators of competence when they combine with other

affective factors.
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Such a view that positions attitudes within the affective characteristics domain is
also shared in Taneri’s (2017) study on how prospective teachers’ affective
characteristics are affected by their teacher eduction programs. According to her,
the affective domain does not only include the feelings or emotions, but also
embraces the ideas, values, attitudes, and beliefs as well as the viewpoints and
philosophies that support the teaching practice. Corresponding to these, Gallavan
and LeBlanc (2009) define affective teacher education as mindfully intertwining
“knowledge, skills, and dispositions or what teachers should know, do and believe

about teaching and learning while becoming a teacher” (p. 27).

Basing her views on literature and the views of her participants, Taneri (2017) lists
having positive attitudes towards the teaching profession, developing empathy,
sensitivity, love, self-esteem and self-concept among the vital affective
competencies that are essential for prospective teachers to develop (p. 113). Taneri
(2017) effectively demonstrated and discussed why teacher education needs to aim
developing these skills; nevertheless, at the end of her study, she concluded that no
the teacher education program was successful in addressing the affective needs of
prospective teachers. She highlighted that teacher education programs in Turkey
are mostly focusing on cognitive gains and neglecting personal affective

capabilities; yet,

No matter how well the prospective teachers developed in cognitive skills,
pedagogical skills and subject matter competence through teacher
education, they are less likely to be able to use their cognitive skills and
understanding across their instruction unless they have certain affective

capabilities. (Zigler 2001, as cited in Taneri, 2017, p. 108).

Korthagen (2004) writes that even though such qualities as empathy, compassion,

understanding and tolerance, love, flexibility are hardly ever listed in the official
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documents on teacher competence, he acknowledges that these are essential
qualities for teachers (p. 93). Supporting Tickle’s view that ““in policy and practice
the identification and development of personal qualities, at the interface between
aspects of one’s personal virtues and one’s professional life, between personhood
and teacherhood, if you will, has had scant attention” (1999, p. 123; as cited in
Korthagen, 2004); some studies conducted in Turkey also pointed out the need for
considering affective and/or personal characteristics when talking about teacher

competence.

Pierre and Oughton (2007) approaches the issue of the importance of affective
factors from another perspective: learners’ feelings. There the teacher is responsible
for making learning experience a feeling-stimulating one as much as possible.
However, they remind that affective dimension is hard to measure. The same holds
valid for the affective dimension in teacher competence. It is not easy to put on a
strict guideline, but we need to have them, as confirmed in literature, somewhere

as part of and in the definition of teacher competence.

In the Turkish context, Yal¢in Incik and Akay (2015) conducted a study in which
they asked pre-service teachers for their opinions on the MoNE teacher
competences. They report that most student teachers found MoNE Competences
sufficient to describe a competent teacher; however, their participants also advised
adding tolerance, empathy, love of students and establishing good relationships

with students to the competence framework.
2.2.4. Teacher Competences in Turkey
Competence areas are defined by MoNE within the scope of the teacher training
component of Support to Basic Teaching Project (MEB, 2008). General Directorate of

Teacher Training offers teacher competencies as a reference document for teachers
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to understand what is expected of them and to set clear professional goals for
themselves. The teacher competences defined in Generic Teacher Competences
document consist of six main areas of competencies, “Personal and Professional
Values-Professional Development”, “Knowing the Student”, “Learning and
Teaching Process”, “Monitoring and Evaluation of Learning and Development”,
“School-Family and Society Relationships”, “Knowledge of Curriculum and
Content”, 31 sub-competencies and 233 performance indicators in total (MEB,

2002).

The Higher Education Council also prepared a framework that listed the
competences graduates of higher education institutions should have: Turkish
Higher Education Competence Framework (“TYYC” - YOK, 2011). This framework
did not relate directly to teacher competences. Still it listed descriptions of
competences and academic knowledge a teacher education program graduate
should have. The final teacher competence checklist was prepared under a MoNE

based project named MEGEP.

MEGEP project is acknowledged in MoNE Teacher Competence Framework
project, and therefore is included in the alignment process. MEGEP is a project that
started in 2004 and it relates to Vocational Training; however, teacher competences
listed by this process refer to generic competences teachers; therefore can be

considered as a reference document for defining teacher competence.

2.2.5. International Standards

There are different projects conducted to outline language teacher competences. At
national and international levels (Rossner, 2012). Most of the teacher competence
frameworks are designed with the aim of assessing teachers for recruiting purposes

(Rossner, 2012). Katz and Snow (2009) note that even through various frameworks
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are used in very different contexts, for very different groups, and educational
levels; there are similarities and commonalities across frameworks, and they
highlight that it is important to relate them to local contexts (p.72). International
standards that are results of multinational cooperations are therefore bringing

more local views and more different contexts together.

A good example of a multi-national project with a competence scheme for self
evaluation of teachers is European Portfolio for Student Teachers of Languages
(EPOSTL) developed by European Centre for Modern Languages (ECML) within
the Council of Europe. The project abstract identifies its aims as follows:
to encourage [student teachers] to reflect on the competences a teacher
strives to attain and on the underlying knowledge which feeds these
competences; to help prepare [student teachers] for [their] future profession
in a variety of teaching contexts; to promote discussion between [student
teachers] and [their] peers and between [...] teacher educators and mentors;
to facilitate self-assessment of [their] developing competence; to provide an

instrument which helps chart progress (Newby, et al., 2007, p.5).

EPOSTL is actually a portfolio based on CEFR and ELP, for tracking the
development of teachers throughout their training programme; therefore, its main
audience is pre-service teachers. The portfolio has three sections, namely a personal
statement section, a self reflection section and a dossier (Newby, et al. 2007, p.
83).The competences are listed within the self-reflection part and consist of 195 can-
do statements under each of which the pre-service teacher is expected to reflect on

their progress.

While EPOSTL is designed originally for student teachers to keep track of their
developmental process, European Profiling Grid (EPG) is a broader tool with
similar aims. It was conducted by European Association for Quality Language

Services (EAQUALS) and resulted in EAQUALS Profiling Grid for Language
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Teachers (2004) which later developed into European Profiling Grid as a result of a
multinational project that lasted for two years and was finalized in 2013. This
project aligned the existing competence framework to CEFR criteria and validated
the tool with more than 2000 teachers (North, 2012). When compared to other
frameworks, the Grid is comprehensive and user friendly, and therefore suitable
for use for self-evaluation (EPG Newsletter, 2013). It has its counterparts which are
also multinational and comprehensive in scope; but is the only one that is intended
for in-service teachers, since the previous frameworks were used mainly to assess
teacher development before they enter the profession (Rossner, 2012). In this vein,
EPG was found to be appropriate for the target group in this study. The project
team defines European Profiling Grid as a tool that
contains sets of descriptors organized over six stages of professional
experience as a language teacher (novice to very experienced) and
summarizes the main competencies of language teachers and the
background in training and experience that would be expected at each stage

(EPG, nd.).

The thirteen competence areas listed under four main competence categories are as
follows:

1. Training and Qualifications

i. Language proficiency
ii. Education and Training
iii. Assessed teaching
iv. Teaching experience

2. Key Teaching Competences

v. Methodology: knowledge and skills

vi. Assessment

vii. Lesson and course planning

viii. Interaction, management and monitoring

3. Enabling Competences

ix. Intercultural competence
x. Language awareness

xi. Digital media
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4. Professionalism

xii. Professional Conduct

xiii. Administration

With its project partners from various countries including Turkey, the EPG
competence framework is user friendly and comprehensive in defining teacher
competences. The following section will outline the methodology adopted for

answering the research questions of this study.
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CHAPTER 3

METHODOLOGY

This chapter consists of three parts each of which reports on successive
methodological phases in the chronological order. The first part outlines “Research
Design” which starts with an introduction of the purpose and research questions.
It then moves on to discuss the approach to research design; introduces data
collection and sampling procedure, addresses ethical considerations in data

collection and provides details about the data collection instrument.

The second part of the methodology chapter is an elaboration on the process of
instrument design; more specifically, translation of teacher competence descriptors
that were used as a subscale of the survey utilized in this study. Therefore, this part
of the chapter, the “Translation and Validation of the Competence Framework” can
be regarded as a smaller-scale sub-study which was conducted before the launch of
data collection to ensure quality in translation, adaptation and alignment which in

turn improves the validity of the tool.

The final part of the methodology chapter is titled “Analytical Issues” which
proposes an account for the decisions taken during data management and analyses.
Piloting and data reduction processes, approaches to quantitative and qualitative
data analyses will be discussed with reference to relevant literature. This part also
reports on reliability and credibility issues; and provides a discussion of overall

quality of the research and validity issues.
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PARTI:

Research Design

This part of the chapter draws the road map for the study. Starting with the purpose
and research questions; the rationale for the design section involves description of
surveys as an approach to data collection and as a data collection tool, along with
a theory-informed discussion of the adopted methodology. It then goes on to
outline the sampling procedure and distribution of participants, introduces the

data collection instrument and elaborates on the details as to how it was developed.

3.1. Purpose and Research Questions

The primary purpose of this study is to provide a general profile of English language
teachers working at public schools in Turkey, a description of their language skills
and professional competences, highlighting the competence areas in which
teachers feel most competent, and the areas they need to improve themselves
professionally. While doing so, the study also aims to investigate whether
professional competences of Turkish teachers of English vary with respect to their
educational backgrounds and whether the differences across groups (if any) fade
away as teachers gain experience in teaching. In this vein, the results of this study
might be a point of reference and act as a needs analysis for policy making and a
contribution to guide future decisions on teacher education and professional

development practices at pre-service and in-service levels.

The secondary purpose of the study is to provide a neat and user-friendly language
teacher competence framework that is adapted, localized, and aligned to the
context of Turkish national educational system. The existing competence
framework published by the Ministry of National Education (MEB, 2008) has not

been actively used, as it is a lengthy and hard to follow document. The Ministry
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introduced plans for an updated teacher competence framework very recently in
August 2017. Yet, the tool that is to be developed still lacks subject-specific
competence descriptors (MEB, 2017); so the need for a reference tool outlining
language teacher competences still holds. Such a reference tool could serve as a
means for reflection and self-evaluation for teachers. It could also be a reference
document for teachers who seek professional development opportunities.
Furthermore, within the current recruitment system that employs multiple sources
of evaluation and within the scope of the 2017 Teacher Strategy Document (MEB,
2017) which refers to frequent teacher evaluation for professional development of
teachers, having a set of descriptors that describes the qualities of a competent
teacher might prove functional and beneficial. Teachers” views on the competence
descriptors, in other words, having practitioner voice in a competence framework

would render it more down-to-earth, i.e. valid for the context.

With these purposes, the present study aims to answer the following research

questions:

1. What is the general competence profile of teachers working at state
schools?

a. How do they evaluate themselves in terms of their proficiency
in English language skills?
- In which skills did teachers report to be at highest/lowest levels
of proficiency?

b. How do they evaluate themselves in terms of their professional
competences and levels of professional development?
- In which skills did teachers report to be at highest/lowest levels

of competence?

2. Is there a difference in teachers’ evaluation of their proficiency in

language skills with respect to their educational backgrounds?
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4.

5.

a. Which background groups reported to have the highest

proficiency in each language skill?

Is there a difference in teachers’ evaluation of themselves in terms of
their professional competences and levels of professional development,
a. ...with respect to their educational backgrounds?
b. ...with respect to their teaching experiences?
c. Which groups reported to have the highest competence levels in

each area?

Do the differences across groups (if any) with respect to teacher

education backgrounds fade away as teachers gain experience in
teaching?

a. How does the difference, if any, between graduates of different

TE practices, change with teaching experience in professional

competence areas?

What are the most important professional qualities a competent teacher

of English should have, according to language teachers?

3.2. Rationale for the Design

Creswell (2009) states that nature of the research problem is a determining factor
for research methodology; with other factors being background of the researcher
and expectations of the audience (p. 19). To begin with, in terms of what researcher
background brings to the design, one can say that the philosophies of the
researchers influence the way they handle research. Post-positivism and scientific
realism are associated with confirmatory, descriptive or explanatory quantitative

practices while social-constructivists and relativists seek to ‘explore” deeper
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understanding through qualitative inquiry (Creswell, 2009; Creswell & Plano
Clark, 2011; Johnson & Christensen, 2012). In terms of the potential audience, on
the grounds of the research purpose and potential implications, they are teacher
educators, policy makers, teachers and researchers. It can be predicted that the
audience would expect to see substantial amount of data behind the claims made
about and for the whole community of English language teachers. Therefore, a
dominantly quantitative study with a post-positivist lens might be considered

more appropriate.

Last but not least, research problem and purpose is an important factor for the
selection of methodology. This study aims to investigate the effect of educational
backgrounds and teaching experiences of teachers on their professional
competences; as the above-mentioned research questions suggest. Some of the
research questions necessitate quantitative results to arrive at generalizable
conclusions; while the last research question requires a deeper understanding
through obtaining qualitative data as well. To elaborate, to profile competences of
language teachers, to provide a competence framework for the reference of the
ministry and teachers, the researcher needs to obtain generalizable results. And
concerns for generalizability required a priority and dominance of quantitative

orientation in the study design.

Research findings can be generalized, Johnson & Christensen (2012) noted, when
data are based on random sampling and are of sufficient size. Quite
understandably, to study with that large numbers of people, quantitative
methodologies are needed. Therefore, the departure point of this study is that the
tirst research question necessitated a large scale study with a sufficient sample that
is representative of the whole population. The quantitative data hereby compiled
should, at the same time, provide answers to the second, third and fourth research

questions; which aimed to investigate the effect of background and experience on

44



teachers’ self-evaluation. Therefore, within this quantitative approach, a qualitative

data set is also needed.

We should acknowledge that there are weaker sides to quantitative design: the
researchers’ categories and understanding may not match that of participants,
occurring phenomena might be missed out and results might be too abstract or
general (Johnson & Christensen, 2012, p. 429). These weaknesses can be addressed
and remedied by qualitative data; which provide a deeper understanding of
emerging phenomena and produce results responsive to contextual factors and
participant needs; in other words, they “add meaning to numbers” (p. 433). One
option is to use open-ended questions rather than closed ended ones which restrict
expression of participants and impose researcher opinions (Fowler, 2009). These
concerns are actually quite to the point when we consider the second purpose of
this research: designing a competence framework that is localized and adapted for

the Turkish teachers of English.

The present study aims to add teachers” voice to the definitions provided in the
competence framework in order to make it more valid for our own context. In other
words, it aims to make the framework’s definitions of a competent teacher closer
to the definition Turkish teachers of English have in their collective mind. For this
reason, the researcher resorted to taking teacher views into account both in the
instrument translation and design process (please see Teacher Interviews under
Part IT) and in the final framework development phase after the data collection. For
the finalization of the framework, including as many teacher voices as possible to
reflect the competent language teacher definitions common to and representative
(as much as it could be) of all the Turkish teachers of English was only possible
though collecting a substantial amount of qualitative data alongside quantitative.
This large volume data could, at the same time, answer the last two research

questions.
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Considering all these factors above, survey was adopted as the research
methodology for this study in that it could yield both quantitative and qualitative
data. Hutchinson (2004) defines survey research as a more complex phenomenon
than its simplistic definition as a means of information gathering through self-
report. She notes that since surveys are used in many different contexts, with
different scales and for varying purposes, and there is no single theoretical
framework underlying the use of surveys. Still, for Hutchinson (2004), it is safe to
claim that
Survey research is not a design, per se; instead, surveys are more commonly
considered the medium used for data collection. However, most survey
research falls within the framework of nonexperimental or correlational
research designs in which no independent variable is experimentally
manipulated. When used in this context, information gathered from
surveys is typically used either for purely descriptive purposes or for

examining relationships between variables. (p. 285)

When we consider the the purposes of this study, there is a strong overlap with the
survey research characteristics listed above. In this vein, the data collection that
would satisfy the targeted goals was identified as a survey design. When it comes
to the approach to designing survey research, some further considerations

followed.

Considering the type of survey design, Johnson & Wright (2010) reminds that
“surveys developed largely to address applied or practical problems” (p. 813);
defining what they term applied surveys as opposed to basic surveys. Reserving the
fact that both types share the same methodological tools, they asserted that applied
surveys tend to see the existing social environment as a means of influencing future
policy-making. In their definition, academically oriented basic survey research can
be identified as hypothesis-driven and deductive in nature, “whereas applied

surveys are more likely to be exploratory, descriptive and/or inductive” (Johnson
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& Wright, 2010, p.817). Since the survey here aims both to describe existing
relations between variables and to understand teacher views for suggesting a new
teacher competence framework, descriptive purposes and implications to influence
policy are directly visible. On these grounds, the survey research adopted in the
present study incorporates the characteristics of both types, with the applied stance

dominating.

Popular methods of data collection associated with this approach are listed in the
literature on survey research are questionnaires, surveys and interviews (cf.
Fowler, 2009; Hutchinson, 2004; Johnson & Wright, 2010; and Schuman, 2011).
Selecting surveys over interviews has numerous advantages for this study in terms
of practicality, time and cost effectiveness, and ease of sampling. Fowler (2009)
notes that there is substantial research evidence which demonstrates that “self-
administered procedures, particularly those that are computer assisted, can collect
better data about sensitive topics than can interviewers” (p. 84). Along these lines,
a computer assisted survey that would yield quantitative and qualitative data was

considered appropriate in many aspects.

The data gathered through open-ended questions in surveys can be qualitative in
nature. Although surveys as data collection tools are generally associated with
quantitative methodologies (Hutchinson, 2004); responses of open-ended
questions require qualitative coding. These data are subject to coding or content
analysis as opposed to statistical analytical procedures that are usually linked to
surveys as data collection tools. Here we have to remind ourselves that neither
quantitative and qualitative approaches, nor qualitative and quantitative data are
mutually exclusive definitions. Supporting this claim, Creswell and Plano Clark
(2011) note that the pairs qualitative and quantitative, or concurrent and sequential
are not dichotomies but two ends of a continuum. For this reason, studies can have
characteristics of categories placed on either side. They also suggest the use of

embedded design where different research questions require different types of data
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(p. 91), as is the case with present study. Through the use of open-ended questions
which aim a deeper understanding, a qualitative data set for explaining,
supporting or questioning the quantitative data was simultaneously gathered. As
in embedded designs, the qualitative strand was used to supplement the
quantitative data. From the perspective of timing, collection of quantitative and
qualitative data is concurrent. In that sense, the data gathered at the end of this
study resemble the data gathered through an embedded design in Creswell and
Plano Clark’s (2011, p. 69-70) typology of mixed-method designs (while the
procedure here does not include mixing more than one methods of data collection,
the resulting data include more than one type of data and mixing more than one

approach to analyses).

The next section discusses the approach to and procedure of data collection and
sampling procedures with reference to what is suggested in literature. Therefore,
the following sections will include more details as to the discussion of sampling,

instrument design and data characteristics.

3.3. Data Collection and Sampling

With the abovementioned rationale, data collection instrument was selected as
online survey. The survey was first designed and pre-tested on pen and paper
(please see the Data Collection Instrument section for more detail). Then, it was
converted into an online survey format on MetuSurvey system. The online format
was ready before the ethical approval procedures, so the electronic format was
approved as well. A survey link was created to be sent to the target participant

group in this study. This section will describe the sampling design.

In survey design, the concern for generalizability raises the issue of

representativeness of the sample the researcher has because “a sample must be
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representative of the population in order for the results to be generalizable”
(Mackey & Gass, 2005). Simply put, “how well a sample represents a population
depends on the sample frame, the sample size, and the specific design of selection
procedures” (Fowler, 2009, p. 19). On these grounds, this section will introduce the

target participant group and addresses each of these concerns in turn.

3.3.1. Participants

In line with the study aims, the target population for this study was identified as
teachers of English working at state schools at primary and secondary levels in
Turkey. At the time of research design, as of October 2014, total number of teachers
of English employed by the Ministry of National Education (MoNE) was 62.255
(statistics from MEB, 2014, communicated through M. H. Colakoglu, 2015, personal

communication).

Among these, 585 teachers were working either at provincial or district directorates
of national education or at centers for tourism, science and arts, and public
education. The number of those working at primary and secondary schools (i.e.

from kindergarten up to high school grade 12) was 61.670.

At the time of data collection (April - September 2015) this figure was the most
recent statistic known, therefore this figure is accepted as the target population size.
Following this, the targeted population, which was also the sample frame,

consisted of 61.670 teachers of English working at MoNE schools for this study.
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3.3.1.1. Sample Frame

In statistical terms, a sample only can be representative of the population included
in the sample frame (cf. Fowler, 2009; Frankel, 2010; Schuman, 2011). Sample frame
is the set of people that has a chance of being selected for the study. Frankel (2010)
notes that an ideal sample frame would include every member of the target
population with no duplicates. Therefore, providing everyone in the target
population with a chance to participate in the study makes the whole population

the sample frame for that particular study.

The electronical address of the designed survey was sent through the Ministry to
all the teachers of English working at state primary and secondary schools, as well
as to the school directors asking them to invite teachers of English for voluntary
participation in the study. Therefore, it is anticipated that if there are any teachers
who were left out in the invitation process, they form only a small fraction of the
target population. Based on these, we can say that almost everyone in the target
population had the chance to participate, so the sample frame amounts to the target

population.

The vital importance of having the whole target population in the frame lies in the
assumption that “a sample can only be representative of the sample frame, that is,
the population that actually had a chance to be selected” (Fowler, 2009, p. 21). In
other words, if you want your sample to be representative of all the people in the
target population, you need to provide the whole population the chance to
participate. This is termed as the comprehensiveness of the sample frame.
Therefore, for this study, we can claim that the sample frame is highly

comprehensive in that it almost equals the whole target population.
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3.3.1.2. Sample Size

Sample can be defined as a fraction of the sample frame. In other words, it is a
subset of the target population with similar characteristics. Rather than merely
reporting the percentage of sample with respect to the target population, literature
suggests multiple ways of statistically calculating the sample size for given power,
effect size and error rates (Creswell, 2013; Fowler, 2009). Besides the various
mathematical formulas proposed for different types of analysis (Kadam &
Bhalerao, 2010), many package programs and online tools are available for sample
size calculation (eg. G-Power!, Creative Research Systems?, Raosoft® etc). On such
basic sample size calculators available online, calculation of the required sample
size for descriptive analyses is done on a given confidence level, confidence interval

and target population.

For a confidence level of 99%, with a confidence interval or margin error of 2%,
required sample size for a target population of N=61670 individuals (as is the case
with the present study) is calculated on such calculators to be around N: > 3885. To
put it in simpler terms, if we ask 3890 language teachers in our sample the same
question X and 50% of them choose a specific answer Y; we can be 99% sure that
48% to 52% (50£2%) of the all English language teachers (i.e. target population)
would answer the same question in the same way. When the confidence level is

reduced to 95%, the required sample size is approximately 2315.

In this study, an online survey link was sent out to all teachers of English working
at state primary and secondary schools through the Ministry. More than ten

thousand people reached the survey, the survey link got 10.621 hits (the number of

L http://www.gpower.hhu.de/

2 https://www.surveysystem.com/sscalc.htm

3 http://www.raosoft.com/samplesize.html
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times the survey page is viewed). This figure makes up around 17.2% of the target
population. There were some data reduction steps to ensure consent to
participation and suitability for analyses; these will be discussed further in detail
in the following sections. The smallest set of responses that were subject to
statistical analyses included 4172 participants. As we can see, the sample size here
N=4172 is above recommended size (> 3885) for representing the whole target

population and is therefore suitable for generalizability.

3.3.1.3. Selection Procedure

The sampling procedure employed is another factor that determines the
representativeness of the data. Literature defines probability sampling and non-
probability sampling (Fowler, 2009; Frankel, 2010) procedures. Probability
sampling is the one that is considered “more scientific” when compared to
traditional non-probability methods such as quota or purposive sampling (Frankel,
2013). According to Frankel,

basic principle that distinguishes probability sampling from other types of

sampling is the condition that each element in the population is given a

known nonzero probability of being selected into the sample (p. 21)

With this aim, the electronical address of the designed survey was sent through the
Ministry to all the teachers of English working at state primary and secondary
schools. It is important to note here the possibility that some teachers might have
been not using e-mail addresses or the possibility that their e-mail addresses might
have been outdated. This was remedied by mailing the survey link to all school
directorates as well; asking school directors to invite teachers of English for
voluntary participation in the study. Therefore, it is anticipated that if there are any
teachers who were left out in the invitation process, they form only a small fraction

of the target population. All in all, the sampling procedure followed was of
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probability type and eventually the sample frame approximated to target
population. Still, it should be acknowledged that only the eager, or ‘responsible’
teachers might have spared time for such a study. For this reason, a total true
probabaility sampling might have been threatened. Still, efforts were made to

ensure every potential participant was informed.

Considering the sampling design hereby outlined,
i.  the sample frame is highly comprehensive in that it almost equals
the whole target population.
ii.  sample size is larger than required.

iii.  probability sampling procedure was employed.

3.3.2. Representativeness

Supporting the generalizability of the survey results, representativeness of the
sample have been discussed above. In this section, an introductory response
distribution across cities and regions will be presented. Two data sets were used
for qualitative and quantitative analyses. Quantitative one was already included in
the qualitative; in other words, qualitative set included all the cases in quantitative
analyses but not vice versa (please see Data Reduction section for a detailed

account).
All cities in Turkey (n=81) are represented in both data sets. Distribution of

participants in N1 and N2 among the cities are illustrated on Maps 1 and 2 below

(Please see Appendices I and ] for larger scale maps).

53



. < - s
3 T 25101 1
2- 2
20-49 0
s0-99 7
100-1 1
150~ 1 3 (Aatalya, Ayd, Bursa) {
200-2! 3 (Acana, lstanbul, Konya)
7 300+ 1llain) \ w E
0 100 150 200
et —e—t——d=—t—— Km / S

Figure 3.2: Quantitative Data Distribution Map

[zmir, Istanbul, Konya, Adana and Bursa are the first five cities with largest
numbers of participants; teachers participating from these cities made up 25.5% of
the qualitative data set (hereinafter, N1 and 24.7% of the quantitative data set
(hereinafter, N2). When we look at the distribution of data across seven regions of
Turkey, the participant numbers from each region follows a more balanced

distribution pattern that is almost proportionate to the population sizes of each:
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Table 3.1
Distribution of data across regions

N1 N2

The Regions: n: % n: %
Aegean 913 17.9 763 18.3
Marmara 900 17.6 729 17.5
Central Anatolia 838 16.4 683 16.4
Mediterranean 835 16.4 676 16.2
Black Sea 784 15.4 646 15.5
East Anatolia 538 10.5 447 10.7
Southeast Anatolia 293 5.7 228 5.5

TOTAL 5101 100.0 4172 100.0

As can be seen from the table above, all seven geographical regions of Turkey are
represented in both data sets. Therefore, teacher voices from across the whole
country were present, which supports the representativeness of the survey

population positively.

3.3.3. Ethics and Concerns

Studying with human subjects requires high respect for their health and rights, and
confidentiality of the information they provide. Getting an ethical approval from
official institutions before data collection ensures any ethical issues to be foreseen
and remedied before the start of data collection; so that persons participating
experience no inconvenience. For this reason, a report on the study design
including an initial review of literature, research questions, research design,
information on target group and data collection instruments were prepared. This
report was presented to the Ethical Board for Research with Human Subjects at Middle
East Technical University. Ethical approval for this study was issued by this

committee on November 227, 2014 (See Appendix A).

Afterwards, since the study design involved gathering data from teachers of

English at MoNE schools, the researcher also applied to the Ministry for their
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approval and permission for data collection. The permission was issued by the he
Directorate General for Innovation and Educational Technologies in February 24,

2015 (See Appendix B).

Reaching the participants though the ministry has obvious advantages; such that
they can all be contacted directly and higher figures of participation may be
achieved, and that they might pay more attention to a task provided by the ministry
and evaluate themselves more seriously in terms of competences which would
increase the rates of reliability. On the other hand, MoNE might as well have a
negative impact on the data collection process and it can be listed as a limitation of
this study. Teachers might feel threatened and might tend to evaluate themselves
more positively, thinking that their evaluation might affect their position as a
teacher. However, to overcome these possible problems, teachers were notified that
the research was being conducted by a separate institution (not within or by MoNE,
but independently at the researcher’s university) and their information would be
kept confidential. They were provided with detailed information about the
research process and were ensured that they would not be affected negatively or

positively because of their self-evaluation.

3.4. Data Collection Instrument

The data collection instrument for this study was English Language Teacher
Competences Survey which was administered online. This section will provide an
introduction to the instrument design process, lending a transition to a detailed
account of the framework translation and adaptation process cited in the next part

of this chapter.

Survey is a good method of data collection in that it allows the researcher to reach

large numbers of participants and obtain generalizable results (Marsden & Wright,
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2010). Surveys can provide both quantitative and qualitative data, and if
administered online, they have the advantage that they take shorter time in data
collection and analysis processes when compared to qualitative methodologies

such as observations (Dornyei, 2010).

Turkish was chosen to be the language of survey for various reasons. First, teacher
competence descriptors that were chosen to be utilized in the survey included
many instances of field-specific terminology that might have been challenging for
teachers, especially for those with no or limited experience in English-medium
teacher education practices. Second, all teachers did not have same levels of
language proficiency and this might have caused misunderstandings or

misinterpretations of competence descriptions.

Last but not least, choosing the participants’ native language was favorable in the
sense that it would help teachers feel more comfortable while answering the
questions, especially the open-ended ones. Dornyei (2010) also confirms “the belief
that the quality of the obtained data increases if the questionnaire is presented in
the respondents’” own mother tongue” (p. 49). With these in mind, the survey
questions were prepared in Turkish, but the competence descriptors had to be
translated from English into Turkish (for a detailed account of translation process,

see the next part of this chapter).

First five parts of the final survey therefore are original, i.e. they were developed
by the researcher. The last part of the instrument was translated, adapted and
localized. The final online survey consisted of the following stages (in the order

teachers saw them when they clicked on the link):

¢ Information about the survey and the researcher (page 1)
¢ Confirmation of voluntary participation (page 2)

¢ Part 1: Demographics (on pages 2&3)
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¢ Part 2: Opinions regarding profession (page 4)

¢ Part 3: Guideline for self-evaluation (explanations and links, page 5)
> Self-evaluation on language proficiency (page 5)
> Self-evaluation on teacher competences (Grid, pages 6 to 9)

> Closing page (Thank you message, page 10)

The survey, therefore, included both qualitative and quantitative items on 10
webpages under three main parts which will be elaborated on further under the

following sections.

3.4.1. Demographics and background

The items that produced quantitative data were dominant in number. The survey
started with a confirmation of voluntary participation and asked for information
about their current school district and years of experience. They were followed by
Educational Background questions section in which teachers gave a detailed
account of any teacher education or training programs they received, (and whether
they did). They were also inquired about their previous experiences in teaching.
These questions were intended for data categorization purposes only and were not

by any means used for identification of participants.

3.4.2. Teacher opinions (open-ended items)

Qualitative data that were yielded by the survey came mainly from the three of the
open-ended questions included in the ‘opinions on profession” part; these were

about a) characteristics of a good teacher, b) their strengths as a teacher, c) the

professional characteristics they needed to improve.
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Each question asked teachers to list at least three relevant characteristics in the form
of short sentences in the box provided below each question. The answer box was
not limiting in the sense that it was large enough to type in a long paragraph, nor
there were any character limits to the responses provided. Stalans (2012) suggests
that when “an open-ended question is asked before the choices are given [it] may
reduce response order effects in questions” (p. 89). So these open-ended questions
appeared immediately after demographics and before they saw the Grid (which
listed detailed descriptors of teacher competences). The reason for this was that
researcher did not want to limit or have an influence on teachers” opinions while
answering the open-ended items; especially, in defining the characteristics of a
good teacher. That helped lay bare how divergent teachers priorities were from the

competence descriptors already presented in the Grid.

This was especially important for the revision and improvement of the teacher
competence framework that will be one of the major outcomes of this dissertation.
Furthermore, it was more appropriate to ask for their strengths and weaknesses
before they saw preset definitions, which bear the risk of limiting their responses
as well. That was because the analyses of these items might give us a clue as to

which areas to focus on in in-service training programs and summer seminar terms.

3.4.3. Self-evaluation Scales

There were two 6 point scales for teachers’ self-evaluation of their language

proficiency and competence levels, as presented below:

3.4.3.1. Language Proficiency Scale

Following the opinion questions which were placed after demographics, an

explanation as to what teachers were expected to do in the self-evaluation was
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presented. As self-evaluation scales were complete tools separately, they were
placed on different pages to maximize face validity. On the explanation page, links
to reference documents like CEFR were provided as well before teachers continued

to view the competence Grid, to set the common ground.

Afterwards, teachers were invited to evaluate themselves in terms of their language
proficiency in skill areas as defined in CEFR, namely, listening, reading, spoken
interaction, speaking and writing. The language proficiency evaluation was based
on a 6 point Likert scale; with 1 corresponding to beginner level and 6
corresponding to native speaker level in each specified language skill. The reason
for the adoption of a 6-point scale was that the language proficiency levels in CEFR
are described across 6 levels of proficiency for each language skill and that
competence scale is also on 6 points. Self-evaluation went on with and adapted

version of European Profiling Grid (hereafter, the Grid).

3.4.3.2. The European Profiling Grid

One important international teacher competence description project was
conducted by European Association for Quality Language Services (EAQUALS)
and resulted in EAQUALS Profiling Grid for Language Teachers (2004) which later
developed into European Profiling Grid as a result of a multinational project that
lasted for two years and was finalized in 2013. This project aligned the existing
competence framework to CEFR criteria and validated the tool with more than 2000

teachers (North, 2012).

When compared to other frameworks, the Grid is comprehensive and user friendly,
and therefore suitable for use for self-evaluation (EPG Newsletter, 2013). It has its
counterparts which are also multinational and comprehensive in scope; but is the

only one that is intended for in-service teachers, since the previous frameworks are
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used mainly to assess teacher development before they enter the profession
(Rossner, 2012). In this vein, EPG was found to be appropriate for the target group

in this study.

The project team defines European Profiling Grid as a tool that
contains sets of descriptors organized over six stages of professional
experience as a language teacher (novice to very experienced) and
summarizes the main competencies of language teachers and the
background in training and experience that would be expected at each stage

(EPG, nd.).

The thirteen competence areas listed under four main competence categories are as
follows:

1. Training and Qualifications

i. Language proficiency
ii. Education and Training
iii. Assessed teaching

iv. Teaching experience

2. Key Teaching Competences

v. Methodology: knowledge and skills

vi. Assessment

vii. Lesson and course planning

viii. Interaction, management and monitoring

3. Enabling Competences

ix. Intercultural competence
x. Language awareness
xi. Digital media

4. Professionalism

xii. Professional Conduct

xiii. Administration

With its project partners from various countries including Turkey, the EPG

competence framework is user friendly and comprehensive in defining teacher
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competences. Therefore, this comprehensive tool is adopted as data collection

instrument for this study.

The Turkish version of the competence framework at the time of study design had
terminological problems and inconsistency. Furthermore, the concepts presented
in some of the competence descriptors were not valid for our context and were
unfamiliar to teachers of English. Therefore, not only a translation and adaptation,

but also localization were needed.

The following part reports on translation and adaptation of competence descriptors
that were used as a subscale of the survey utilized in this study. With its own
literature, methodology and discussion of results, the process was a complete study
in itself. Therefore, the following part of the chapter, the “Translation and
Validation of the Competence Framework” can be regarded as a smaller scale sub-
study which was conducted before the launch of data collection to ensure quality,

and it marks the first step of competence framework development.
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PART II:

Translation and Validation of the Competence Framework

The second part of this chapter reports on a sub-study designed for the translation,
adaptation and localization of the competence framework used as one part of the
data collection instrument in this study. First, the competence framework was
translated into Turkish with a team-based approach. After the translation process,
the researcher designed a small-scale study in order to ensure translation quality
as well as the further adaptation, localization and alignment of competence
descriptors. In the first section, the adopted approach to the translation of data
collection instrument will be introduced with reference to relevant literature. The
following section will report on the procedures prescribed by the approach, and
the subsequent steps added by the researcher will then be discussed with reference
to teacher interviews and cross-validation of the instrument against local

competence documents.

3.5. The Need for the Secondary Study

All items in the survey preceding the Grid were prepared in Turkish; but the Grid
itself had to be translated. As a matter of fact, the Grid already had a Turkish
version since it is a product of a joint project to which Turkey was also a party (EPG,
n.d.). However, at the time of survey design, the translation was poor in the sense
that it had terminological and structural problems which rendered it
incomprehensible even for the teacher educators. In addition to these, it lacked
terminological consistency throughout the document. Therefore, a translation of
better quality was needed. For the translation of the Grid, a structured team

translation approach to survey was utilized.
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Besides the quality of the translation, the validity of competence statements in
Turkish for the targeted participants was also problematic. For example, the
majority of teachers in Turkey did not have an education and training process as
defined under the title “Education and Training”; nor do we have schools in which
sponsors are a party to school administration, as stated in competences listed under
“Administration” part of the Grid. Therefore, not only a translation, but also an
adaptation, and then further localization and alignment to local teacher
competence descriptors were needed. With these purposes, a small scale secondary
study in which teacher educators, teachers and the researcher took active part was

designed.

3.6. Approaches to Translation of Instruments

Translation process is generally “marginalized and treated as an addendum”
(Dornyei, 2010, p. 48) in discussions on data instrument design. Our reluctance to
allocate some extra time and effort to translation task leads us to a “do-it-yourself”
practice, as Harkness (2008) terms it. Dornyei (2010) notes that this would cause
problems in and after data collection process. Therefore, he suggests that

translation of surveys should be paid more attention than it typically attracts (p.49).

In literature on survey and questionnaire translation, some methodologies for
survey translation are highlighted especially in health-related research domains (cf.
Maneesriwongul & Dixon, 2004); some of these methods are were advised for use
in other social sciences as well. Maneesriwongul and Dixon (2004) conducted a
review of translation methodologies used in forty-seven published scholarly
articles. Their synthesis focused on studies that used translation of quantitative
research instruments; and they found that the translation strategies used in the
selected articles could be classified under six categories: i) forward-only translation,

ii) forward-only translation with testing, iii) back-translation, iv) back-translation
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with monolingual test, v) back-translation with bilingual test, vi) back-translation
with both (p.175); with category 1 is of minimum effort and category 6 included

ones with highest effort for validating the translation (p. 181).

As its name suggests, forward-translation is a process of translating from original
language into the target language (hereinafter, TL); while back-translation is a two-
step-procedure in which forward-translated text is translated back into source
language (hereinafter SL). Testing (or pretesting) the translation means that SL and
TL texts are compared for clarity and accuracy; and some further tests for internal
consistency, reliability and validity might also be included (Maneesriwongul &
Dixon, 2004, p. 180). In this study, they listed the strengths and weaknesses of the
above-mentioned translation procedures. One important conclusion they
highlighted is that: if a study aims “to make cross-cultural comparisons, back-
translation is necessary” (p. 182), and that as Brislin (1973) suggests, back-

translation should be followed by bilingual tests.

(Pre-)Testing of translations before data collection ensures to identify and correct
possible translation problems (Eremenco et al., 2005). Upon completion of the
translation task, the drafted questionnaires can be subject to qualitative or
quantitative pretests. Methods of quantitative pretests include piloting on a sample
participant group and running statistical analyses such as item analysis, internal
consistency checks and differential item functioning analyses; while qualitative
pretest methods can be retrospective or cognitive debriefing interviews with the

participant, asking for problems they see in the tool (Eremenco et al., 2005, p. 224).

Several approaches to the translation of data collection instruments have been cited
above. When it comes to the general theory of translation that provides the
theoretical grounds this small-scale study rises on, a functional approach to
translation and specifically the famous Skopos Theory (Vermeer, 1989-2000) is

adopted. Functional theories of translation start with the definition of text types
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and their function by Reiss in 1970s who proposed that translation of a text should
be in line with the functions the text will serve in the target language (as cited in
Venuti, 2000). Based in part on the text-type approach, Hans J. Vermeer (1989-2000)
proposed that just as every act has a purpose, translation has a purpose, too. This
purpose, termed as the skopos of the translation, defines the translation approach
and procedures to be followed in order to draft a functional equivalent of the source
text in the target language (Venuti, 2000). Taking this translation theory and the
previously mentioned positions to instrument translation as the grounds,

instrument translation techniques will be discussed in the following section.

3.6.1. Back-translation: pros and cons

For the translation of surveys and other data collection instruments, researchers in
social sciences generally resort to “back-translation” method (Dornyei, 2010); just
as their counterparts in medical sciences do. However, it is not always the best
technique for translation validation. Back translation is defined as a process in
which the original document is translated into a target language; and another
translator who is blind to original text translates the translation back into its
original language; i.e. into its source language (Brislin, 1970). The two documents
in source language are then checked against each other, to prove that the statements
in target language meant the same things to two different people. At this point, the
question arises: what if these two people understood the same thing, but both were

wrong? Below is a very probable example (taken from Taner & Seferoglu, 2016):

Example 1:
Source (original) text: “I think college education should be obligatory”
Translation: “Kolej egitiminin zorunlu olmasi gerektigini diistintiyorum.”*

Back-translation: “I think college education should be obligatory”

4 Literal: “I think education at private schools should be obligatory”
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Backtranslated sentence matches the source text; then, the researchers can
confidently claim that translation is correct. Then they start data collection with this
item, thinking that it refers to university level education, they collect the data, and
they interpret the results. Along the way, because they trusted back-translation,

construct validity of this item is totally lost.

The strength of this approach lies in its ability to prove that both source and target
text have the same meaning across languages. It is, in fact, a technique that verifies
the equivalence of TL and SL texts (Eremenco et al. 2005). However, we cannot put
forward any claims about the conceptual and cultural equivalence. The following

example would explain (translated from Taner & Seferoglu, 2016):

Example 2:

Source text: “I think Noel is a good opportunity for strengthening family ties”
Translation: “Bence yeniyil tatili aile baglarimi giliclendirmek igin iyi bir firsat”
Back-translation: “I think new year holiday is a good chance for making family ties

stronger”

In the example above, the cultural concept is conveyed and it does not cause any
problems in backtranslation. Therefore, equivalence at language level was ensured.
The original item measures the effect of a cultural tradition on family ties, but this
may not be the case for Turkish context. When viewed through this lens, if the data
collection focuses on cultural issues, one can claim that cultural equivalent for Noel
should have been “Bayram”, and this item does not measure the same thing as in
the original one. However, if the main aim of a study is not to make cross-cultural
comparisons, or to conduct pooling of data collected via the same instrument in
different settings (cf. Maneesriwongul & Dixon, 2004; Eremenco et al., 2005;

Dornyei, 2010); then using back-translation seems again not to be that appropriate
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in that it does not always guarantee quality in translation as in the first example

(Taner & Seferoglu, 2016).

Reminding ourselves our theoretical stance that the translation process is guided
by the skopos; it is important to refer to our purposes for this translational act. The
present study does not aim to compare competences of teachers in Turkey with
competences of European teachers of English. Rather, the primary aims of this
study are listed as: i) making comparisons between groups in the same setting, ii)
providing chances of reflection for teachers, iii) profiling of Turkish teachers of
English, and iv) developing a framework of teacher competences that would be
relevant to and valid for language teachers in Turkey. Therefore, instead of
following a back-translation methodology, the scope of this study requires
producing competence definitions that are adapted and aligned to the conditions

and norms in target context.

Moreover, as Harkness et al. (2011) assert, instead of comparing two source texts,
it is more practical and efficient to aim to produce best translation option by
working on two translations and evaluating target texts directly rather than doing

it indirectly though the source text (p. VIII-3).

3.6.2. Team-based Translation

Another methodology advised in literature is what is termed as team- or
committee-based approach to translation (cf. CADC Annotated Bibliography, 2007;
Dornyei, 2010; Harkness, 2008; Harkness et al., 2011). There are various techniques
of conducting team-based translation; for applied linguistics and social sciences,
Dornyei (2010) suggests his own model which he based on Harkness’ (2008) team-
translation model; and added a testing component (he did not term it this way,

though) (p. 51).
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Harkness et al. (2011) advised an updated version of their team translation
approach which they abbreviated as TRAPD Model. The model includes
concurrent franslations by two translators, review of these target texts,
adjudication process in which an adjudicator decides on best translation options
before the survey goes into pretesting and lastly, documentation of each stage

throughout the process.

This study adopts the team-translation approach advised by Harkness et al (2011)
and Dornyei’s (2010) suggestions for pretest. However, translation of the tool was
not enough per se; it needed to be adapted and localized to the Turkish national
education context and aligned to local official competence descriptors. Therefore,
to this structured approach, the researcher added adaptation, localization and
alignment processes; which co-occurred with pretest. Therefore, TRAPD model
evolved into a new structured and theory informed approach for such translations
as a contribution to instrument translation literature (please see Taner & Seferoglu,

2016 for a more detailed account of this approach).

3.7. Procedure

3.7.1. Translation

The published Turkish version of the Grid was taken as the first draft and referred
to as Translation A. Unfortunately, there was no information about its translator
(Translator A) on the official EPG website at the time of translation (in 2014). The
original document was blind-translated by two additional translators into Turkish.
To better illustrate, they were both blind to each other, and were also blind to the
Translation A (aka. they did not see or refer to each other’s translations before the

translation process was finalized).
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Translator B (the researcher) is a native speaker of Turkish. She had professional
experience in translation and holds BA and MA degrees in Translation and
Interpreting in English. At the time of survey design, she was a PhD candidate
studying at the department of English Language Teaching of an English-medium
state university and is therefore familiar with the field and its terminology.
Translator C is also a native speaker of Turkish and a PhD candidate in English
Language Teaching specializing on teacher education and also holds the same post
at the same institution. She had experience in survey translation for an academic
paper she wrote before. And more importantly, this experience was on translating
a local teacher competence framework into English. These render both translators

good candidates for the task.

During the translation process, they were aware that their translations would be
checked against each other and against the official translation published. Since it
was a blind process, translators had seen only the English version of the Grid, and
they were blind to any other Turkish versions before they finished translating.
However, both translators marked the parts where they had difficulty in
translation or the parts they found problematic for the Turkish context. They
provided comment boxes alongside these parts, reflecting on their decision process
and justifying their choices. Sometimes they just left some terminology
untranslated. The drafts produced by each translator were named as Translation B
and Translation C, respectively. Each draft had all the marking and translator

comments on them when they were sent to the reviewers.

3.7.2. Review

In the review process, the identities of the translators were not revealed to the

reviewers. They were provided the drafts, titled Translation A, B and C. They had a
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copy of review template. They used the template to mark which translation was
better in each statement, and they were asked to provide revisions and suggestions
on translation, if they had any. Also, the researcher wanted them to mark areas they

found problematic in terms of translation or their suitability for the context.

Both Reviewer 1 and 2 are native speakers of Turkish who were also PhD candidates
in English Language Teaching, both focusing on language teacher education in
their dissertation studies. Reviewer 1 also holds BA in Translation Studies in English
and has professional experience as a translator. They were also blind to each other’s
comments and to translator identities. The drafted Review A and Review B

templates, which were then used for merging of all versions into one.

3.7.3. Adjudication

Once the review process was completed, the researcher (Translator B) had meetings
with Reviewers 1 and 2, and Translator C. They had discussions on terminological
issues as well as on some problems in translation that stemmed from differences in
practice and regulations in Turkey. It was at this process that the researcher decided
to consult some practitioners for their opinions. After these meetings, the
researcher then merged the three versions on a single file, considering the language
revisions and reviewer suggestions, to produce the final draft. This final draft
underwent one more final reading to maximize terminological consistency
throughout the document; and this finalization marked the end of translation

process.

The need for adaptation became more apparent during the team translation
process. The translators and reviewers in the team were all involved in practicum
courses and were familiar with school environment but they noticed that they still

lacked relevant knowledge on how things actually work at schools. In other words,
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the famous academy - field gap / gap between theory and practice reflected itself
in the translation process. This necessitated insider, or practitioner, or say teacher
views to validate the competence definitions. For this reason, following the team
translation process described by Harkness et al. (2011) and suggestions of Dornyei
(2010), the researcher designed and incorporated an adaptation stage to pretests, in

which she referred to teacher views on translated survey.

3.7.4. PretestI and practitioner review

For the insider views and language check, as advised by Dornyei (2010), the
researcher invited six teachers for voluntary participation in translation review
process and following telephone interviews. Four of them volunteered while two
teachers voiced their hesitations that they felt not competent enough to evaluate
translation or were too busy for the task. Therefore, the researcher sent the review
folder to four teachers that volunteered for practitioner review. The following
procedure was at the same time the first pretest of the translated framework, i.e.
the Grid. This process also included the first piloting of the whole survey

(reminding that framework is only one part of the complete survey).

These four reviewer-teachers were all Turkish teachers of English working at state
schools at primary and secondary levels. The teachers were working in different
cities located at geographically different sites across Turkey, namely in:
- Balikesir (T1, Traditional TE, was new in Balikesir, previously taught in Mardin
for 4 years, 4.5 years of total teaching experience at the time of review),
- Hatay (T2, Traditional TE, 5 years of teaching experience at the time of review)
- Istanbul (T3, Alternative TE, 5 years of teaching experience at the time of
review)
- [zmir (T4, Alternative TE, previously worked in Erzurum for 2 years, 5.5 years

of total teaching experience at the time of review).

72



Two of the teachers (T1 & T2) are graduates of a traditional four-year teacher
education program offering bachelor’s degree. The other two are graduates of
Translation (T3) and American Literature (T4) departments, both of whom had
pedagogical formation certificates awarded at the end of a two-term training. This
teacher training program was in the form of evening classes with high tuition fees,
and it consisted of 8 field courses (each 3 hours per week) and a school experience
course (35 hours of observation and 5 hours of teaching). At the time of pretest, all
teachers had at least 4 or 5 years of teaching experience and therefore were familiar

with the system of education, and state school atmosphere.

3.7.4.1. Procedure for practitioner review

Reviewer-teachers were informed about the purpose of the main study and the sub-
study, i.e. the translation process. The researcher provided a brief information
about the term competence, the competence framework and its use. Then, the steps
that they would follow were listed, and teachers were told that they were going to
receive a folder through e-mail and that they needed to start with the first
instruction file before opening others. When teachers received the folder that
contained three electronic documents (See Appendices D1, D2, and D3); the

following list presents the files teachers saw in the same order:

- A-YONERGE (Tr,,: A-INSTRUCTION, =guidelines). This document was a step-

by-step what to do guide. The teachers were first asked to open the second file (B)
and provide opinions. In the second step, they were asked to open the third file (C)
and fill in the survey just as they would with any other survey, and note down how
long it takes to complete it. This was to determine the approximate time spent to
fill in the survey, and was later reported on the electronic survey introduction page.

The third step was survey evaluation. They were provided with a guideline on how
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to evaluate survey items (in all parts), what to report, and how to evaluate the
translated part. The last step was an invitation to telephone interviews and

provided information about the focus points of the interview.

- B-TANIM (Tr,,: B-DEFINITION, =description) This document included three

questions regarding teachers’ opinions on the professional knowledge, skills,
qualities and personality traits a competent teacher of English should have.
Teachers responded to these questions before they saw the competence
descriptions in the survey. The aim was to ensure that they were not limited to or
influenced by the competence framework descriptors. They wrote their responses
on the same file and sent it back to the researcher via e-mail; which was a mini
survey for the identification of missing teacher competence definitions on the Grid

(the competence framework).

- C-ANKET (Tr,,: C-SURVEY, =survey) This document was the complete survey
itself; including i) demographics, ii) open-ended opinion questions, iii) self-
evaluation on language proficiency scale, and self-evaluation on the competence
Grid. Teachers first responded to the survey as if they were real participants and
kept time. This was the first piloting of the instrument. Then, they re-read the whole
survey, this time as reviewers. They were reminded that they would be asked for
their suggestions through interviews that would follow, so they took notes during
their second reading of the instrument. They first provided feedback on the
demographics and opinion items, and on proficiency scale. They paid specific
attention to question structure, ambiguous wording, anything that needed further
clarification or help-texts, use of Turkish and consistent terminology. They were
asked to mark anything they found inappropriate. Once they completed the initial
parts, they moved onto translation evaluation on the last part of the survey, which
was the competence Grid. On this part, they were specifically asked to evaluate the

translation of competence descriptors in terms of the following criteria: a) use of
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Turkish, b) the clarity of expressions, c¢) how suitable were the descriptors for
MoNE and CoHE contexts, d) the descriptors that were invalid for Turkish
educational context, and e) the terminology that needed to be changed. They took
notes of feedback in this part as well, to later report to the researcher in the

interviews.

3.7.4.2. Definition of a good teacher

The reviewer-teachers’ responses in file B-TANIM included their definitions of a
”good teacher”. Prior to this mini-survey, while the researcher provided information
about the study, she defined competent teacher as a good teacher, and the term
competence was defined as “the professional qualities every teacher should have”.
These definitions were needed, mainly because the Turkish equivalent of the words
competence and competent were polysemous and the Turkish word for these terms
is not very widely used. The word “yeterli” (competent) also means sufficient,
enough; and this is the first meaning listed on the Turkish Language Association®
dictionaries (TDK, 2017). Therefore, the word “yeterlik” can be interpreted as
“being good enough, at the threshold level” rather than being professionally qualified.
The word yeterlik creates a single sense when it is taken as being enough, it cannot
be graded on a scale; in other words, when used in that sense, something is either
enough/sufficient or not, it cannot be scaled like good, better, the best in the same
sense. More competent and its equivalent “daha yeterli” do not mean the same
thing; it literally means more enough. Therefore, to avoid any confusion and
ambiguity, the researcher provided a definition of these terms, ad associated the
terms yeterli with ‘good” and yeterlik with “professional quality’. With a definition,

common grounds were set beforehand.

5> Turkish Language Association is a state-run official institution that is responsible for the
documentation, research and description of Turkish language, and responsible for publishing and
updating comprehensive Turkish dictionaries.
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Table 3.2
Reviewer-teachers’ definition of teacher competences

Constructs already existing on the Grid

f - frequency

Field - Subject — Content Knowledge

Methods and Techniques

Testing and Assessment

Organization and Planning

Classroom Management

Technology

Professional Conduct

Pedagogical Knowledge

Motivating learners to learn, eliminates negative thoughts
Open to feedback, reflection, criticism, improvement & new ideas
Cooperative with others in the school environment
Student-centered

4

— O UGN bW WP,

2

Constructs that are not mentioned or implied on the Grid

f - frequency

Body language, good delivery

Communication skills

Confident

Creative

Empathetic, knows students & socioeconomic & political conditions
Energetic, positive, fun

Fair, not prejudiced

Influences students’ lives, memorable

Loves teaching, students, people, learning
Organized, self-disciplined

Original, have one’s own style

Patient, calm, manages anger

Provides guidance, knows student psychology
Respects everyone

Role model, becomes an ideal

Struggles under harsh conditions

World knowledge, knowledgeable in many areas

2

N m NN R QRNRFR B RFR RO WRDN B

Teachers” responses were very detailed, and had common insights. They listed
some constructs that were already on the Grid, such as methodology, knowledge
of language (content knowledge) and planning skills. However, their responses
included areas that were outside the scope of the competence Grid, such as
personality traits, knowledge in various subjects, having good relationships with

families, and so on. Below is an outline of their definitions of a good/ competent

teacher:
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From the table above, we can say that competent or good teacher is defined mostly
by their personality traits and skills. It is important also to note the context-specific
factors were implied in the definitions. For instance, for the code struggling under
harsh conditions, teacher mentioned working at the eastern part of Turkey, with
the political tensions and low socioeconomic and sociocultural status of the

families. These will be discussed in more detail in results and discussion chapters.

3.7.4.3. Interviews for Translation Review

After the survey piloting and translation review process, Researcher had phone
conversations of approximately 50 minutes with each teacher. During these
conversations, researcher took detailed notes of their comments, and also marked
the survey areas that were identified to be unrelated for the Turkish context. They
offered their views on descriptors that should be excluded and included. They also
commented on translation and terminology. Their comments and subsequent
revisions done will be described below with examples from the most major changes

to the Grid.

Language Proficiency

The Grid listed competence descriptors in the form of short sentences like “has an
exam certificate at B1 level” for the Language Proficiency area. All teachers
commented that CEFR might be unfamiliar to most teachers, and that these levels
were not widely known. Three teachers recommended that level descriptors should
be added to ensure a valid measurement. Providing a help link to CEFR general
language proficiency descriptors was considered as an option. Still, teachers told it
would be more practical to see descriptors within the framework, not as an outside
source for reference or it would interrupt the survey process. Two of the teachers
suggested adding national exam score intervals equivalent to each proficiency

level. One teacher mentioned the necessity to include lower proficiency levels, as
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“there are many teachers of English who cannot even score 70°” (T4). Another teacher

(T3) supported this opinion, asking "do we really have teachers with these proficiency

levels at MloNE schools?”

Therefore, the researcher added the competence definitions for each level, referring
to the official language exam score equivalents document published by OSYM
(Measuring, Selection and Placement Center; responsible for nation-wide high-
stakes & standardized testing). This document lists national language exam scores
and the CEFR levels these scores correspond to. Taking teachers’ recommendations
into account, level descriptors from global competence scale of CEFR were added
to the framework along with corresponding national exam scores. To address the
problem that not all teachers might be at B1, level descriptors for A2 was also added

alongside B1 in Stage 1.1 of the Grid.

During the process, as can be seen from the example below, the competence
definition was changed to a great extent so that it was more comprehensible,
appropriate and valid for Turkish teachers of English. The table below presents an
example competence descriptor illustrating the phases of translation and review it

went through:

670 corresponds to B1 level, which is the lowest competence level listed in the Grid.
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Table 3.3

Example 1: Translation and adaptation of Language Proficiency, Stage 2.2

Original Version

Team-translated version

Adapted after review:

® has gained a C1
examination certificate in
the target language

or

* has a degree in the
target language and
proven proficiency at C1

- C1 diizeyinde 1ngilizce
smav sonug belgesi vardir.
veya

- ingilizce ile ilgili bir
boliimden tiniversite
diplomasi almistir ve C1
diizeyinde ingilizce bildigi
belgelenmistir.

1ngilizce dil yeterligi C1
seviyesindedir;

yani,

-Farkli yaprya sahip uzun ve
karmasik metinleri anlayabilir ve bu
metinlerdeki dolayli anlatimlar1 ve
imalar: fark edebilir.

-Gereksinim duydugu ifadeleri fazla
zorlanmadan bularak kendini dogal

level. ve akia bir sekilde ifade edebilir.
-Dili akademik ve mesleki amaglar
igin ve giinliik yasamda esnek ve
etkili bir sekilde kullanabilir.
-Karmasgik konularda, baglantilarin
ve iligkilerin agikca ortaya kondugu,
iyi yapilandirilmis, ayrintilar iceren
metinler yoluyla kendini akici bir
sekilde ifade edebilir.

veya

-KPDS, UDS, YDS gibi sinavlardan
95 ila 99 puan alabilir/almigtir.

Education and Training

The second competence area listed in the Grid was Education and Training. It was
also the second area in which most changes were made. All reviewer-teachers
noted that these competence definitions were not valid at all for the Turkish
context, and that they could not relate to what was being described: because “the

definitions are too European-based, they should be re-written”.

First three stages described teachers who are still enrolled at universities, and it is
not common practice in Turkey to employ teachers without BA degrees at state
schools. Therefore, the competence descriptors at the first three stages were re-
written, as suggested by reviewer-teachers. The following table presents these
changes. We can see that the resulting descriptors were neither translations nor
adaptations from the source text. Rather, they were all re-written; so that they
describe teachers with similar educational background but are valid for the Turkish

context.
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Table 3.4

Example 2: Translation and adaptation of Education and Training, Stages 1.1, 1.2 & 2.1

Original Version

Team-translated version

Adapted after review:

Stage 1.1

e is undertaking preliminary
training as a language teacher at
a teacher training

college, university or a private
institution

offering a recognized language
teaching

qualification

- égretmen yetistiren resmi bir
yiiksekokul, iiniversite veya 6zel
kurumda, yabanci dil 6gretmeni
olarak baslangi¢ diizeyinde
Ogretmen egitimi almaktadir.

- Ogretmen yetistiren resmi bir
yiiksekokul, iiniversite veya 6zel
kurumda, yabanc dil 6gretmeni
olarak baslangi¢ diizeyinde
Ogretmen egitimi almaktadir.
veya

- Ingilizce ile ilgili bir béliimde
okumakta ve halen formasyon
egitimi almaktadur.

veya

- Ingilizce 6gretmenligi mezunu
degildir ve formasyon
almamuistir.

Stage 1.2

¢ has completed part of her/his
initial training in language
awareness and methodology,
enabling her/him to begin
teaching the target language, but
has not yet gained a
qualification.

- Yontembilim (metodoloji) ve dil
farkindalig: alanlarinda baslangic
diizeyindeki egitimin bir kismini
tamamlayarak, 6gretmenlige
baglamasini saglayacak diizeyde
bilgi edinmis; ancak hentiz resmi
olarak 6gretmen statiisii
kazanmamustir.

-Ingilizce ile ilgili bir béliimden
(Ingiliz Dili Edebiyati, ingiliz
Dilbilimi vb.) mezundur; bir
doénemlik ve/veya en ¢ok 5
dersten olusan, staj gormedigi
genel formasyon egitimini
tamamlamugtir.

veya

- Ingilizce ile ilgili olmayan bir
béliimden (6rn. Biyoloji, Tarih
vb.) mezundur ve iki dénemlik
(en az 8 ders + staj gordiigii) bir

Ingilizce dgretmenligi
formasyonu sertifikas1

programini tamamlayarak
Ogretmen niteligi kazanmistir.

Stage 2.1

* has gained an initial
qualification after successfully
completing a minimum of 60
hours of documented structured
training in teaching the target
language, which included
supervised teaching practice,
or

¢ has completed a number of
courses or modules of her/his
degree in the target

language and/or language
teaching pedagogy without yet
gaining the degree

- Okul deneyimi ve 6gretmenlik
uygulamasi derslerini de
kapsayan en az 60 saatlik
Ingilizce 6gretmenligi egitimi
alarak 6gretmen niteligi
kazanmis

veya

- Ingilizce ile ilgili bir boliimde
ve/veya Ingilizce 6gretmenligi
alaninda tiniversite egitiminin
bir¢ok dersini tamamlamig ancak
heniiz mezun olmamustir.

-Ingilizce ile ilgili bir bsliim
(Ingiliz Dili Edebiyati, ingiliz
Dilbilimi vb.) 6grencisi veya
mezunudur; ayrica, iki donemlik
(en az 8 ders alip staj gordiigii)
bir Ingilizce 6gretmenligi
formasyonu sertifikas1
programini tamamlayarak
Ogretmen niteligi kazanmustir.
veya

-Ingilizce 6gretmenligi
béliimiinde son siuf
Ogrencisidir.

Administration
Administration was the third area in which most substantial changes were made.

The original document referred to concepts like “sponsors”, “finance
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departments”, “reviewing of administrative systems”, which are quite foreign to
Turkish state schools. Rather, our schools have family school partnerships, and we
have specific terminology that describes administrative tasks the teachers are

required to do. Therefore, most of the terminology in this competence area was

revised; an example of which can be seen below:

Table 3.5

Example 3: Translation and adaptation of Administration, Stage 3.1

Original Version

Team-translated version

Adapted after review:

e coordinates administrative
tasks with others; collates
information, reports, opinions,
etc. if asked to do so.

administrative tasks such as
organizing teachers’ meetings,
gathering, analyzing and
reporting on end of course
feedback etc.

¢ takes responsibility for certain

- dari isleri diger calisanlar ile
isbirligi icerisinde yiiriitiir;
eger kendisinden istenirse
bilgi, belge, rapor, goriis vb.
belgeleri diizenler.

- Ogretmen toplantilart
diizenleme, donem sonu
raporlarimn toplanmasi,
incelenmesi ve geribildirim
sunulmas: gibi idari islerde
sorumluluk alir.

- [dari igleri diger calisanlar ile
isbirligi icerisinde ytirtitiir;
ziimresiyle isbirligi yapar; eger
kendisinden istenirse bilgi,
tutanak, goriis vb. belgeleri bir
araya getirir.

- Ogretmen toplantilari
diizenleme, d6nem basi ve sonu
tutanaklarmin toplanmasi,
incelenmesi ve raporlanmasi, karar
defterine gecirilmesi gibi idari
iglerde sorumluluk alir.

Table 3.6
Examples 4: Minor revisions

Original Version

Team-translated version

Adapted after review:

Lesson and Course
Planning,

Stage 3.2

e can design specialised
courses for different
contexts that integrate
communicative and
linguistic content
appropriate to the
specialism.

e can guide colleagues in
assessing and taking
account of differing
individual needs in
planning courses and
preparing lessons.

Yillik ve Giinliik Plan

- Uzmanlik alanina uygun
iletisimsel ve dilbilimsel igerigi
kapsayan, farkli 6grenme
alanlarina hitap edecek 6zel alan
dersleri hazirlayabilir.

- yillik ders planinin ve giinlitk
derslerin hazirlanmasi sirasinda,
farkli bireysel ihtiyaglarin
degerlendirilmesi ve gz dniine
alinmasi konusunda
meslektaglarina rehberlik
edebilir.

Ders Planlama

- Farkli1 uzmanlik alanlarmna hitap
edecek 6zel alan derslerini, o
uzmanlik alanina uygun iletisimsel
ve dilbilimsel igerigi kapsayacak
sekilde hazirlayabilir (6rn.
Miihendisler igin Inglizce, Is
ingilizcesi, Turizm Ingilizcesi,

Teknik 1ngilizce gibi).

- Unitelendirilmis yillik planmn
uygulanmasinda izlenecek rotanin
belirlenmesi ve giinliik derslerin
hazirlanmasi sirasinda, farkli
bireysel ihtiyaglarin
degerlendirilmesi ve gz 6niine
alinmasi konusunda meslektaslarina
yol gosterebilir.

Digital Media, Stage 3.2

* can design blended
learning modules using a
learning management
system e.g. Moodle.

- Bir 6grenme y&netimi sistemi
(6rn. Moodle ) kullanarak egitim
planina harmanlanmig 6grenme

bileseni de ekleyebilir

- Bir 6grenme yOnetimi sistemi (6rn.
Moodle, DynEd, EBA vb.) kullanarak
egitim planina harmanlanmis
Ogrenme bileseni de ekleyebilir.
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The revisions in the other competence areas were relatively minor: including some
terminological revisions, changes in sentence structure, explanations or extensions
where reviewer-teachers needed clarification, and some typos. Some further

examples of minor revisions are provided in Table 3.6 above.

The review process and the first pretest was thus completed. When the adaptations
were finalized, all the revisions and suggestions were evaluated for their
appropriacy by the researcher and a professor of ELT. They compared team-
translated and reviewed versions with the original document and drafted the final
adapted version. This adapted version was read by another teacher, who was blind
to the original document and other TL versions. She was doing her MA in ELT at
the time of adaptation. She read the document to check if the survey had a natural

flow in terms of language, and controlled for terminological consistency.

Adaptation process was thus finalized. This process yielded a more down-to-
context competence framework. However, as all parties in translation and
adaptation stages pointed out, the framework still did not include some
competences that would be expected of teachers by the authorities, and it had some
extra statements to be excluded. Therefore, a final stage of alignment to local
competence descriptors was added to survey design process to highlight these
areas. The competence frameworks that Grid was aligned to will be discussed in

the next section.

3.7.5. Alignment of EPG to local competence descriptors

The translated Grid was compared to existing teacher competence frameworks
defined by local authorities. The Ministry of National Education already had
Generic and Subject-Specific Teacher competence frameworks (MEB, 2008).

However, these are not user friendly in that they are too detailed to refer to for self-
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evaluation, and they are not easy to administer, either. Still, they could be regarded

as an outline of what is expected of teachers by the ministry.

The Higher Education Council also prepared a framework that listed the
competences graduates of higher education institutions should have: Turkish
Higher Education Competence Framework (“TYYC” - YOK, 2011). This framework
did not relate directly to teacher competences. Still it listed descriptions of
competences and academic knowledge a teacher education program graduate

should have. For this reason, it was also included in alignment process.

The final teacher competence checklist was prepared under a MoNE based project
named MEGEP. MEGEP project is acknowledged in MoNE Teacher Competence
Framework project, and therefore is included in the alignment process. MEGEP is
a project that started in 2004 and it relates to Vocational Training; however, teacher
competences listed by this process refer to generic competences teachers should

have.

Each of these above-mentioned frameworks were checked against the Grid, and
some competences missing in the Grid were added as descriptors under relevant
categories, such as “cooperating with colleagues” (See Appendix E for matching
schemes). Some of the competences outside the scope of Grid were noted for future
reference after the survey with target population. These are presented in Table 3.7

below.
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Table 3.7

Local Competences that were not listed in the Grid

Source Competence Descriptor

MoNE, A - Personal and Professional Values — Professional Development

Generic “Teacher sees the students as individuals, and values them.”

teacher “They embody the behaviors that they want their students to develop”

competences B — Knowing the student
“Teacher knows the student characteristics, interests, wills and needs of the
student; they know about the sociocultural and economic conditions the
family and environment the student is coming from.

MOoNE, Competence Area: Cooperation with School, Family and the Society

Subject- 3. Ensuring that students understand the meaning and importance of national

specific celebrations and ceremonies and that they actively participate.

teacher 4. Being able to organize and lead national celebrations and ceremonies.

competences 5. Cooperates with society in making school a center for culture and learning.
6. Being a leader in society

TYYC Competence to work independently and assume responsibility:

Teacher 2. Knows themselves as an individual, uses their creative and strong qualities

Education and

and improves their weaker qualities.

Educational Learning Competence

Sciences 1. Critically assesses acquired knowledge and skills.
BACHELOR’S | 2. Determines his learning needs and orientates his learning.
degree 3. Develops a positive attitude towards life-long learning.
Qualifications | 4. Uses tools effectively to access information.

(Academic Communication and Social Competence

Weighted)” 1. Actively participates in artistic and cultural activities.

2. Shows sensitivity to the social agenda and developments of society and
world events and monitors these developments.

3. Conscious of social responsibility, plans and implements professional
projects and activities for the social environment lived in.

5. With support of quantitative and qualitative data, shares his /her thoughts
and suggestions for solutions to problems with people having or not having
expertise.

8. Lives in different cultures, and adapts to social life.

Area Specific Competence:

1. Is a role model to society through his/her external appearance, attitude,
manners and behavior.

2. Adheres to democracy, human rights, social, scientific, and professional
ethical values.

5. Has sufficient awareness of environmental protection and job security
issues.

6. Is aware of the sensitivities of the national and universal phrase of the
National Education Basic Law.

" Descriptions are directly taken from the English version, i.e. not translated. Decriptors from all
other competence documents were translated by the researcher.
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Table 3.7 (continued)
Local Competences that were not listed in the Grid

Source Competence Descriptor

MEGEP 4. Complementary Professional Competences

Competence 4.1. Performs their duty as a teacher in accordance with the aim and principles

Descriptions of Turkish National Education System.

for 4.2. Being aware of the rights and responsibilities listed in the laws and

Pre-service regulations related to profession

teacher 4.6. Being a good example in teaching, in personal and professional life.

evaluation 4.7. Being deeply bonded with their profession and performing teaching
lovingly.

The process of translation, adaptation and alignment of competence descriptors
was thus finalized. During this process, the first piloting of the survey was also
carried out with the reviewer-teachers. The second piloting process and the
analytical procedures followed will be discussed in the next and final part of this

chapter.
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PART III:

Analytical Issues

The final part focuses on the “Analytical Issues” in the research methodology.
Quantitative and qualitative data analysis procedures and adopted approach to
analyses will be discussed with reference to relevant literature. This part also
provides report of reliability, and credibility: reliability of the survey will be
addressed with a report of factor analyses on subscales, and intra- and inter-coder

reliability reports will be presented.

3.8. Piloting

The first piloting of the instrument was conducted with reviewer-teachers who
were involved in the translation sub-study. They reviewed not only the translated
part, but also the initial parts in which the items were developed by the researcher.
Following their suggestions for clarifications, some adjustments were made. Then,
a second and final piloting was conducted with real participants from the target

population at the beginning of survey implementation.

When the survey link was sent out through e-mails on April 7%, 2015, there were
42 respondents on the first day. As the researcher provided her contact details for
help, some teachers contacted her for clarification on some items and for some
revisions. The survey link was disabled for a short time, and two items were
changed in accordance with teacher remarks received. The first problematic item
was the one that asked “Have you received a pedagogical formation certificate, if
you are not a graduate of English language teaching (ELT) department?”. Teachers
who graduated from ELT departments could not decide on how to answer, so a
help text that reads “if you are a graduate of English language teaching, please

select 'no”” was added as a help-text.
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The second issue was that the universities in Northern Cyprus were not listed in
the dropdown menu created for teacher background option. Only the names of
Cyprus universities and an ‘other’” option was added for the graduates of
universities outside Turkey. For both questions, no revisions were made in the

question body. So, the data collection was resumed.

Since the survey link was already sent out to approximately 45.000 e-mail addresses
at once, no further changes were made after the above-mentioned ones. No reports
of difficulty or requests for clarification received afterwards. Data collection went
on for about five months. Regularly, reminders were sent to participants who left
their surveys incomplete (approximately every 20 days, no teacher received more
than 3 reminders). A final reminder was sent to the whole target population once

more in June, and the survey link was disabled at the end of September, 2015.

3.9. Data Reduction

Online administration of the survey resulted in a data set that consisted of both
complete and incomplete survey responses. Therefore, the data were read case by
case for data reduction. At the end of this process, in order to minimize data loss,
several sets were created for open-ended items. Largest and smallest data sets (with
lowest and highest numbers of participants) are as follows:

Table 3.8
Data Sets

Number of participants who completed the demographics part and
N1 =5101 .
responded to at least one open-ended question

Number of participants who responded to demographics, all or part of open-
N2=4172 ended questions and completed more than 90 % of all the survey items

(missed max. 2 out of 18 items on self-evaluation scales)
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As the survey was administered online on MetuSurvey system, the responses were
saved electronically and were downloadable in various data file formats.
MetuSurvey system returned a syntax file and data files processable on SPSS. The
syntax file was used to define variables and set the template for the data. Then the
data were imported. More than ten thousand people reached the survey, the survey
link got 10.621 hits. Of these, 3.943 participants answered all the questions; while
6.678 surveys were saved as “incomplete” by the system. In terms of the number of
questions answered, there is a huge variance among these incomplete surveys. That
is, if a participant answered only the first question, their response was saved as
incomplete. If they answered all the questions but left any one of the items blank,
these cases were also saved as incomplete. Therefore, a second review process was
needed to see to the extent to which those responses were complete or incomplete.

The procedure is described in detail below.

The cases which were not marked in the column “I agree to participate” were
considered invalid and excluded from the initial data pool of 10621 cases listed.
Thus, participant consent was ensured. In order for minimizing the loss of data in
remaining survey responses, further data reduction steps were employed in the

following order:

a) the ones which were complete in demographics and had responses in at least
1 of 5 open-ended questions were included for qualitative analyses,
marking the highest number of participants included in the analyses
(N1=5101) as the first data set, i.e. the qualitative data set.

b) the ones which were complete in demographics, (all or part of) open-ended
questions and which missed maximum 2 responses out of 18 items on the
self-evaluation scales were included for quantitative analyses. The number
of participants in the smallest data set was therefore N:=4172 in this

quantitative data set.
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These qualitative and quantitative data sets were subject to respective analyses,

procedures of which will be described in detail below.

3.10. Data Analysis Procedure

Different parts of the survey yielded different types of data, which resulted in
variation in the analysis procedures. All the survey responses were on a single SPSS
data file; and IBM Statistical Package for the Social Sciences Program v.24 was used

to run the analyses under each section.

3.10.1. Demographics

The first part of the survey, demographics, included substantial quantitative data.
In this part, basic descriptive statistical analyses such as frequencies, percentages
and means were run. The data gathered in this section aided the description of

general teacher profile, their backgrounds and teaching experience.

3.10.2. Opinion questions

The following open-ended questions gave data that required a qualitative reading.
Creswell (2009) defines the process of qualitative data analysis as making sense out
of text; involving the data preparation for analyses, going deeper to find meaning,
representing data, and making an interpretation of the larger meaning of the data
(p. 183). Following from this definition, the data gathered through the open-ended
questions were qualitative in nature in that they embodied text to be interpreted,

and therefore was subject to qualitative coding.

The first question that asked for the teachers’ definition of a competent teacher was

of primary importance, mainly because it would provide the basis for the
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development of the new competence framework. For the deeper analyses of what
that question brought to light, the researcher decided to adopt a theory informed
strategy used in qualitative studies, to analyze the qualitative data gathered
through this quantitative study. For this, the data analysis spiral model suggested

by Creswell (2013) was adopted as a guide in data coding procedure.

The data analysis spiral model embodies procedures of data collection, data
management and organization, reading and memoing, describing and classifying
the data into codes and themes, interpreting the data and representing and
visualizing the data at the end of the analysis (Creswell, 2013, p. 183). Each stage is
represented in the form of overlapping loops to illustrate “the process of moving

in analytic circles rather than using a fixed linear approach” (Creswell, 2013, p. 182).

As in the above mentioned approach, the data gathered through open-ended
questions were first organized into computer files. All the survey data was present
on SPSS, and researcher exported the qualitative responses separately to an .xIsx
file (Microsoft Excel Worksheet) for easier handling during coding and inter-

coding processes. Then, the .xIsx file was printed for the initial readings.

During the reading and memoing phase, the researcher first read the whole data
twice to observe the trends and recurring themes. During this reading process, no
marking or coding was done. Then, the data were read for the third time, this time,
most frequent expressions were underlined and some memos were taken on small

sticky notes.

After this process, researcher imported the excel file onto MaxQDA Plus 12. The
codes that were identified during the survey review process were used as tentative
codes, as the researcher noticed after the third reading that they were
representative of the data. With this tentative code list, about 10% of all responses

were read this time on MaxQDA using in-vivo coding feature for emerging codes.
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Then, the codes that were similar were collapsed, and an initial list of codes was

thus developed after this fourth reading.

The initial code list was checked against the competence areas listed in the Grid on
a matrix, in order to be able to identify the areas where definitions by Turkish
teachers of English do or do not map onto the ones already on the Grid. The initial
codes were checked against the competence areas on the Grid. The matching matrix

can be seen in the Appendix F.

After this matching on code matrix, the researcher collaborated this time with
colleagues in order to merge similar codes under categories, and categories under
themes, within the competence areas listed on the Grid. This second merging and
grouping procedure resulted in the final coding scheme, which included an option
“could not code” under each theme, for possible emerging codes in the rest of the
data. Since MaxQDA does not allow for participant grouping and frequency
comparisons across groups, and for easier tabulation of coding scheme, an .xIsx file
was used. One further consideration in choosing Excel is that .xlsx files are
importable to SPSS, which would later be used for inter-coder reliability checks and
frequency analyses. The themes in the final coding scheme were listed in columns,
and cases in rows. The file also contained grouping variables such as location,
experience and background and all the cases (N=5101) were coded on MS Excel

using the final list of codes (See Appendix G).

The present study is a quantitative one, in which the qualitative data is used to
support the arguments made based on the quantitative data. In this sense, this
study design and the following data analysis procedures imply a postpositivist
interpretive framework in the approach to qualitative data interpretation. In
addition, researcher’s concerns for adopting a theory informed approach to
qualitative data analysis also corresponds to the definition of post-positivism

Creswell (2013) provides. He defines postpositivist interpretive framework to be
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characterized by being reductionistic, logical, empirical, and cause-and-effect
oriented. In his description, “postpositivist researchers view inquiry as a series of
logically related steps, believe in multiple perspectives from participants rather
than a single reality” (p. 24). In short, if a paper presents a specific emphasis on
objectivity, attempting to control for the biases that the researcher might bring to
the study, and if the qualitative data analysis procedures were rendered
systematically, Creswell (2013, p. 35) suggests that a postpositivist interpretive
framework is used. In this respect, in line with the post-positivist stance of the main
methodology in this study, the approach to qualitative data analysis was an

example of post-positivist paradigm as well.

3.10.3. Self-evaluation scales

Self-evaluation scales for proficiency and for competence were both 6 point scales
on which teachers evaluated themselves. First, descriptive analyses such as means,
frequencies and percentages were calculated to report general profile. Then, before
running the analyses for the comparisons across groups, the first consideration was
data distribution. The data were observed to be distributed non-normally on both
self-evaluation scales and each group did not include equal numbers of cases (the

details and figures related to these analyses are presented in the Results section).

Non-normal distribution, and the fact that participant numbers were not even
across groups, necessitated the use of non-parametric analyses (as suggested by
Field, 2005; Larsen-Hall, 2010). Field (2005) defines Kruskal-Wallis test as the non-
parametric counterpart of ANOVA, to test differences between several
independent groups. As there were three groups of teachers according to teacher
education background, Kruskal-Wallist tests were run to see if the proficiency and
competence levels of groups changed with respect to educational background and

experience. As a follow up, post-hoc procedures are needed to identify which
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groups differ and in what ways. As Kruskal-Wallis does not have a post-hoc
procedure itself, use of several Mann-Whitney tests is suggested in literature,
which would inflate Type I error rates (Field 2005, p. 559). To address this problem,
Field (2005) and Larsen-Hall (2010) suggest the use of Kruskal-Wallis tests followed
by Mann-Whitney U post-hoc procedures with a Bonferroni correction in critical
value for significance in each test. This correction is achieved by dividing the
critical .05 value to the number of tests conducted; so that total confidence interval
would be preserved at 95%. For comparison of three background groups, Kruskal-

Wallis with Mann-Whitney U post-hoc procedures were followed.

As data were non-normal, to test differences according to experience groups,
Kruskal-Wallis procedures were used again. However, when it comes to post-hoc
tests, a different approach was followed. The number of pairwise comparisons
increased as there are five experience groups. When there are too many groups
compared, the critical values are set at very low values during Bonferroni
correction. As the critical value is divided by the number of comparisons; the more
comparisons are made, the less becomes the critical value. Field (2005) warns that
Bonferroni correction might cause some significant differences to be lost as we
lower the critical value. The analyses showed that this was the case in post-hocs
conducted; that is, either significance of some differences or multiple measure
confidence levels were lost. Another suggestion to address this problem is to use
ANOVA post-hocs: ensuring multiple measure confidence but using tests that do
not require assumptions to be met. In our case, as the group sizes and variances
were not equal, Tamhane T2 post-hoc procedure was adopted (the figures and

values related to these are presented in detail in the Results chapter).

93



3.11. Validity and Reliability

This section will report on how the validity and reliability issues were addressed
in this study. Validity and reliability are two terms that go hand in hand and they
together define the quality of research. Validity relates to how valid are your
instruments, your approach and your interpretation of results with respect to what
you intend to put forward. On the other hand, reliability relates to how accurately
and consistently you measure what you measure. Internal and external validity,

and instrument and rater reliability issues will be discussed below.

In quantitative approach, reliability of the instruments refers “to the relationship
between a measure Y and the corresponding latent variable T being measured”
while validity is more related to “the relationship between the latent variable T and
the theoretical construct of interest” (Alwin, 2010, p. 409). In other words, validity
relates to whether the theoretical construct that is intended to be tested is really
tested, whereas reliability is the consistency of item scores on the scale used. These
two concepts together serve for the overall quality of research and research
findings. Reliability is a pre-requisite for valid measurement; in that your results
would not be valid if you do not use a reliable tool. However, validity cannot be
guaranteed only by reliability per se; in that you may highly reliably measure a
construct, but that construct might be only partially addressing what you put

forward. Therefore, an approach embracing both concepts should be adopted.

3.11.1. Validity

For the internal validity of the instrument, European Profiling Grid was validated
with more than 2000 teachers when it was first developed (North, 2012). In order
to ensure its validity for our context, definitions were checked with reviewer-

teachers, and against local descriptors during the sub-study for translation of
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competence descriptors. The process of validation of Competence Framework can
be considered to be ongoing as well; as the data gathered through surveys will also
assist in the validation of the competence descriptions in the tool for the Turkish
context once more. For the validity of the whole survey, the piloting processes can
be counted on. During the instrument design process, several people
knowledgeable in the discipline provided feedback on the tool and the items;
during the first and second piloting processes, teachers” feedback on the instrument
was taken into account to improve the wording of questions, and to maximize the
clarity of what is being asked. All these steps aimed to ensure a valid
measurement.Still, what was measured was the teachers’ perceptions of
themselves, not results of objective tests of proficiency or competence.Therefore,

this hould be taken into consideration when interpreting the results.

For the external validity, Mackey and Gass (2005) lists factors such as sampling,
sample size and generalizability. In that sense, validity relates to the extent your
interpretation of results could be valid and relevant for the larger audience. These
factors were discussed in detail in the first part of this chapter, with references to

related literature.

In the steps of data collection, sampling and instrument design and translation
procedures, efforts have been made to improve validity. However, there are some
issues that have to be acknowledged when interpreting the results of the analyses.
First, even though there were advantages of using online survey, such as reaching
a large number of participants; an ideal probability sampling might not be possible.
Teachers might have ignored the e-mails, or some might have been influenced by
the fact that the link was sent through the ministry or the administrators at their
schools. For these reasons, survey results might represent desirable responses. As
a remedy to this, the principle of anonymity have been articulated in the survey

introduction.

95



Still, the responses might represent some positive bias. After all, only the eager
professionals completed the survey since the survey was a long one with many
items to consider and many definitions to read. The participants who spent time on
completing a survey were probably more open to reflection and professional
development; therefore, the results might be representing a positive tendency. The
length of the surve might have also caused participants to get tired, they might
have hurried towards the end or their conceptualization of stages might have
changed from the beginning to the end. Still, they had the competence descriptors

which were guiding them in the process.

It should be noted that the conditions the participants were in while completing the
survey might pose threats to validity. Whether they were at school environment or
alone, whether they completed it in a single session or not, whether there were
other people interfering, or whether they had any experience as survey
participants; these all are questions that were out of the researchers” control. All in

all, itis adviable to approach results of the analyses with these reservations in mind.

3.11.2. Reliability

The reliability of scales is also a determinant factor in the validity of results; if the
instrument is not reliable, the measurement and results on this instrument will be
of little value. For this reason, reliability of measurement is “a sine qua non of any
empirical science” (Alwin, 2010, p. 428). Internal reliability seeks to assess whether
the indicators that make up the scale or index are consistent (Singh, 2007, p. 77).
The reliability of instrument, or the internal reliability, can be determined by
statistical analyses. A commonly used test for reliability of the instruments is
Cronbach’s alpha, which calculates internal reliability, i.e. the consistency of scores.
Generally, calculation of alpha is preceded by factor analyses. This is because

researchers may want to demonstrate how reliably the instrument measures each
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factor. In this case, the factors are identified first, then alpha can be calculated

separately for each factor, or for each scale.

3.11.2.1. Factor Analyses

The factor analyses were run on two self-evaluation scales for proficiency and
competence levels, separately. Data set was tested for the assumptions to ensure its
suitability for factor analyses. For the proficiency scale, Kaiser-Meyer-Olkin
measure of sampling adequacy value was found to be KMO=.806 above commonly
recommended .60 and Bartlett’s test of sphericity was significant (x2(10) = 13187.42,
p <.01) which indicated that the data set was suitable for factor analyses. For the
competence scale, again, sampling was adequate with KMO =935, and sphericity
was significant (x3(78) = 17535.25, p <.01). These initial analyses showed that both

scales were suitable for factor analyses.

For the language proficiency self-evaluation scale, the factor analyses showed that
there was a single factor explaining 69.6% of the total variance with an eigenvalue
of 3.479. This was not surprising at all, thinking that five language skill areas were

constructs of a single phenomenon: overall language proficiency.

However, for the competence scale, there were some issues to be considered. The

initial eigenvalues showed a two-factored structure in the competence scale:

Table 3.9
Factors on Competence Grid
Initial Eigenvalues Rotation Sums of Squared Loadings
Factors Total % of Cumulative % Total % of Cumulative
variance variance %
1 5.295 40.729 40.729 4.255 32.729 32.729
1.088 8.372 49.101 2.128 16.372 49.101

According to Table 3.9, there are two factors with eigenvalues over 1. These two

factors together explain 49.1% of the variance. With a varimax rotation for
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maximizing the interpretability of the factor structure (Cakir, 2014), the factor
loadings presented on Table 3.10 (on the next page) were identified for a two-
factored model. The table also presents factor loadings for each item when the

model is restricted to a single factor.

When the items that loaded on the second factor are considered, it is not surprising
to see these four items together as a separate factor. They all relate to the
background of teachers and unlike other competence areas, these are mostly fixed
qualities that are shaped by the previous experiences of the teachers. More
importantly, they are the competence areas originally (and exclusively) listed
under the heading “Training and Qualifications”. That is to say, education and
training, assessed teaching, language proficiency and teaching experience can be

accepted to constitute a separate construct that defines teacher competence.

Table 3.10
Factor Loadings on the Competence Grid (Rotated & Normal)
Factor Loadings
on two factors’ on one factor
1 2 1
Lesson and Course Planning 744 247 .768
Interaction, Management, & Monitoring .736 223 750
Intercultural Competence .730 .198 732
Professional Conduct 717 172 .707
Administration .688 626
Assessment .657 .358 .748
Digital Media .642 144 .629
Methodology: Knowledge and Skills .548 440 .695
Language Awareness 507 451 .664
Education and Training .755 .309
Assessed Teaching 303 .589 .556
Language Proficiency .203 572 460
Teaching Experience 314 .393 468
* Principal Component Analysis & Varimax with Kaiser Normalization

When factor loadings on a single factor model is considered, the same observation

holds true: the competence areas listed under training and qualifications have the
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lowest factor loadings for the single factor. This case will also be addressed in the
Results section. As has been discussed above, the factor analysis initially gave a
two-factor structure that explains 49.1% of the total variation in the data. The
single-factor model explains 40.7% of the variance. This case raises questions as to

whether the second factor is really necessary.

When the scree-plot for this analysis is examined, the plot seems to outline a single
factor model. This is because the line approximates a horizontal inclination after

the first factor. The scree plot for this analysis can be seen below:

Scree Plot
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Figure 3.3

Scree Plot for Teacher Competence Scale

As seen above in Figure 3.1, starting as a sharp vertical one, the line then loses its
inclination and becomes almost horizontal with the second factor; which indicates
that the scale can be accepted to have a single factor. Literature suggests that for a
measure in social sciences to be accepted as a single factor, there are two conditions
to be met: first, the total variance explained by the first factor should be more than
30% of the total variance and second, the eigenvalue of the first factor should be

three times higher than the eigenvalue of the second factor (Akdag, 2011). In our
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case, these two conditions are met. The first factor by itself explains 40.73% of the
total variance. And second, the eigenvalue for the first factor is 5.295 which is more
than three times higher than the eigenvalue of the second factor, 1.088. Therefore,
the competence scale utilized can be considered to have a single factor. This global
factor is accepted to be the overall language teacher competence, with the
reservation that competence areas listed under training and qualifications can be
accepted as a separate construct since their factor loads are the lowest even when

the scale is limited to a single factor (See Table 3.9 above)

Following these analyses, the reliability analyses were run on proficiency and
competence scales to check for internal consistency. For the competence scale,
reliability scores for two factors were calculated as well. The reliability of the both
scales were very high. At factor level reliability analysis, the second factor, i.e. the
training and qualifications items were observed to have relatively lower alpha
values when these four items are taken as a separate construct. The following table

presents the alpha values for each of these below:

Table 3.11
Reliability of Scales and Sub-scales
Language Competence Teaching Training and
Proficiency Scale (Grid) Competence | Qualifications
Scale Overall Scale Scale
Cronbach’s Alpha .89 87 .88 52

Therefore, as the figures above highlight, the instrument has highly reliable scales;
and the results were accordingly reliable and valid. When it comes to the reliability
of the interpretation of open-ended items, rater (or coder) reliability should be
discussed. Literature defines two types of rater reliability: intra-rater and inter-
rater reliability (Mackey & Gass, 2005). Both start with a good definition of codes,
and clear boundaries as to what each code includes and excludes. For this, a coding
scheme was developed (please see Opinion questions under the section Data

Analysis for a detailed account).
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3.11.3. Rater Reliability

Intra-rater reliability relates to a rater’s or a coder’s consistency in coding and/or
grading of items from the beginning to the end and from one case to other. What
was coded as A in at the beginning should not be coded as B at the end, the code
definitions and scope should remain the same throughout the study (Creswell,
2009). In order to ensure intra-rater reliability, the researcher (Coder 1) used a pre-
set coding scheme and frequently checked for the consistency while coding the
data. There were 5101 responses to the question regarding the definition of teacher
competence. During the coding process, the researcher frequently went back on
some codes, more specifically, at every five-hundredth case; to see whether every
case coded in the same way talked really about the same things. At times, some
random cases were checked for codes. Therefore, consistency in coding process

was addressed.

Inter-rater or inter-coder reliability can be defined as the consistency in the coding
of two raters/coders. In order to validate researchers coding and to check for the
reliability of coding, a second researcher (Coder 2) was invited for coding about
10% of the data. The second coder joined the researcher in the processes before the
coding scheme was finalized. While colliding multiple sub-codes into categories,
the researcher and the second coder worked collaboratively. Then, after the
researcher merged the codes with the Grid and tabulated data on a coding matrix,
a training session was held. In order to set the common grounds, the researcher
informed the second coder about the definitions in the Grid, how other codes map
onto the existing Grid definitions and how the coding process was supposed to
unfold. They coded 50 random cases together, discussing on the categorization and
definition of codes. Then they coded the following 70 cases (1.3% of 5101), this time

separately; to later compare their codes. As there was a good agreement rate at this
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phase, the second coder coded the following 500 items (= 9.8 % of the data) by
herself. Therefore, more than 10% of the responses were coded by two coders on a
coding scheme of 16 themes and a total of 49 codes. The two coders coded 94.05%
of the data into the same codes. Therefore, a very high inter-coder reliability has

been achieved.

With the methodology hereby outlined, the research questions of the study were

addressed. The next chapter will present the findings and results.
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CHAPTER 4

RESULTS

This chapter aims to address the research questions and to present the results of
data analyses. Administration of English Language Teacher Competences Survey
(See Appendix H) yielded two data sets at the end of the data reduction process
(please see Methodology for a detailed account) in which the quantitative data set
(N2=4172) was a already included in the qualitative data set (N1=5101). Results
pertaining to each section of the survey will be provided below with reference to

respective research questions and data sets to set the participant profile.

4.1. Demographics and Background

All cities in Turkey (n=81) are represented in both data sets. Izmir, Istanbul, Konya,
Adana and Bursa are the first five cities with largest numbers of participants;
teachers participating from these cities made up 25.5% of the qualitative data set
(hereinafter, N1 and 24.7% of the quantitative data set (hereinafter, Na). Izmir had
337 participants in Ni; and 267 in No. Istanbul had 290 participants in Ni; and 223
in Na2. These two cities together make up the 12.3% and 11.7 % of the data sets,
respectively. Distribution of participants in N1 and N2 among the cities across

Turkey are illustrated on Maps 1 and 2 below.
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MAP 1: Distribution of Participants across Turkey in the Qualitative Data Set

*Larger scale Distribution maps can be seen in Appendices I and ]|

When we look at the distribution of data across seven geographical regions of
Turkey, with the most participants from Aegean (17.9% of N1 and 18.3% of N2) and
Marmara (17.6% of N1 and 17.5% of N2). The participant numbers from each region
follow a more balanced distribution pattern that is almost proportionate to the
population sizes of each. The participant distribution can be examined in the

following table:
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Table 4.1
Distribution of Data Across Regions

N1 N2

The Regions: n: % n: %
Aegean 913 17.9 763 18.3
Marmara 900 17.6 729 17.5
Central Anatolia 838 16.4 683 16.4
Mediterranean 835 16.4 676 16.2
Black Sea 784 15.4 646 15.5
East Anatolia 538 10.5 447 10.7
Southeast Anatolia 293 5.7 228 5.5

TOTAL 5101 100.0 4172 100.0

In the demographics section of the survey, teachers were also asked to provide

detailed accounts of their teacher education backgrounds. These accounts included

information on their university, department, year of graduation, whether they

obtained a pedagogical training and formation certificate, their international

teaching certificates, and details on their theoretical courses and practicum

experiences in these certificate programs, whether they were graduates or students

of MA at the time of survey. Their typed-in responses were analysed case by case

by the researcher and were used for grouping teachers.

Table 4.2
Groups of teachers according to TE Background
N1 N2
BA degrees from: l;/o of total % of total
category /category

1. English Language Teaching (ELT) Departments 3862 75.7 3160 75.7
la. ELT Programs 3526 91.3 2876 91.0
1b. Open Education Faculty ELT Program 51 1.3 38 1.2
1c. ELT and MA in Education 285 7.4 246 7.8

2. Departments of English Studies 923 18.1 759 18.2
2a. Programs specializing in English Studies 40 4.3 33 4.3
2b. Programs in English Studies, with teaching certificate 829 89.8 680 89.6
2c. English Studies and MA in Education 54 59 46 6.1

3. Other Departments 271 5.3 218 5.2
3a. Teaching or study of other languages 20 7.4 14 6.4
3b. Teaching (other subject areas) 44 16.2 35 16.1
3c. Other subject fields, with teaching certificate 111 41.0 91 41.7
3d. Other subject fields 64 23.6 54 248
3e. Other departments and MA in Education 32 11.8 24 11.0

Not specified 45 0.9 35 0.8

TOTAL 5101 100.0 4172 100.0
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There was a huge variety in the educational backgrounds of teachers; 11 major
groups were identified which were then classified under three broad categories as
seen in Table 4.2 above. Graduates of English Language Teaching (ELT)
departments are the traditionally trained teacher group and they make up 75.7% of
both data sets. This category consists of the graduates of four year BA programs
offered at higher education institutions, graduates of blended (2 year on campus, 2
year distance) ELT program offered by open education faculty, and those who
graduated from ELT departments and are currently students or graduates of MA
programs in education. Teachers with on campus BA degrees in ELT are the largest
participant groups in both sets, constituting the 91.3% of ELT category and 69.1%
of total participants (N1=5101) in qualitative data set with 3526 teachers. For the
quantitative subset, this group forms 91% of respective category and 68.9% of the

total number of participants (N2=4172), with 2876 teachers.

‘Departments of English Studies’ is the second broad category of participants.
Although there is no “English Studies” department in Turkey, the term is coined
to indicate the BA programs offered in several fields of study that primarily
concentrates on English language. Some examples of BA programs that fall under
this category can be listed as English Language and Literature, American
Literature, English Linguistics or Philology, Translation (and Interpreting) Studies
in English. Teachers with BA degrees in such programs, and those who also had
pedagogical formation and/or international teacher training certificates and/or MA
degrees in education in addition to their BA degrees in English are classified under
this category. The English Studies category makes up 18.1 and 18.2% of qualitative
and quantitative data sets, respectively. Within this category, with 829 teachers
(89.8%) in the qualitative data set and 680 teachers (89.6%) in the quantitative
subset; the broadest group consists of teachers who had teaching certificates
besides their BA degrees in English. This group is also the second largest

participant group after ELT graduates, constituting the 16.3% both sets.
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Other department graduates form the last and smallest category, making up 5.3%
of qualitative and 5.2% of quantitative data sets. Various departments of non-
English concentration fall under this category: teaching or study of other languages
such as French Literature or teaching German or even Turkish Literature; teaching
of other subjects such as physics or elementary school teaching, other subject fields
such as biology, public administration or engineering with or without a teaching
certificate, graduates of such departments with MA degrees in education. Among
these, the largest two groups, graduates of other subject fields with teaching
certificate and those without teaching certificates respectively make up 2.2 and

1.3% of total participant numbers in both data sets.

For a better visualization of data distribution in terms of teachers’ educational
backgrounds, a single pie chart was created to represent both data sets since the
proportions of groups and percentages of categories are similar across the sets. In
this graphic, the slices constitute the eleven participant background groups while

the three categories are differentiated through color coding:

Teachers' Educational Background

246; 6%
M English Language Teaching
33; 1% ) '
M ELT Distance Education
M ELT & MA in Education
Language Studies in English
680; 16% m English Studies & teaching certificate
2876; 69% ® English Studies & MA in education
46; 1%/l Teaching or study of other languages
M Teaching of other subjects
M Other subjects & teaching certificate
M Other subject fields

B Other departments & MA in
education

Figure 4.1. Participant profile according to their educational backgrounds.
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Survey provided some further information on teachers” educational pathways. Of
all teachers pursuing Masters degrees (n1=527, which is 10.3% of N1), around 70%
of them are concentrating on education or teaching related fields while the
remaining 30% are studying in other fields. Teachers with non-English
backgrounds pursuing postgraduate degrees in education are the largest group in
proportion to their own category, but teachers with ELT backgrounds group is the
largest in number. There is also a similar case in terms of the international teacher
training certificates. All teachers who had international teaching certificates such
as CELTA or DELTA make up only the 2.6% of the total number of participants
(N1=5101) in the largest set. More specifically, there are only 81 teachers who have
CELTA, 20 teachers with DELTA and 32 teachers with other international teaching
certificates. 76.7% of this small group with international certificates is again
teachers with ELT backgrounds. However, this is probably due to their relatively
large number across the whole data set. When we consider their ratio within their
own category, we see that graduates of English Studies who have internationally
valid certificates form the 2.93% of all teachers in this category, while the rates for
graduates of ELT and other departments relative to their own category are 2.64%

and 1.48%, respectively.

Another important point worth considering is that certificate programs offered
internationally also differed greatly in terms of their requirements, course loads
and practice teaching modules. Some programs had a focus on general pedagogy
while some programs specifically focused on language teaching; and the
differences are also observed in practice teaching components. Teachers were
asked to provide any details they could remember about their pedagogical
certificate programs, regarding the theoretical course credits, practice teaching
credit and hours of observation and teaching. There are 1061 teachers who took
pedagogical formation or teacher training certificates that were offered by many

different higher education institutions and universities, or the Ministry of National
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Education (MoNE). Of these teachers, 12.1% (n=128) reported that their program
did not have any practicum component; in other words, they did not observe any
classes or had not taught before they got their certificates. For the duration of
practicum, meaning the weeks they actually visited schools, the variation is
striking: according to teachers own reports, the time spent in practicum varies from
1 to 40 weeks. This variation is even higher when it comes to proportion of
theoretical courses, observations and hours of teaching experience. According to
what most teachers report in response to this question, the number of theoretical
courses they took as part of their certificate programs varied from 5 to 12 courses;
they observed 2 to 6 lessons per week, and 8 to 60 lessons in total; and they taught

1 to 10 hours in class.

Besides this variation in their backgrounds, teachers also had varying degrees and
kinds of teaching experience. Teachers were asked for their years of experience at
state schools and about any prior teaching experiences they had. About 44% of all
the teachers in both data sets reported that they had teaching experience before
being recruited at state schools. If that was the case, they were asked to provide
information on the type and duration of their previous experiences. These
experiences varied from one-to-one tutoring to full-time teaching at private
language courses. Their responses to the questions regarding their year of
graduation, years of service at MoNE schools and regarding their previous
teaching experiences at any privately run institutions guided the researcher to

calculate their total years of experience.

When their years of service at state schools were analysed, it was seen that more
than half of the teachers were in their first six years of teaching at a state school.
More specifically, 34.9% of the quantitative subset (N2=4172) was in their first four
years. However, some teachers had prior teaching experiences; therefore, not all of
them were actually in their first four years. It is also observable in Table 4.3 below

which reports on total teaching experience they had. When compared to the ratio
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of the first category, which is again teachers in their first four years but this time
making up only the 24.7% of all participants, it is seen that teachers’ time of service

at state schools and their actual experiences differ.

The following table sets the participant profile in terms of their total teaching
experiences. Since teachers’ experience in teaching is regarded as a construct that
will guide some further analyses; participant numbers in each year of experience
were provided along with a categorization of teachers. Cut-points for groups were

set at 20% to create 5 equal groups of participants:

Table 4.3
Teachers’ total teaching experience
N1 N2
% of total % of total
Teaching experience at the time of survey: n:  /group  m /group
1. up to 4 years 1238 243 1029 24.7
In their first year 198 16.0 170 16.5
From 1 to 2 years 331 26.7 276 26.8
From 2 to 3 years 350 28.3 286 27.8
From 3 to 4 years 359 29.0 297 28.9
2. from 4 years to 7 years 940 18.4 752 18.0
From 4 to 5 years 330 35.1 259 344
From 5 to 6 years 294 31.3 240 31.9
From 6 to 7 years 316 33.6 253 33.6
3. from 7 years to 10 years 929 18.2 746 17.9
From 7 to 8 years 340 36.6 280 37.5
From 8 to 9 years 299 322 240 322
From 9 to 10 years 290 31.2 226 30.3
4. from 10 years to 15 years 1024  20.1 827 19.8
From 10 to 11 years 245 239 195 23.6
From 11 to 13 years 408 39.8 328 39.7
From 13 to 15 years 371 36.2 304 63.8
5. more than 15 years 887 17.4 746 17.9
From 15 to 17 years 325 36.6 279 374
From 17 to 20 years 215 242 181 243
From 20 to 25 years 186 21.0 156 20.9
25 years and above 161 18.2 130 17.4
Not specified 83 1.6 72 1.7
TOTAL 5101 100.0 4172  100.0
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According to Table 4.3 above, about half of the participants (49.4% of both sets) are
in their first 8 years of teaching, which makes it more efficient in terms of
demonstrating the effects of educational background of teachers on their skills and
competences and if and when the differences across groups start to fade out. For a

better illustration of data distribution, a teacher experience figure is presented

below:

1,63% 3,16%
time not specified 25 to 40+ years

3,58%
In their 1st year

5,459%
1to 2 years

3 65%
20 to 25 years

Figure 4.2 Total Teaching Experience

4.2, Self-Evaluation

Teachers were asked to evaluate themselves on a Language Proficiency scale, and
also on the adapted version of European Profiling Grid (EPG). General participant

profile will be presented below for both scales (N=4172 for all the analyses below):

4.2.1. Perceived Language Proficiency

Self-evaluation item for language proficiency areas was included in the survey to
act as a control for the Language Proficiency component of the Competence Grid.

That is, Grid already had descriptors on language proficiency with references to
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CEFR; but with the reservation that some teachers might not be familiar with CEFR
skill areas and definitions, an item on language proficiency was included to have a
better profile of language proficiency levels of teachers. With a six-point Likert
scale type item, teachers were asked to evaluate themselves on five language skills
identified in CEFR; these are namely listening, reading, writing, spoken interaction,
spoken production. The reason behind the selection of a six-point scale was that the
Grid also has descriptions spanning on six levels and its claim was to be in

alignment with CEFR.

On the self-evaluation scale for language proficiency teachers’ perceived language

proficiency can be summarized as in the following table:

Table 4.4
General Profile of teachers on Language Proficiency Scale
Mean ator below B2 C1 level C2level

Language Proficiency in (over 6.00) (% of N) (% of N) (% of N)
Reading 5.05 20.3 46.7 329
Writing 4.79 31.2 44.6 241
Speaking (spoken production) 4.40 47.1 40.3 12.6
Spoken Interaction 4.31 51.0 374 11.6
Listening 4.28 519 394 8.7

As seen in Table 4.4 above, Reading had the highest mean score; that is, teachers
evaluate themselves to be most proficient in Reading skill. The modes in both
response sets are 5 (which corresponds to C1), which might influence mean scores
to approximate to each other. Still, frequencies provide a basis for further reading
of these figures. Only 20.35% of the teachers evaluated themselves to be at or below
B2 level while the majority reported to have native-like or native proficiency in
English. More specifically, 46.7% reports to be at Cl, and 32.9% evaluated
themselves to be at C2 level. It is observable that reading and writing are the skills
teachers feel most proficient in; these two skill areas have higher scores at C2 level

when compared to oral communication skills, especially listening. When it comes
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to Spoken interaction and Listening, almost half of the teachers indicated that their
proficiency levels were at or below B2; with mean scores of M=4.31 and M=4.28
respectively. (SD=0.9 for reading and ~1.1 for others). The following figure

illustrates the proficiency profile:

General Language Proficiency Levels

100% 1 6
90%
80% 4 5
70%
60% 4 4
50%
40% 4 3
30%
20% 4 2
10%
0% _ e BHEREE 1
Reading Writing Spoken Spoken Listening
Production Interaction

Al RRRRRRS A2 MM B]l =B EEECl BRERsC2 e \ean

Figure 4.3: Perceived language proficiency levels

The general profile therefore seems to indicate that teachers perceive themselves to
be more proficient in reading and writing while oral communication skills, i.e.

spoken production, spoken interaction and listening, had relatively lower scores.
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Language Proficiency with respect to Background
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Figure 4.4 Perceived language proficiency with respect to teacher background

In line with the research questions, more in depth analyses were conducted to
investigate whether educational background of teachers had any effect on their
language proficiency (see Figure 4.4 above). Data distribution in Listening and
Spoken interaction, D(4172) = 0.22, p <.001; Reading and Writing, D(4172) =0.27, p
< .001 and Speaking D(4172) = 0.24, p < .001 constructs were significantly non-
normal. Furthermore, when we consider the background groups, all proficiency
constructs were non-normal with p values below .001 for each language skill,
among graduates of ELT (df=3160), English Studies (df=759) and other departments
(df=218). Variances were significantly different at p <.05 level, i.e. not equal, across

these groups as seen in the following table:

Table 4.5
Test of Homogeneity of Variances

F df1l df2 Sig.
Listening 18.961 2 4134 .000
Reading 35.307 2 4134 .000
Spoken Interaction 15.457 2 4134 .000
Speaking 31.223 2 4134 .000
Writing 56.490 2 4134 .000

Non-normal distribution, and the fact that participant numbers were not even

across groups, necessitated non-parametric alternatives (as suggested by Field,
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2005; Larsen-Hall, 2010). Field (2005) defines Kruskal-Wallis test as the non-
parametric counterpart of ANOVA, to test differences between several
independent groups. Following what we set above, Kruskal-Wallis test indicates
that at p <.001 level, teachers” educational background significantly relates with

teachers’ backgrounds proficiency in each language skill:

Table 4.6
Kruskal-Wallis test for Proficiency Areas on three teacher groups
H df p

Listening 79.94 2 .000
Reading 111.32 2 .000
Spoken Interaction 113.76 2 .000
Speaking 87.72 2 .000
Writing 88.37 2 .000

The table above illustrates that teachers’ perceived proficiency in Reading
(H(2)=111.32), Writing (H(2)=88.37) Listening (H(2)=79.9), Speaking (H(2)=87.72)
and Spoken Interaction (H(2)=113.76) constructs differ significantly with respect to

their educational backgrounds.

To follow up this finding, post-hoc procedures are needed to identify which groups
differ and in what ways. As Kruskal-Wallis does not have a post-hoc procedure
itself, use of several Mann-Whitney tests is suggested in literature, which would
inflate Type I error rates (Field 2005, p. 559). To address this problem, Field (2005)
and Larsen-Hall (2010) suggests use of Kruskal-Wallis tests followed by Mann-
Whitney U post-hoc procedures with a Bonferroni correction in critical value for
significance in each test by dividing .05 value to the number of tests conducted; so
that total confidence interval would be preserved at 95%. In our case, the critical
value for significance (p value) should be .05/3 = .0167 as we have 3 groups of
teachers and will make 3 pairwise comparisons. Therefore, p < .0167 for all the

following analyses:
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Table 4.7

Comparison of Graduates of ELT and English Studies

MeLr MEngstudies u Z p
Listening 4.25 4.55 1005489.0 -7.300 .000
Reading 5.05 524 1043869.5 -6.014 .000
Spoken Interaction 4.30 4.54 1052715.5 -5.480 .000
Speaking 4.39 4.62 1058947.0 -5.275 .000
Writing 4.78 5.00 1055480.0 -5.470 .000

p<.0167

The first comparison is between Graduates of ELT departments and English
Studies departments. According to Table 4.7 above, two groups differ significantly
in their proficiency scores (Sig = .00, p <.0167 in all cases). Mean scores indicate that
graduates of English Studies departments evaluate themselves to be more
proficient than graduates of ELT programs. This is also the case for a comparison

of English Studies graduates with teachers who graduated from non-English

departments:

Table 4.8

Comparison of Graduates of English Studies and Other departments

MeEngstudies Mothers u Z p

Listening 4.55 3.83 57079.5 -7.360 .000
Reading 5.24 443 48790.0 -9.902 .000
Spoken Interaction 4.54 3.53 46633.0 -10.240 .000
Speaking 4.62 3.70 51427.0 -8.935 .000
Writing 5.00 4.13 51668.5 -8.984 .000

p<.0167

As seen above, graduates of English Studies have higher means in each proficiency

area when compared to non-English degree holders. The last comparison was

made between graduates of ELT and non-English degrees:

Table 4.9
Comparison of Graduates of ELT and Other departments
MELT Mothers U Y4 p
Listening 4.25 3.83 284084.0 -4.552 .000
Reading 5.05 4.43 239640.5 -8.112 .000
Spoken Interaction 4.30 3.53 229613.0 -8.598 .000
Speaking 4.39 3.70 248732.0 -7.207 .000
Writing 4.78 4.13 251344.5 -7.076 .000

p<.0167
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The differences between groups are significant and mean scores of ELT graduates
are higher in all skills than those of non-English department graduates. When all
these analyses above are taken into account, Mann-Whitney U tests confirmed the
Kruskal-Wallis test result in that differences exist between all groups. One other
conclusion could be that perceived proficiency of English Studies graduates is the
highest, while ELT graduates have the second high scores; with graduates of other
departments evaluating themselves to have the lowest proficiency levels. Post-hocs
demonstrated that these differences are significant and that teachers” proficiency

levels vary in accordance with their background.

It is important to note here that although a six-point scale was designed to map
onto competence grid and to match CEFR language levels; CEFR level descriptors
(what a person can do at a certain level of proficiency) were not provided here.
Teachers saw only a scale of six, and rated their proficiency levels, accordingly. In
the following part, i.e. the EPG Competence Framework, however, they had level
descriptors and their evaluations were relatively more guided with respect to this
proficiency scale. In the next section, Language proficiency scale will be contrasted

with the Language Proficiency construct of the Competence Framework.

4.2.2. Teacher Competence Profile based on EPG

To provide a general profile of the competences of teachers, Language Proficiency
Scale was followed by European Profiling Grid for Language Teachers (EPG).
Basically, teachers were asked to evaluate themselves in 13 competence areas,
“including sets of descriptors organised over six stages of professional experience
as a language teacher (novice to very experienced)” (EPG, 2011) and grouped under
three development phases (hereafter, DP). Of these six, first two stages (1.1 and 1.2)

were defined as trainee or recently qualified teacher competences under DP1.
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Competences defined under DP3, in the highest two stages (3.1 and 3.2) are the

ones that experienced teachers would possess (EPG User Guide, 2011, p. 17).

The thirteen competence areas listed in the Grid falls under four competence
categories. The profiling of teacher competences will start with descriptive analyses
of each category and the competence areas they encompass, to set the general
profile of teachers. Then, each category of teachers” competences will be analysed
further with regard to their educational backgrounds and their teaching
experiences to demonstrate whether and in which competence areas these teachers

diverge.

4.3. General Competence Profile

Table 4.10
General Profile of teachers based on EPG
ator Development Phase 3
Mean below
e Mode Stage 2.2 Stage 3.1  Stage 3.2
Reported competence Levels in 6) (% of N) (%0fN) (% ofN)
Training and Qualifications:
Language Proficiency 2.83 3 921 5.4 2.5
Education and Training 61.9 342 3.9
Assessed Teaching 56.3 21.7 22.0
Teaching Experience 399 25.7 344
Key Teaching Competences:
Methodology: Knowledge and Skills 3.73 3 69.8 13.6 16.5
Assessment 3.71 4 76.5 18.1 5.4
Lesson and Course Planning 3.73 4 74.2 20.0 5.8
Interaction, Management and Monitoring 4.01 4 64.7 22.5 12.8
Enabling Competences:
Intercultural Competence 4.02 5 55.3 322 125
Language Awareness 3.76 5 62.7 28.9 8.5
Digital Media 4.00 6 55.6 17.8 26.7
Professionalism:
Professional Conduct 3.54 4 75.4 20.3 4.3
Administration 4.31 6 51.3 19.5 29.2
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General Competence Profile
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Figure 4.5 General Competence Profile and Perceived Stages of Development

In European Profiling Grid, first four areas of competence descriptors are
categorized under the heading “Training and Qualifications”. Among these,
Language Proficiency was the first competence area and had descriptors of overall
language proficiency adapted from CEFR and official equivalence documents®.
Surprisingly, the lowest rates of all competence areas in EPG were observed in this
competence area (M=2.83 over 6.00). 92.1% of the participants reported to be at or
below Stage 2.2, and 75.5% of the teachers evaluated themselves to be at or below
Stage 2.1. More specifically, 39% were at DP1 spanning onto CEFR A2 to B2 levels,
and 53.1% at DP2, which corresponds to B2 and C1 levels in CEFR.

With a mode of 3, 36.5% of all participants reported to be at Stage 2.1. Language
proficiency levels described in Stage 2.1 corresponds to B2 level of English
proficiency and moderately high scores (75 to 84 over 100) on national language

exams. 75.5% of all participants were at or below Stage 2.1, which might as well

8 With reference to OSYM guidelines: http://www.osym.gov.tr/dosya/1-69111/h/yabanci-dil-esdegerlikleri-
240413.pdf
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lead to the interpretation that the majority of teachers do not have language
proficiency at C levels. Only 7.9% of participants reported to be at or above C2; in
other words, in DP3. With these scores, Language Proficiency was observed to be

the area where teachers felt least competent on EPG.

This is in fact contradictory with their responses on self-evaluation scale. When we
look at the general trend on skills, at least 40% of teachers were above B2. Reading
was the language skill that had the highest scores; and only 20.3% reported to be at
or below B2 in reading — representing a high contrast with 75.5% here. Even in
listening, which had the lowest mean of all skills on the proficiency scale, around
48% of teachers evaluated themselves to be at or above C1, which again contrasts

with 24.5% in the competence grid.

Education and Training, Assessed Teaching and Teaching Experience constructs
were related more to teachers’ backgrounds; that is, teachers did not reflect on their
development but objectively reported their experiences. Therefore, these
competence areas differed in the sense that they necessitated a self-report rather
than a self-evaluation. Because of their categorical implications, these competence

areas are left out in the further analyses with respect to experience and background.

The following four competence areas are listed under second category, “Key
Teaching Competences”. When compared to other competence categories, teachers
rated themselves to be at relatively lower stages of development in this category as
is evident from the fact that this category had the lowest mode values of all 13
competence areas. Among these, Assessment is the area in which lowest mean
value is observed (M=3.71 over 6.00). In this area, competence descriptors relate
mostly to selection and design of oral and written assessment tasks, placement tests
and standardized testing practices as well as providing feedback and applying
CEFR criteria to testing. Most teachers report to be below (36.5%) or at (40%) Stage

2.2; with 57.8% of them at DP2 while only 23.5% are at DP3. Basically, being at DP2
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means that they can conduct regular tests, use rubrics, prepare students for
standardized (national) tests, provide feedback and set individual priorities for
students to work on. On the other hand, higher order assessment skills like
designing test materials and tasks for oral and written assessment of progress (at
Stage 3.1) and testing knowledge in all language skills at all proficiency levels (at
Stage 3.2) and helping colleagues in test preparation fall under DP3. As it seems,
teachers are good at teaching for testing (DP2) but only a few (5.4% at Stage 3.2)

have the higher order assessment skills.

Methodology: Knowledge and Skills and Lesson and Course Planning constructs
both had mean values M=3.73 over 6.00. In terms of methodological competence,
21.5% of teachers were at DP1, 48.3% at DP2 and 30.2% at DP3. More specifically,
the largest group of teachers (28.4%) was at Stage 2.1: they reported to be familiar
with language learning theories techniques and materials at two or more
proficiency levels, could practically evaluate suitability of techniques and materials
for different contexts. The second largest group (20%) stated that they were well
acquainted with learning theories, styles and strategies; and were able to identify,
describe and apply different language learning theories, use variety of techniques
and materials appropriately and were therefore at Stage 2.2. Those in DP3 are the
ones who could explain and discuss the theoretical underpinnings of methods and
techniques, have a deeper understanding of approaches to language and teaching,
could provide colleagues guidance, feedback and theoretical justifications on
methodological issues. This area was remarkable in the sense that it was the only

competence area (other than Language Proficiency) that Mode=3 (ie. Stage 2.1).

Similarly, for Lesson and Course Planning, 19.7% of teachers were at DP1, 54.4%
were at DP2, 25.8% at DP3. In other words, majority of them reported to be at or
below DP2. Stage 2.1. comprises 15.9 % of the participants and the largest group is
the ones at Stage 2.2 with 38.5% of all teachers; indicating that they are able to plan

a course lessons with progressive stages, consider what learners need in their plans,
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design and use activities that meet the requirements of national curriculum and
individual needs of learners. On the other hand, teachers at DP3 (25.8%) are able to
conduct needs analyses to guide semester or year plans, analyze learners’ strengths
and weaknesses to establish a base for lesson plans, guide colleagues in conducting
needs analyses, contribute to preparation or evaluation of curricula in other subject

areas as well.

Interaction, Management and Monitoring was the key teaching competence area in
which teachers rated themselves to be most competent; with M=4.02. Only a small
proportion of teachers, 15.5% were at DP1 while majority of teachers, 49.2%
evaluated themselves to be in DP2 (with 35.8% at Stage 2.2), which defines teachers
as capable of effectively setting up, organizing and monitoring pair, group and
classwork activities in a task based environment and of providing/eliciting clear
feedback. Although classroom management was one of the constructs frequently
mentioned in qualitative data, 35.4 % of teachers evaluated themselves to be at DP3
and 28.9% at Stage 3.1, indicating that they can set up tasks in which groups work
on different activities at the same time and accurately monitor group and
individual performances, and that they can organize and monitor individual and
group tasks for learners with different needs in the same classroom, utilizing wide

range of feedback techniques.

“Enabling Competences” section listed three competence areas and was the
category in which teachers reported to have the highest competence levels. First
area, Intercultural Competence got a mean value of 4.02. Even though more than
half of the teachers (55.3%) were at DP2 or below, with 32.3% of all teachers at Stage
3.1 and a total of 44.7% at DP3; Intercultural Competence area is one of the three
competence areas with highest percent of participants at DP3. That is to say,
teachers are aware of the importance of culture and as noted in competence
descriptors, they can utilize various sources to expand understanding of

intercultural issues and manage issues of intercultural sensitivity effectively, they
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can develop their own, learners’ and colleagues’ awareness and abilities in

addressing such issues.

Language Awareness was observed to have the lowest mean value (M=3.76) in this
competence category. Still, with the majority of teachers (78.5%) at DP2 and above,
teachers evaluate themselves to be more competent in this area when compared to
competent areas in the Key Teaching Competences category. Most populated stage
is Stage 3.1 (with 28.9%); Stages 2.1 and 2.2 follow with 21.5% and 19.7% in
respective order. DP1 holds 21.5% of all teachers, with 37.4% in DP3 and 41.2% in
DP2. Descriptors of DP2 describe a teacher who can give correct models of
language form and use, and can answer student questions about language accept
at advanced levels C1 and C2. Considering the fact that Language Proficiency of
most teachers was below DP3 and even below DP2, it is not surprising to see that
majority of teachers (62.6%) rated themselves to be at or below DP2 in this
competence area. What is important here, however, is that mode was 5, which
corresponds to Stage 3.1 which states that teachers can guide learners with higher
proficiency levels; can give correct models of form and usage and answer almost

all language queries fully and accurately.

Regarding their competences on using Digital Media, 19.5% of teachers reported to
be at DP1, 36% at DP2 and majority of teachers (44.4%) evaluated themselves to be
at DP3 (Mode=6, corresponding to 3.2). Most populated development stage was
Stage 3.2 with 26.7% of all teachers, indicating that teachers regard themselves to
be proficient users of technological, digital and internet resources and blended
learning modules, and believe that they can exploit teaching potential of available
digital tools. With these figures, use of digital media is among three competence

areas that teachers feel most competent in.

“Professionalism” was the last competence category of teacher competences

encompassing two competence areas: Professional Conduct and Administration. In
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the first area, Professional Conduct, teachers evaluated themselves in terms of their
relationships with colleagues, approaches to professional development and
mentoring practices. This area had, after Language Proficiency, the lowest mean
value of 3.54. Great majority of teachers (75.3%) evaluated themselves to be at or
below DP2; more specifically, 26.2% was at DP1, 49.1% was at DP2 and 24.6% at
DP3. With the highest proportion of teachers (33.7%) at Stage 2.2, these figures
indicate that teachers welcome the opportunities to be observed and to receive
feedback, to take part in professional development opportunities. Still, teachers in
DP3 which denotes teacher roles as mentors, training less experienced colleagues,
taking active part and responsibility in and creating opportunities for professional
development of self and others are relatively smaller in number (24.6%) with
respect to other phases. With all these figures, Professional Conduct is the second

area in which teachers see themselves to be at the lowest stage of development.

In contrast, Administration had been the area in which teachers reported to have
highest levels of competence and to be at the highest level of development. The
most populated Stage is 3.2, with 29.2% of teachers, and majority of teachers
(48.7%) reported to be at DP3 while proportion of teachers at DP1 was only 11.6%.
This area relates mostly to paperwork conducted at schools, and bureaucratic
routines including course coordination and meeting reports, record keeping,
relationships with families and all other administrative work. This section ends
with a summary and illustration of the general profile of teachers and their

perceived competences in each area on the following figure:
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Figure 4.6 General Profile of teachers based on EPG

As seen from the general portrait hereby outlined by means of descriptive statistics
and charts, we can conclude that despite the experience teachers had (60.1 % of
teachers reported to be at DP3 in Teaching Experience construct, see Table 4.10 at
the beginning of this section), most of them still evaluate themselves to be in
Development Phase 2 in most competence areas and fall behind the competences
described in DP3. A further analysis of competence levels with reference to the
experience and backgrounds of teachers will pave the way for a closer look and a

better understanding of the teacher profile.

4.3.1. Competences with respect to Teachers” Educational Background

In the previous section, it was observed that teachers’ perceived stages of
development varied in each competence area and in each category. A further
investigation was conducted to see whether teachers’ competences varied with
respect to their educational background. The following figure illustrates group

means:

125



Perceived Teacher Competences with respect

to Background

N

w

N

1 i
& @ & C

—_

N\ )
X & S
N o & S g N e
. {,\Q’ bo\ & (\(\ N \)k’b Q/(\
S < & L &£ R $é
<t & s S & & v
v < < & < v
% \ N
N &
X
'b('
<
2
X
S

== ELT Graduates k=== English Studies

Figure 4.7: Teachers’ perceived comptences with regard to their educational bacgrounds

Table 4.11

Tests of Normality and Homogeneity of Variances

=== Other Fields

Mean

Normality (K-S

Levene’s Homogeneity

test)
D af p F aft  df2 p

Training and Qualifications:

Language Proficiency 196 4125 .000 449 2 4134 638

Education and Training 233 4125 000 46216 2 4134 .000

Assessed Teaching 193 4125 .000 1.933 2 4134 145

Teaching Experience 204 4125 .000 54953 2 4134 .000
Key Teaching Competences:

Methodology: Knowledge and Skills 196 4125 .000 .568 2 4134 567

Assessment 234 4125 000 12716 2 4134 .000

Lesson and Course Planning 231 4125 .000 8.631 2 4134 .000

Interaction, Management and Monitoring 207 4125  .000 15.638 2 4134 .000
Enabling Competences:

Intercultural Competence 205 4125 .000 6.616 2 4134 .000

Language Awareness 190 4125 .000 2.590 2 4134 .000

Digital Media 175 4125 000  5.091 2 4134 .001
Professionalism:

Professional Conduct 221 4125 000  5.630 2 4089 .004

Administration 170 4125 000  1.883 2 4087 152
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Data distribution was observed to be significantly non-normal in all constructs (at
p< .05 level) and variances were also significantly different, ie. not equal, in most

constructs (see Table 4.11 above).

As normal distribution and/or equal variances assumptions are not met for the
listed variables and since the participant numbers across groups vary, non-
parametric tests will be followed as suggested in literature (see Section 3.1 for a
detailed account). Only language proficiency area from the training and
qualifications category is put to further tests; for the other competence areas in the
said category had categorical implications and since they factored as a different
construct (see Section 3.11 for factor analyses), they are left out in group

comparisons.

Table 4.12
Kruskal Wallis Test Results*

H df p

Training and Qualifications:

Language Proficiency 152.869 2 .000
Key Teaching Competences:

Methodology: Knowledge and Skills 69.025 2 .000

Assessment 39.408 2 .000

Lesson and Course Planning 28.548 2 .000

Interaction, Management and Monitoring 31.969 2 .000
Enabling Competences:

Intercultural Competence 20917 2 .000

Language Awareness 88.736 2 .000

Digital Media 28.185 2 .000
Professionalism:

Professional Conduct 10.680 2 .005

Administration 6.287 2 .043

*Grouped according to teacher background

Kruskal-Wallis test results showed that teachers” evaluation of competences vary
with respect to their educational backgrounds with p values significant at p< .05
level for Administration, at p< .01 level for Professional Conduct and at p< .001

other competence areas.
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In order to identify which groups were different, post hoc procedures were
followed. Literature suggests use of multiple Mann-Whitney tests with Bonferroni
correction (Larsen-Hall, 2010) following Kruskal Wallis tests; and this option was
used for post-hocs in the previous section. However, Field (2005) warns that
Bonferroni correction might cause some significant differences to be lost as we
lower the critical value. The analyses showed that this was the case in post-hocs
conducted; that is, either significance of some differences or multiple measure
confidence levels were lost. Another suggestion to address this problem is to use
ANOVA post-hocs: ensuring multiple measure confidence but using tests that does
not require assumptions to be met. In our case, as the group sizes and variances are

not equal, Tamhane T2 post-hoc procedure was adopted.

In Table 4.13 on the next page, it can be seen that terms of Language Proficiency, it
is seen that all groups differ significantly in their competences with regard to their
backgrounds. Mean difference between Graduates of ELT and English Studies
departments are relatively lower when compared to differences between these two
and other fields; with the highest MD=1.079 between English Studies and Other
Fields. With a mean of 3.04 English Studies graduates reported to have the highest
competency, ELT and Other Fields following with M=2.84 and M=1.96 scores,

respectively.

Under Key Teaching Competences category, Methodological competences area is
the one in which all groups differ significantly. ELT graduates have the highest
M=3.82, with a MD= .27 and M=3.55 follows the English Studies graduates.
Graduates of other fields has the lowest M=3.13 with the highest mean difference
between other fields and ELT graduates. In terms of Assessment competences,
there is no statistically significant difference between the graduates of ELT and

English Studies. However, these two groups differ significantly from the graduates
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fields (M=3.20).

of other fields. With a MD= 548, the largest gap is between ELT (M=3.75) and other

Table 4.13
Background Group Comparisons (Tamhane T2)
I Mean
EI“I)E Background EI!I)E Background Differe(r;_c](; SE Sig:
ELT Graduates  English Studies -.203" .047 .000
Language Proficiency ELT Graduates Other Fields 877 .079  .000
English Studies  Other Fields 1.079 .087 .000
ELT Graduates English Studies 266" .056 .000
gﬁfv‘ﬁ:gg’eg; 4skijge ELT Graduates  Other Fields 688 107 .000
English Studies  Other Fields 422" 115 .001
ELT Graduates English Studies .077 .049 298
Assessment ELT Graduates Other Fields .548" .093 .000
English Studies  Other Fields 470 100 .000
ELT Graduates  English Studies .063 .050 .502
lﬁfjig?nag“d COUISe Bl T Graduates  Other Fields 446090 000
English Studies  Other Fields .382" .099  .000
Interaction ELT Graduates  English Studies 105 .053 133
Management and ELT Graduates  Other Fields .533" .099 .000
Monitoring English Studies ~ Other Fields 428° 108 .000
ELT Graduates English Studies -.049 .058 .784
g‘gi;‘;ﬁ‘:j ELT Graduates ~ Other Fields 447107000
English Studies  Other Fields 496 117 .000
ELT Graduates English Studies -.051 .057 .748
Language Awareness ELT Graduates Other Fields 922" 100 .000
English Studies  Other Fields 973" 110 .000
ELT Graduates  English Studies 252" .067 .001
Digital Media ELT Graduates  Other Fields .503" 122 .000
English Studies  Other Fields 251 133 172
ELT Graduates English Studies .063 .054 570
Professional Conduct ELT Graduates Other Fields .305° 100 .008
English Studies  Other Fields 242 109 .080
ELT Graduates English Studies 131 .060 .087
Administration ELT Graduates  Other Fields .205 108 .166
English Studies  Other Fields .074 118 .899

* The mean difference is significant at the 0.05 level.
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Lesson and Course planning competence area has a similar portrait: no statistically
significant difference between ELT and English Studies graduates but between
these two groups and Other Fields. ELT is again the one in which highest levels of
competence are reported with M=3.77. They are followed by English Studies group
(M= 3.70) and Other Fields (M=3.32). For the last competence listed under this
category -Interaction, Management and Monitoring- ELT graduates, with the
highest mean (M=4.06) does not differ significantly from English Studies group
(M3.96). Graduates of Other Fields (M=3.53) have significantly lower competence

reports in this competence area.

Enabling Competences category lists three competence areas in two of which there
is no significant difference between ELT and English Studies graduates. For
language awareness, graduates of other fields group has a mean difference of above
.92 which is significantly different from ELT and English Studies groups. When we
consider the scores in general, we see that graduates of Other Fields have the lowest
mean scores in all three competence areas listed under this category. English
Studies graduates have the highest means in Intercultural Competence (M=4.08)
and Language Awareness (M=3.85) but these are not significantly different from
that of ELT graduates. ELT graduates has the highest mean in Digital Media
(M=4.07). In this competence area, there is no difference between English Studies

and Other Fields while these two differ from ELT graduates.

In the last category called Professionalism, only difference across groups is between
graduates of ELT and Other Fields in terms of Professional Conduct. ELT graduates
has the highest mean (M=3.57) which is different from that of Other group (M=3.26)
but not from that of English Studies group (M=3.50). In the last competence area,
Administration, groups do not differ — but highest scores are held by ELT graduates
(M=4.35), with English Studies (M=4.21) and Other Fields (M=4.14) following.
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As a summary, it can be said that ELT graduates have higher scores in Key
Teaching Competences and those in Professionalism category while English
Studies were better in two of Enabling Competences and the Language Proficiency
area. However, statistically speaking, the only areas in which graduates of ELT and
English Studies differ were Language Proficiency (English Studies did better) and
Methodology (ELT did better).

For all other competence areas, the differences between this pair were not
significant. On the other hand, graduates of other fields always had the lowest
mean of all groups in each competence area. And except administration, this group
did significantly lower than the other two groups. This might be an indication that

teachers” competences vary with respect to their educational backgrounds.

4.3.2. Competences with regard to Teaching Experience

In the previous section, it was observed that teachers’ perceived stages of
development varied in each competence area with respect to their educational
background. Aim of the present section is to see whether groups differ in terms of

their perceived competence levels with respect to their total teaching experiences.

Data distribution was observed to be significantly non-normal in all constructs (at
p< .05 level) and variances were also significantly different, ie. not equal, in most
constructs. As normal distribution and/or equal variances assumptions are not met

for the listed variables, non-parametric tests were employed.
However, as experience groups include close numbers of participants, ANOVA

results are also added to act as a control. In the following table, it can be seen that

Kruskal-Wallis and ANOVA marked similar significance rates at p<.05 level:
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Table 4.14
Kruskal Wallis and ANOVA Test Results*

Training and Qualifications:
Language Proficiency 4 44837 .000 8.004 .000
Key Teaching Competences:

Methodology: Knowledge and Skills 4 64255 .000 16.303 .000

Assessment 4 80.407  .000 18.505 .000

Lesson and Course Planning 4 50.357 .000 11.896 .000

Interaction, Management & Monitoring 4 52003 .000 11.695 .000
Enabling Competences:

Intercultural Competence 4 36939 .000 6.632 .000

Language Awareness 4 10.164 .038 2.443 .045

Digital Media 4 25689 .000 6.799 .000
Professionalism:

Professional Conduct 4 40373 .000 8.833 .000

Administration 4 71254 .000 15.686 .000

*Grouped according to teaching experience

According to analyses of data presented above, it was observed that competence
mean scores significantly varied across teaching experience groups. Five groups
were created based on the total teaching experience of teachers. With post-hoc tests,
an analysis of which of these groups differed and their competences in each

competence area are provided below.

Table 4.15
Language Proficiency and teaching experience
(I) Experience (]) Experience MD (I-]) SE Sig.
up to 4 years from 4 up to 7 years -.004 .052  1.000
from 7 up to 10 years .096 .054 .547
from 10 up to 15 years .242% .055 .000
More than 15 years .207* .057 .003
from 4 up to7years  from 7 up to 10 years .100 .058 .589
from 10 up to 15 years .245% .059 .000
More than 15 years 211% .061 .005
from 7 up to 10 years  from 10 up to 15 years .145 .061 .152
More than 15 years 111 .062 .538
from 10 up to 15 years More than 15 years -.034 .063  1.000

In terms of language proficiency, teachers with up to four years of teaching
experience and from four to seven years of teaching experience have the highest

perceived competence levels in language proficiency, and the same mean values
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(M=2.93). These two groups, namely the 0 to 4 and 4 to 7 groups, are not

significantly different from each other and from 7 to 10 year group. However, they

are significantly different from teachers with 10 to 15 (M=2.69) and more than 15

years of experience (M=2.72).

Table 4.16
Experience and Key Teaching Competences - I
Dependent Variable  (I) Experience (J) Experience MD (I-J) SE  Sig.
from 4 up to 7 years -.196 .064 .022
from 7 up to 10 years -.350" .066 .000
up to 4 years .
from 10 up to 15 years -.362 .065 .000
Methodol More than 15 years -491" .069 .000
ethodology: from 7 up to 10 years  -154 070 .250
Knowledge and
Skills from 4 up to 7 years from 10 up to 15 years -.166 .070  .168
More than 15 years -.295" .073 .001
from 10 up to 15 years -011 .071  1.000
from 7 up to 10 years
More than 15 years -.141 .074 451
from 10 up to 15 years More than 15 years -.129 .074 570
from 4 up to 7 years =279 .053 .000
from 7 up to 10 years =337 .054 .000
up to 4 years .
from 10 up to 15 years -.345 .056 .000
More than 15 years -.428" .058 .000
from 7 up to 10 years -.058 .057 976
Assessment
from 4 up to 7 years from 10 up to 15 years -.066 .059  .956
More than 15 years -.149 061 134
from 10 up to 15 years -.007 .060  1.000
from 7 up to 10 years
More than 15 years -.091 062 779
from 10 up to 15 years More than 15 years -.084 .063  .874

In terms of Key Teaching Competences (referring to Table 4.16 above), significant

differences across groups still hold true. In the Methodology area, the least

experienced teacher group, teachers with 0 to 4 years are significantly different

from all other groups in their evaluation of competences. They had the lowest mean

score (M=3.47) of all groups while the most experienced group had the highest

(M=3.96). The 4 to 7 year group differs from the 0 to 7 group and more than 15 years

group, but they do not significantly differ from 7 to 10 and 10 to 15 groups. There

is a weak but positive correlation, this time in contrast to language proficiency,

showing that the means get higher as the experience increases (r = .13, p < .01).

However, considering the fact that no experience group differs from the preceding
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group after 4 to 7 years, it can be claimed that the rate of competency improvement

slows down later in career, creating a more homogenous profile.

In assessment competence as well, the teachers at initial years of service differ
significantly from all other groups and they have the smallest mean scores
(M=3.45). Again, there is a weak correlation between years of experience and
competence levels; teachers competence levels are higher as they gain experience
(r=.12, p<.01). We start observing no differences across subsequent groups after 7

years, as was the case with methodology.

Table 4.17
Experience and Key Teaching Competences - 11
Dependent Variable  (I) Experience (J) Experience MD (I-]) SE Sig.
from 4 up to 7 years -197" .055 .004
to 4 from 7 up to 10 years -.266" .057 .000
r
Hup oS years from 10 up to 15 years ~ -254' 056 000
More than 15 years -371" .058 .000
Lesson and from 7 up to 10 years -.069 .061  .950
Course Planning from 4 up to 7 years from 10 up to 15 years -.058 .061 985
More than 15 years -.175 .062 .051
from 10 up to 15 years .011 .062  1.000
from 7 up to 10 years
More than 15 years -.106 .064 .635
from 10 up to 15 years More than 15 years -117 .063 491
from 4 up to 7 years -.268" .060 .000
from 7 up to 10 years -.349° .059  .000
up to 4 years .
from 10 up to 15 years -.305 .059  .000
I ) More than 15 years -.295 .061 .000
nteraction from7up to 10 years  -081 064 .898
Management
o from 4 up to 7 years from 10 up to 15 years -.037 .063  1.000
Monitoring
More than 15 years -.027 .065  1.000
f 10 up to 15 .044 .063 999
from 7 up to 10 years rom = Hp 50 19 years
More than 15 years .054 065 .995
from 10 up to 15 years More than 15 years .010 .065 1.000

The second table for key competences above presents the last two areas under key
teaching competences. In the lesson and course planning area, it is observed that
evaluation of teachers at their initial years are significantly lower with M=3.53.
There are no significant differences between perceived competences of other

experience groups, though there is again a very low positive correlation (r = .09, p
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<.01) between experience and competence indicating that competence evaluations
are getting higher as teachers” experience increases. Interaction, management and
monitoring is the last key teaching competence area which again has a similar
scenario. Teachers at initial years evaluated themselves to be at significantly lower
levels of competence and no differences were observed between other groups; with
mean scores increasing as experience increases, through correlation was very low

(r=.07,p<.01).

Following the key teaching competences category, the enabling competences listing

intercultural competence, language awareness, and digital media areas were put to

post-hocs:
Table 4.18
Experience and Enabling Competences
Dependent Variable (I) Experience (J) Experience MD (I-]) SE Sig.
from 4 up to 7 years -.199 .065 .023
from 7 up to 10 years -.199 .066 .028
up to 4 years .
from 10 up to 15 years -.238 .066 .003
More than 15 years -.324 .067 .000
Intercultural from 7 up to 10 years .000 .072 1.000
Competence from 4 up to 7 years from 10 up to 15 years -.040 .071  1.000
More than 15 years -.125 .073  .590
from 7 up to 10 years from 10 up to 15 years -.039 .072 1.000
More than 15 years -.125 .074 .617
from 10 up to 15 years More than 15 years -.085 .073 940
from 4 up to 7 years -173 .063  .062
Language Awareness up to 4 years from 7 up to 10 years -173 .066 .081
from 10 up to 15 years -.120 .065 497
More than 15 years -.106 .067 .695
from 4 up to 7 years -.228" 075 .024
from 7 up to 10 years -.220° 077 .042
up to 4 years .
from 10 up to 15 years -213 075 .046
More than 15 years .095 .080 .935
Digital Media from 7 up to 10 years .007 .082  1.000
from 4 up to 7 years from 10 up to 15 years .014 .081  1.000
More than 15 years 322" .085 .002
from 7 up to 10 years from 10 up to 15 years .007 .083  1.000
More than 15 years 315 .087 .003
from 10 up to 15 years More than 15 years .308" .086  .003
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Even though Kruskal-Wallis test gave the result that Language Awareness was also
an area where teacher competences changed with respect to experiences, post-hoc
analyses showed that no pairs of groups differed significantly in that competence
area and there was no significant correlations between language awareness and
teaching experience. However, in terms of intercultural competence, teachers at
initial years of service had significantly lower mean values (M=3.84) compared to
other groups with more experience, which had no differences between themselves.
Again, in the digital media area, the results are similar in that initial years group
had a relatively lower mean value (M=3.89) which is significantly different from all
groups except the more than 15 years of experience group that had the lowest mean

of M=3.80 in the area.

Table 4.19
Experience and Professionalism
from 4 up to 7 years -203"  .061 .009
from 7 up to 10 years -279°  .061 .000
up to 4 years .
from 10 up to 15 years -.284 .061 .000
More than 15 years -312°  .064 .000
f 7 up to 10 -.077 .067 .943
Professional Conduct rom £ Up 1o T years
from 4 up to 7 years from 10 up to 15 years -.081 .067 924
More than 15 years -.110 .069 .698
f 10 up to 15 -.004 .067  1.000
from 7 up to 10 years rom Hup fo foyears
More than 15 years -.033 .069  1.000
from 10 up to 15 years More than 15 years -.029 .070  1.000
from 4 up to 7 years =326 .068 .000
from 7 up to 10 years =377 .069 .000
up to 4 years .
from 10 up to 15 years -407°  .068 .000
More than 15 years -482"  .069 .000
L. . from 7 up to 10 years -.051 .074  .999
Administration
from 4 up to 7 years from 10 up to 15 years -.081 .073 959
More than 15 years -.156 .075 .310
from 10 up to 15 years -030  .074 1.000
from 7 up to 10 years
More than 15 years -106  .076 .830
from 10 up to 15 years More than 15 years -076  .075 976

The competence areas listed under Professionalism were also among the
competence areas where teachers with up to four years of experience had
significantly lower perceived competence levels (M=3.34 for professional conduct

and M=4.02 for administration) when compared to other groups. Very low
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correlations were observed between experience and professional conduct (r = .08,
p< .01) and between experience and administration (r = .10, p< .01). In neither of
these competence areas, there were no statistically significant differences between

groups with more than 4 years of experience.

The findings above can be summarized as follows: in Language Proficiency, the
teachers at the first ten years of service reported significantly higher proficiency
levels when compared to other groups. In all other competence areas, namely,
Methodological Competences, Assessment, Lesson and Course Planning,
Interaction and Monitoring, Intercultural Competence, Digital Media, Professional
Conduct and Administration (in other words, all competence areas but Language
Awareness) teachers in their first four years significantly differed from all other
experience groups, and they had the lowest mean scores in each competence area;
and there was a general trend that higher degrees of experience meant higher mean
scores, especially in Key Teaching Competences category. In order to test for this
observation, correlation analyses were run on a global competence scale that is
calculated by the sum of all competence areas and total teaching experience as well.
Moderate positive correlations were observed between total teaching experience

and global competence (r =.16, significant at p<.01 level).

4.4. Teacher Opinions

Teachers’ responses (N=5101) to the open-ended question that asked “What are the
most important professional qualities a teacher of English should have?” were
coded on a coding scheme that was merged into the European Profiling Grid. The
aim was to reach a common and comprehensive definition of a competent teacher
of English; thereby identifying the competence areas that were already listed or that
could be added to the competence framework. The following anaylses will refer to

the frequencies of:
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- codes that directly mapped onto the Grid,
- competence definitions that were not explicitly stated but implied, and
- those that were not implied but could be incorporated into the Grid.

Mention % of % of

frequency code  total

Table 4.20:
Teacher Opinions that map onto the Grid

Training and Qualifications

* Language Proficiency 2514 49.3
1. Overall 1466 58.3 287
2. Speaking Fluency & Pronunciation 997 39.6 195
3. Listening including comprehension 147 5.8 29
4. Reading & Writing 114 45 2.2
5. Grammar & Vocabulary 252 10.0 49
6. Daily communication & language use 298 11.8 5.8
7. ADD - Native Language knowledge and use 177 7.0 3.5
* Education and Training: Maps - spans across levels 155 3.0
* Assessed Teaching: Maps - spans across levels 3 0.1
* Teaching Experience: Maps - spans across levels 73 1.4
Key Teaching Competences
* Key Competences 3123 61.2
1. Field/content/pedagogical knowledge 1144 36.6 224
2. IMP-Motivates & attracts students 749 24 14.7
3. Can address needs & levels of students 567 182 111
4. Materials, task, activity design & use 276 8.8 5.4
5.  Communicative focus, encourage language use in class 341 10.9 6.7
6. Student-centered 96 3.0 1.9
7. ADD-Knows & understands developmental psych. & guidance 132 42 2.6
8. ADD-Communicates well with students 761 244 149
9. ADD-Talented in teaching, can exchange/transfer knowledge 500 16.0 9.8
* Methodology: Maps - spans across levels 534 10.5
* Assessment: Maps - spans across levels 66 1.3
* Planning: Maps - spans across levels 101 1.2
* Interaction and Management: Maps - spans across levels 393 7.7
Enabling Competences 690 13.5
* Intercultural Competence: Maps - spans across levels 184 3.6
1. MAPS - knowledge level, “knows about culture” 174 94.6 3.4
2. SPANS - Teaches students & raises awareness 25 13.5 0.5
* Language Awareness: Maps - spans across levels 208 4.1
1.  MAPS - knowledge level “nuances & Lang. in use” 46 221 0.9
2. ADD - is aware of the importance of & positive towards Eng. 61 29.3 1.2
3. ADD - raises awareness “teaches students” 117 56.3 2.3
* Digital Media: Maps - spans across levels 298 5.8
Professionalism 1017 19.9
* Professional Conduct: Maps - spans across levels 1000 19.6
1. MAPS - institutional mtv observation & feedback 35 3.5 0.7
2. IMP - open to prf. dvl, researcher, follows trends in profession 611 61.1 120
3. ADD - Attitudes “loves teaching” “respects profession” 455 45.5 8.9
* Administration: Maps - spans across levels 17 0.3

The table above presents mention frequency, percentage of category and percentage of

total for each code. Codes are the basic units that were used to mark the data. Some
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codes have multiple smaller codes; i.e. minor codes. These minor codes and codes

together form the code families which will be referred to as categories or themes.

Since some codes involved multiple minor codes, the same response could be
coded under two different minor codes. The following quotation might better
illustrate this:

Teacher 2291: “Kesinlikle Tiirkce ve bransina hakim olmas: gerekir yani

cok 1yi derecede dili konusabilmesi iletisim adina kullanabilmesi gerekir.

Bunun yaminda olmazsa olmaz kelime telaffuzu konusunda hata payinin

cok diisiik olmasi onemlidir. (...)”
<Should definitely have a good command of Turkish and her branch
[Englishl, so she needs to speak the language very well and use the
language for communication. Besides this, another must is that, it is
important that, her ‘margin of error should be low’,, in pronunciation of

words. (...)>

This response, for instance, is a single response containing three minor codes under
the code Language Proficiency; which are all under the code category or theme of
“Training and Qualifications”. This response is one case in which language
proficiency is mentioned; therefore, it is “1” under mention frequency of Language
Proficiency code as a whole. However, there are three language proficiency minor
codes here, namely “2. Speaking, pronunciation”, “6. Language use” and “7. Native
language”. For this reason, this case appears under 2, 6 and 7 at the same time. As
a result of this, the total number of mentions listed for minor codes might exceed
the mention frequency of the code (as is the case for each code with more than one
minor codes). The percentage of code for each minor code is calculated based on the
ratio of minor codes and respective code (eg. the proportion of mention frequency
of speaking to the mention frequency of language proficiency category). And the
percentage of total represents the proportion of the mentions of each code and minor

code with respect to total number of participants (N=5101).
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Each code category, i.e. theme, will be analyzed below with reference to Table 4.20
above. For each theme, codes and minor codes, frequencies and quotations from

typical responses will be presented.

4.4.1. Training and Qualifications

Starting with the first competence category of the Grid, it is seen that 53.8% of all
participants mentioned competences that relate to Training and Qualifications.
Within this category, most responses were grouped under one code; 49.3% of all
participants referred to Language Proficiency. The first minor code, Overall or
general language proficiency (f = 1466, 58.3% of teachers who mentioned language
proficiency, and 28.7% of all the participants in this study), is the most frequently
coded response. Alongside general proficiency, the teachers mostly listed speaking
as an important professional quality (f = 997; 39.6% of the coded responses, and
19.5% of all participants). Some typical comments on this construct might give an
idea on how teachers’ focus on language proficiency and on the importance

attached to language skills of a teacher:

Teacher 191: “Yeterli seviyede dilbilgisi bilgisine, iletisim becerilerine,

konusma ve yazma becerilerine ve de okuma becerisine sahip olmali.

Ingilizce 6gretmeni olup konusmay: beceremeyen bir siirii 6gretmen var.”
<[S/he] Should have sufficient grammar knowledge, communication skills,
speaking and writing skills, and also reading skill. There are lots of teachers
of English who cannot speak [English].>

Teacher 596: “Ingilizce konusamayan bir ingilizce 6gretmeni olamaz.”
<I cannot think of an English teacher who cannot speak English>

Teacher 1935: “en onemlisi kendisi o dili okudugunda dinlediginde

anlayacak kapasitede olmali. Kendi konusamayan bir dgretmenin dersi

tamamen ingilizce anlatmast bekleniyor.”
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<the most important one is, s/he should have the capacity to comprehend
when s/he listens or reads in that language. A teacher who himself is not

able to speak [English] is expected to teach the whole class in English.>

Teacher 4860: “herseyden once yabanc: dil ogretmeni oldugunun
bilincinde olmali telaffuzun ne kadar Onemli oldugunu bilmeli ki
Tiirkiyede maalesef yiiz 6gretmenden 90 1 phonetic alfabesinden bihaber
(...) [0gretmen] iki kelimeyi bir araya getirebilmeli bir native speaker
gordiigiinde kose bucak kagmayacak sekilde kendini gelistirebilmelidir.”
<First of all s/he should be aware that s/he is a foreign language teacher,
and should know how important pronunciation is; but unfortunately, 90
teachers out of hundred have no idea about the phonetic alphabet (...)
[they] should be able to produce a couple of sentences, and should not avoid
native speakers like the plague.>

As the abovementioned quotations exemplify, teachers see language proficiency,
especially the production part of it, an important competence area for teaching; and
they imply that most teachers lack adequate proficiency. Comments that read
“being able to speak English” were followed most frequently by such comments as
“being able to use language in and for communication”, as can be seen in the quotation:
“cok iyi derecede dili konusabilmesi iletisim adina kullanabilmesi gerekir” <she needs to
speak the language very well and use the language for communication> (Teacher 2291).
This minor code hence is the second most frequent in the respective code family
with a frequency of f=298; made up 11.8% of code and was mentioned by 5.8% of
all participants. Another observation is that the minor code speaking included
fluency and pronunciation comments as well. However, pronunciation remarks
mostly referred to accuracy rather than communication, as in the following
example:

Teacher 1902: “(...) ve akici bir sekilde konusabilmelidir. (Derdini
anlatacak kadar degil) Ve olmazsa olmazlarimdan; miikemmel bir
pronunciation’a (telaffuza) sahip olmali. Unutulmamalidir ki, yanls bir
harf sesletimi dahi uluslararas: bir savas ¢ikarabilir. (...)”

<(...) and should speak fluently (not just enough to get through). And an

absolute must; (s)he should have a perfect pronunciation. We should not
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forget that even a sound that is mispronounced can lead to an international

war (...)>

On the other hand, some teachers pointed out that having an English proficiency just
enough for the level they are teaching would suffice, while some highlighted the
importance of teaching competences:

Teacher 1068: “Ogrencilerin seviyelerine inebilmeli, yenilikleri takip
etmeli, iyi bir iletisim bilgisine sahip olmali, adil davranmali, yaratici
olmal1. Cok iyi Ingilizce bilen ve konusan birisi bu saydigim ozelliklere de
sahip degilse, 6gretmen degil, sadece yabanc: dil bilen biridir.”
<can address’ the levels of their students, should follow changes [in the
field], should have good communication skills, should be fair, and creative.
If a person who knows and speaks English very well does not have these
characteristics, s/he is not a teacher, but is only a person who knows a

foreign language.”

An important observation on the third most frequent response, grammar and
vocabulary (with f = 252, 10% of category and 4.9% of all participants) is that
teachers referred to vocabulary by “having a wide vocabulary” as a basis for
communication, while grammar comments were mostly graded as “sufficient
grammar knowledge” to teach school subjects. Therefore, teachers” focus on speaking,

communication and language use can be observed here as well.

All the minor codes grouped under the Language Proficiency code family were
directly or indirectly mentioned in the competence descriptions of the Grid; but
being good at native language (f = 177; 7% of category and 3.5% of total) is a new
construct for this competence area; for this reason, it is indicated with “ADD-".
Teachers referred to knowledge in native language along with translation skills,
being able to compare Turkish and English grammar; and some teachers talked about

why being good at Turkish was important as well:

® Ogrencilerin seviyesine inebilmek: literally translates as ‘to descend to student level’; adjusting
their teaching/language use to lower proficiency.
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Teacher 2253: “dile hakimiyet ve bizim egitim sisteminde Tiirkce mize

hakimiyet. Ciinkii ingilizce okullarimizda miifredattan dolay: halen GTM

ile verilmekte ve dolayisiyla Tiirkce dil bilgisi de anlatilmakta.”
<good command of language, and in our education system, good command
of Turkish. Because, English is still taught through GTM (Grammar
Translation Method) in our schools due to the curriculum and Turkish
grammar is taught as well. >

Teacher 4773: “Ulkemiz ingilizce egitim formatimn uygQulanmas icin

temel sart, ingilizceden dnce Tiirkceye, zellikle dilbiligisine hakim olmak

ve kendini en kisa yoldan en acik sekilden ifade edebilmek, birdil

dgretmeninin temel 0zelligi olmalidir. (...)"
<The primary condition for the implementation of English language
teaching format of our country is to have a good command of Turkish more
than English, especially in terms of grammar; and being able to express
himself in the shortest and most clear way should be a fundamental quality

of a language teacher.>

When proficiency in Turkish is taken as the grounds for being able to compare and
contrast two languages and as being able to teach students through a contrastive
linguistic lens, the native language proficiency can be added to the descriptions
under the Language Awareness competence area of the Grid, which grades
teachers’ ability to provide examples and explanations as to the use of language. In
the following remark, Teacher 423 refers to contrastive linguistic ability when
talking about how language can be taught to students and thus sets the logic for
claiming how important it is to consider including proficiency in Turkish in

Language Awareness area:

Teacher 423: “Oncelikle kendi dilinin ve Ingilizce'nin dil mantigim
cozmiis olmak ve kendince yorumlamis olmak (Orn:  Tiirkge'de
"Usiiyorum.” derken, Ingilizce’de "I'm cold.” ile ifade edilir. Birisi eylem
ciimlesi iken digeri durum ciimlesidir. Demekki her halkin atas: farkl: ifade
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ve algilayis sekillerine sahipti. Deyimler ve atasozleri de buna 6rnektir. vb)

(...)”
<Primarily, to have grasped the logic of his own language and that of
English.(for instance: In English it is “I'm cold” whereas in Turkish it is
stated as “Usiiyorum”. One is a state while the other one is an action
sentence. So, it should mean that ancestors of every society had different
ways of perception and expression. Idioms and proverbs are also examples
of this. etc.) (...)>

Therefore, graded expressions of proficiency in Turkish were added to the new
competence framework (please see Appendix K for the final competence

framework).

Other codes in Training and Qualifications category, namely the codes for
education and training, assessed teaching and teaching experience were all binary;
i.e. they were either mentioned in the responses or not. As is seen, they were not

very frequently mentioned by the teachers.

4.4.2. Key Teaching Competences

Key Teaching Competences area of the Grid houses codes that were frequently
mentioned by most teachers. These codes include the ones that were not directly
mentioned in any competence area on the Grid, but were implied in all competence
areas listed under this category. Therefore, a general code family referring to
professional qualities that relate to and extend over the competence areas under
Key Teaching Competences, namely methodology, assessment, planning and
management was created. This key competences code family is the most populated
one housing nine minor codes, with a frequency of f= 3123 teachers, 61.2% of all
teachers provided definitions related to this area. The first six codes listed under

this category are either directly stated or implied on the existing competence
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descriptions. A typical teacher comment that matches with the existing defnitions

on the Grid can be exemplified as:

Teacher 4574: “*Efficient field knowledge (grammar, vocabulary, accurate
and fluent pronounciation, effective four skills especially speaking skills)
*An english teacher has to know how to teach his knowledge. English
language teaching needs various technics, methods etc. *An english
teacher has to understand his students in terms of their needs, ages,
characteristics etc. In accordance with these helshe has to arrange his
teaching. *Finally an English teacher has to choose suitable materials for

teaching.’”

One of these codes (marked with IMP-) have slightly different meanings for the
Turkish teachers of English and it needed to be improved. One example for this is
the minor code “motivating the students” which includes such comments as
“eliminating the prejudices and negative attitudes of students against English/learning
English” and “should help students love English”. When used in that sense, getting
attention is not enough as it is now defined in the Grid; Turkish teachers’ comments
might necessitate to be subjected to a more “affective” approach to the definition

of student motivation;

Teacher 207: “Oncelikle dgrencilerin bu yeni diinyada hic bir sey
bilmediklerini karsilastiklar: her yeni kelimenin ¢ok basit bir kelime olsa
dahi bilmiyorsa gok korkutucu olacagim diisiinmesi, neseli,iyimser ,03renci
merkezli,éncelikle Ggrenciye kendisini sevdirmesi  gerekir. Ogrenci
dgretmenini sevdikten sonra Ingilizceyi de sevecektir.Ogrenciyi kiistiiriip
Ingilizceden nefret ettirmek yerine bir kelim dahi 6gretmesin daha iyi en
azindan 6grencinin ileriki hayatindaki kapiyr kapatmamis olur.”
<First, teacher should think that students know nothing in this new world
[English] and every new word they encounter might be very scary if they
don’t know it; even when it is a very easy word. [They should be] cheerful,
optimistic, student centered, first, they should endear themselves to the

10 Teacher’s own words, not translated.
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students. Once a student loves their teacher, s/he loves English too. Rather
than disappointing students and causing them to hate English, it is better
if s/he doesn’t teach a single word, at least, s/he would leave the door open
for the future life of the student.>

... and eliminating negative attitudes and prejudices is an important dimension to it:

Teacher 1287: “kendini [0grencilere] sevdirmek ile baslayip ufak ufak
bunu dersi sevdirmeye dogru kaydirmali. Onyargili olan Ggrencilerdeki
onyargryt kaldirmali bu sayede.”
<S/he should start with endearing himself [to the students]; then should
slowly shift that (feelings of students) into positive feelings towards the
course. And should thus overcome the prejudices of the prejudiced
students.>

Teacher 3572: “en Oemli ozellik 6grencilerin herkes tarafindan ézenle
yontulmug ozgiiveni onlara tekrar kazandirmak olmalr ingilizceyi
bilgisayarda 6gretiyor”
<the most important characteristic should be helping students regain their
confidence that has been carefully eroded by everyone (around them). Or
the computers teach English, too.>

Teacher 3945: “[...] cocuklar icin Ingilizceyi o kadar zorlastiriyorlar ki
hepsinde olumsuz bir izlenimleri var maalesef (...) cocuklardaki Ingilizce
korkusunu ya da kotii izlenimini kaldirabilmeli. (...)”
<They make English so hard for the children that, unfortunately, they
(students) all have negative impression. (...) S/he should be able to

eliminate students’ fear or negative impression (feelings) of English.>

The comments above set the priority of teaching-learning situation to be the
students, placing them at the center. Following this, the fifth and sixth minor codes
relating to communicative focus and being student centered are implied in all
competence areas already listed on the Grid; however, Turkish teachers’ definition
is more about “making students speak”, and “using English and making students use

English as much as possible in class” (teacher 2288). In this sense, it slightly differs
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from what Grid defines and approximates to raising language awareness in

students:

Teacher 309: “Dili bir ders olmaktan cok bir iletisim araci olarak
benimsemek ve d6grencilerde de bu algiyr olusturmak (communicative
teaching). (...) Ogrencilere gercek hayat deneyimleri saglayarak dili
kullanma firsat: tanimak (naturalistic atmosphere, authentic materials).”
<Considering language to be a tool for communication rather than to be a
course; and forming the same perception in the students’ minds
(communicative teaching). (...) By creating real-life experiences, giving
the students opportunity to use language (naturalistic atmosphere,

authentic materials).>

Therefore, in line with this, such teacher comments will guide improvements in
Language Awareness definitions (improvements will be presented in more detail

in the following sections).

The last three minor codes (with ADD-), 7. knows about developmental psychology, 8.
good communication with students and 9. teaching as a talent, being able to convey what
one knows can be considered almost in-vivo codes; in that they were coded the way
they frequently appeared in the data. These minor codes are not described or
implied under key teaching competences in the Grid. However, they have
relatively high frequencies within the category. So these areas were considered for

inclusion in the new competence framework.

Reserving these, the most frequent code of the category is Field/content/pedagogical
knowledge with a frequency of f=1144 teachers; it makes up 36.6% of its category and
it is mentioned in 22.4% of all responses in the survey. Within this category, having
a good communication with students (f= 761; 24.4% of category and 14.9% of total)
and being able to motivate students, helping them love English (f= 749; 24% of
category and 14.7% of total) are the following most mentioned codes. In this

category, the competence areas with binary coding were methodology, assessment,
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lesson planning, and interaction and management. Methodological knowledge (f=
534; 10.5% of total) and classroom management (f= 393; 7.7% of total) areas were
highly addressed in teacher responses, while assessment and planning had low

frequencies.

4.4.3. Enabling Competences

Enabling competences encompasses intercultural competence, language awareness
and digital media competence areas on the Grid. As a code category here, enabling
competences had relatively less populated codes; but relatively high proportion of
codes to be added especially in Language Awareness. Starting with the first code,
intercultural competence, it was referred to by 184 teachers and thus was marked
in 3.6% of all responses. Intercultural competence included being aware of the
importance of culture in teaching languages, welcoming cultural differences and
helping students to overcome cultural prejudices. 94.6% of the coded responses (f=
174; 3.4% of all responses) addressed intercultural competence at knowledge level;
with such comments as “knows about American and British culture” while 25 of these
coded responses talked about raising student awareness, which was spanning
across higher stages in the descriptors original Grid. Digital media, i.e. teachers’
technology use was the most frequently coded competence area with f= 298,
making up 5.8% of the whole response set. Most comments on technology use maps
onto first stages of development as seen in the responses such as “being able to use
internet and/or computer”, “being aware of technological improvements”, or following
websites that share teaching materials or being able to use smartboards were

typical comments.
Language awareness had some minor codes for extending the competence
definitions. Language awareness is by definition very different from how Turkish

teachers of English conceptualize it. In the Grid, language awareness includes
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descriptors that focus mostly on being able to explain nuances of language rules
and use, exemplifying these at all proficiency levels. In this sense, this competence
area can include the knowledge of Turkish and contrastive-linguistic approach to
teaching which was mentioned and exemplified under Language Proficiency
section. Therefore, existing definitions can be extended to include “having a good
command of one’s own native language and thus being able to compare and

discuss language differences” as reflected in the following teacher comments:

Teacher 2409: “*Tiirkce bilgisi cok iyi olmalidir ki Ingilizce ile bagdastirp
farklarin benzerliklerini giizel kurabilsin”
<S/he should have a very good knowledge of Turkish so that s/he can relate
it to English and can set the differences and similarities well.

Teacher 741: “Turkish grammer knowledge and telling the subject with

correct examples.’1”

Teacher 3421: “Tiirkceden gerekli 6rneklerle karsilastirabilme yetenegi”
<The ability to compare [English to Turkish] with necessary examples from
Turkish>

One further adaptation needed in language awareness is amending the definition
of this construct. In the Grid, awareness is defined as being aware of the linguistic
properties of language and providing appropriate examples for students.
However, for teachers, the term dil farkindalig: (Turkish equivalent for language
awareness) relates more to being aware of the importance and sociopolitical

properties of language and having positive attitudes thanks to this:

Teacher 445: “(...) Dil dgrenme sevgisini hissetmek ve hissettirebilmek
Ingilizceyi sevmek”
<To feel the love of learning a language and being able to make students
feel it. To love [or like] English>

11 Teacher’s own words.
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Teacher 3578: “(...) Dilin yasayan bir olgu oldugunun, en onemli
amactmn ise iletisim oldugunun bilincinde olmali ve 63rencilerine bir ders
degil bir dil ogrettiginin farkinda olmalidir.”
<She should recognize that language is a living thing, and that its most
important aim is communication; and should be aware that s/he is teaching

a language, not a course.>

Teacher 3813: “-Ingilizcenin dersi,sinavlart olan bir ders degil
konugulabilecek bir dil oldugunun bilincinde olmast ve bunu 6grencilerine
de agilayabilmesi”
<Being aware that English is not a lecture or a course with exams but a
language to be spoken and being able to instill this [raise the same

awareness] in students>

As they term it, they and their students should be aware of the importance of
learning a language, and should thus have positive attitudes towards learning a

language:

Teacher 854: “03retmenden ziyade O3rencilere yabanci dilden artik
yabanci sozciigiiniin atildigini ve bu dilin kiiresel iletisim dili oldugunu
anlatmak ve zihinlerine yerlestirmek gerekiyor.[...]”
<lIt is necessary to tell students, rather than teachers, that ‘the word foreign
is now excluded from [the phrase] foreign language’i? and that this
language is the global language for communication; and to instill this in

their minds.>

Teacher 2517: “Ingilizcenin bir ders olmasimn yam sira uluslararast
platformda iletisimi saglayan bir koprii oldugu bilincini dgrenciye
asilamak,mesleki yeterlilik,sadece okuma yazma degil,toplamda 4 beceriyi
gelistirecek yonde ders islemek”

<Instilling in the minds of the students that English is a bridge enabling

communication in the international arena besides being a course.

12 Teacher uses ‘the word foreign is now excluded from foreign languageii’ to mean: foreign
languages are no longer foreign.
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Professional competence, teaching to improve four skills, not only the

reading and writing (skills).>

Teacher 983: “(...) Ingilizcenin gerekliligini 6grenciye kavratarak baska
diller 6grenmesine de tesvik yolu agabilmek”
<teaching the necessity of English and thus being able to encourage

students to learn other languages as well.>

In this respect, the construct definition needs to be enhanced. The affective lens
teachers bring to interpretation of language awareness is obvious, with the
emphasis on developing positive attitudes. Therefore, some competence

descriptors were added to extend the competence definitions on the Grid.

4.4.4. Professionalism

Under professionalism, a frequent code was Professional conduct, which was
referred to by 1000 teachers, constituting 19.6% of all participants. Professional
conduct had three minor codes, with the first one matching to existing definitions
of professional conduct such as seeking feedback, providing feedback to others,
and working for the improvement of the institution; the second one related to
implied characteristics but was meant to improve and extend the existing
definitions, referring to being open to professional development, following new
trends in profession; and the last one to add descriptors to the framework, referring
to the positive attitudes towards profession. 61.1% of the teachers who mentioned
professional conduct (f=611) defined a competent teacher as someone who is open
to professional development, who follows trends in education and teaching
practices, and who is a researcher trying to improve their teaching knowledge and
skills. This definition extends the Grid definition, therefore was suggested as an
improvement and extension code. In the following quotation, we can observe how
this code links professional development to attitudes towards profession (code PC2

to PC3):
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Teacher 2199: “Hepimizin bildigi gibi 06%retmenin siirekli gelisim

icerisinde olmast ve kendini siirekli yenilemesi egitimin onemli

faktorlerinden biridir. Ogretmenlik meslegini diger mesleklerden ayiran en

onemli ozelliklerinden biri de yaptig1 meslegi daha etkin yapabilmesi igin

icinde bulundugu 6grenme siirecinden kendini koparmamas: ve bunun

icin de yeterince zaman ve emek ayirabilmesidir. Boylece kendisini siirekli

yenileyen bir d6gretmenin kendisini gelistirmesi hem kendisine hem de

meslegine olan saygistmi artiracaktir. Ogretmenin mesleki acidan kendini

gelistirmesinin onemli oldugu bilinen bir gercektir. Kariyer ve personel

gelisiminin aksine o6gretmenin mesleki gelisimi sosyal, yapici, siirekli ve

uzun soluklu bir siirectir.- Alandaki gelismelerden haberdar olmalidir.

(...)"
<As we all know, a teacher’s involvement in continuous development and
constant renewal is an important factor in education. One of the most
important characteristics of teaching profession that sets it aside from other
professions is that in order to be able to do their job more effectively,
[teachers should] remain in the learning process and put their time and
effort in this. Development of a teacher who constantly updates herself
would thus boost her respect for herself and for the profession. It is well-
known that teachers’ professional development is important. As opposed to
career and personal development, teachers’ professional development is a
social, constructive, continuous and long-term process. S/he should be

aware of the improvements in the field. (...)>

Teacher 864: “1-Dil 6gretiminde yeterli bilgi ve beceriye sahip olabilme
2-Idealist olma ve bitmeyen 6gretme istegi 3-Dil 6grete bilme adina sonsuz
sabirl olabilme 4-Kendini siirekli yetistirebilme ;her seyi biliyorum degil
, her giin yeni bir sey 63reniyorum diye bilme ozelligine sahip olma”
<1-Having sufficient knowledge and skills in language teaching; 2- Being
idealist and a never-ending will to teach; 3- To be able to teach, having an
endless patience; 4- Continuous development of self; being able to say ‘I am

learning a new thing every day’, not to say ‘I know everything’ >

About 9% of total responses and 45.5% of the responses in this category included
having positive attitudes towards teaching such as “loves their job”, “values

teaching”, or as “happy to be a teacher”. The following quotations from the data
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further illustrate how these minor codes were closely linked to each other and to

the personality traits:

Teacher 614: “Egitim ve 0gretimi severek bu ailenin igerisine girmeli ve
elestirel acidan mesleki kabullenme icinde olmali, yani eksik olan yonlerini
duydugunda ya da gordiigiinde bu yonlerini tamamlayabilecek deneyimde
kisilerden kurumlardan kitaplardan yararlanmay: bilmeli.”
<should join this family with a love of education and training, and should
be professionally open in terms of criticism; that is to say, when she hears
of her inadequate qualities or notices them, she should know how to consult

people, institutions or books that can help remedy these.>

Teacher 3424: “1-Meslegini (Ogrencilerini, 0gretmen arkadaslarin,
idarecilerini, velilerini...) cok sevmesi. 2-Yeniliklere acik olmali, kendini
siirekli gelistirmelidir (...) 5-Proje tabanli ¢calismaktan zevk almali,hem
ogretmen, hem 0Ogrenen pozisyonunda olmalidir. [...] 8-Paylasimci
olmalidir. 9-Hizmet ici eSitimlere istekli olmalidir. [...]”
<1- Loves the profession (students, fellow teachers, administrators,
parents...) very much. 2- Open to changes, constantly improving self (...)
5- Enjoys project-based work, should be both a teacher and a learner. (...)

8- should be sharing. 9- Should be enthusiastic in in-service trainings.>

Administration related responses were very low in frequency; even though it was
the area in which teachers felt most competent according to the results of the
quantitative analyses. The following quotation is a good example for the
professionalism category as a whole, linking to all codes and minor codes of this

category:

Teacher 648: “(...) - Tiirk milli eitim sisteminin dayandig1 temel deSer
ve ilkeleri bilir. - Mesleki gelisimine yonelik yayinlar: izler. - Okulun
iyilestirilmesinde ve gelistirilmesine cevre olanaklarini kullanr. [...] -
Ogrencinin  kisisel ~gelisimini ailesiyle paylasir. - Ogrencilerin
ilerlemelerini izlemek amaciyla kayitlar tutar. - Simif kurallarim
dgrencilerle birlikte belirler. - Ogrencilerin kendilerini giiven icinde

hissetmelerini saglayacak ortam olusturur. - Aileleri tanimak icin bireysel
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ya da gruplarla veli goriismeleri diizenler. - Ailelerin yasadiklar:

sorunlara karst duyarli davranir.”
<(...) Knows the fundamental values and principles Turkish national
educational system builds on. — Follows publications related to her
professional development. - Makes use of the opportunities to improve and
advance the school (...) — Shares the students’ progress in personal
development with their parents - Keeps records to follow students’
progress. - Sets class rules together with students. - Creates an atmosphere
in which students feel secure. - Organizes individual or group meetings
with families to get to know them. - Acts sensitively towards the problems

families might have.>

4.4.5. Personal Characteristics

Teachers referred to personal characteristics frequently in their responses. The
60.4% of all responses included codes that did not map onto any competence areas
on the Grid; more specifically, 3083 teachers mentioned personal characteristics as
competences a language teacher should have. For most teachers who started their
comments with the phrase “just like any teacher, ...”, language teachers must have
some personal characteristics that are not specific to being a language teacher but

are vital for being a teacher. Below is an elaboration on this issue:

Teacher 1099: “Oncelikle Ggretmenin sahip olmas: gereken mesleki
niteliklerden bahsetmek gerek sanirim. Sonucta dnce dgretmeniz, sonra
Ingilizce ~ 6gretmeniyiz. Dogan  Ciiceloglu  hocamizin  deyimiyle,
"Ogretmenlik yapmak” yerine "6gretmen olmak” goriisiinii benimsemis,
vicdan ve merhamet duygusuna sahip, kendini mesleSine adamis biri
olmalidir. (...)”
I think we should first talk about the professional qualities a teacher should
have. After all, we are all teachers, and then language teachers. As Dogan
Ciiceloglu says, a teacher should be someone who adopts the view of “being
a teacher” rather than “working as a teacher”, someone with sense of
tolerance and conscience, someone who devoted herself to the profession.

(...)
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In the following table, Mention frequency indicates the number of participants whose
responses were coded in respective code categories and/or codes. Percentage of code
is calculated for codes categorized under the broader code category, based on the
calculation of the number of times a code occurred with respect to the total

mentions for that code category.

Table 4.21
Teacher Opinions that are not on the Grid

Mention % of % of

frequency | code total
Personal characteristics 3083 60.4
* Personality traits 2815 55.2
1. Empathy, caring, sacrificing “loves/ cares/ knows students” 425 151 | 8.3

2. Patient, tolerant, good anger management 671 23.8 | 13.2

3. Creative, artistic, drama, skilled in arts 507 18.0 | 9.9

4. Good at communication, sociable, outgoing 1239 44.0 | 24.3

5. Positive, energetic, lively, fun 323 115 | 6.3

6. Role model, example, sets ideal 62 2.2 1.2

7. Organized, hardworking, responsible, leader, confident 361 128 | 7.1

8. Open to innovation and change, flexible, easily adapts 532 189 | 104

9. Open-minded, modern, has a vision, social stance, world view 86 3.1 1.7

* Qualities 641 12.6
1. Experience and/or been abroad 128 156 | 2.5

2. Wise, knowledgeable, world&general knowledge, 267 32.6 | 5.2

3. Loves reading, learning, follows news, eager to learn 200 245 | 39

4. Problem solver, practical solutions, crisis management 56 6.8 1.1

As mentioned before, Table 4.21 included competence definitions that were not
mapping onto or subsumable within the Grid. More than three quarters of the 3083
teachers whose responses were coded in the personal characteristics category
referred to personality traits. Qualities were the second code family, with less
frequent minor codes still constituting the 12.6 percent of all responses. Among the
qualities listed by the respondents, the most frequently mentioned one is teacher’s
knowledge in many areas and other subject fieds, including world and general knowledge,
and being wise; with a frequency of f=267 forming the 24.5% of code family and 3.9%
of total responses. Closely linked to this code is being eager to learn, following
news, keeping up-to-date and reading various sources of information. This code
was the second most frequently mentioned code in the category with a frequency

of =200 teachers. Among these qualities listed, experience or having been abroad
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usually appeared together with the most frequent code, language proficiency and
especially speaking; as teachers referred to being abroad as “a chance to meet native

speakers” and to improve language skills:

Teacher 152: “PRATIK INGILIZCE KONUSMA BECERISI NATIVE
SPEAKER ILE BULUSMA YURTDISI DENEYIMI”
<practice, skills in speaking English, encounters with the native speakers,

experience abroad.>

Teacher 213: “(...) 3) MUTLAKA AMA MUTLAKA DILINI AKTIF
KULLANABILECEGI BIR YURTDISI DENEYIMI OLMALI”
<(...) 3) should definitely have experience abroad in which s/he is able to

use his language actively>

Teacher 446: “ingilizceyi akict konugabilmek en az 2 ay yurtdis
deneyimi olmak (...)”
<being able to speak English fluently, having at least two months of abroad

experience (...)>

Teacher 469: “Bir Ingilizce 53retmeni akict Ingilizce konusabilmeli Cok
cesitli konularda az da olsa bilgi sahibi olmali En az bir kere Ingilizce
konusulan bir iilkede bulunmalt”
<A teacher of English should be able to speak fluently, should be at least
somewhat knowledgeable in various issues, should at least once have been

in an English-speaking country>

Total number of responses in which personality traits are mentioned forms the
55.2% of the whole data set, with the frequency of f= 2815 participants. When you
compare Table 4.21 to Table 4.20 which included codes on the Grid, the code family
Personality traits is the most frequently mentioned one after Key Teaching
competences. Within this code family, the most populated code is “being social,
sociable, outgoing, good at communication and interpersonal relations”. This minor code
is also the second most frequent one mentioned by 24.3% of all participants, after

the overall language proficiency which was coded in 28.7% of all responses.
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Teacher 2494: “Isini sevmeli, sosyal, girisimci, konuskan, iletisim
becerileri kuvvetli, disiplinli, azimli ve ¢caliskan olmalidir”
<s/he should love his profession, be sociable, assertive, talkative, good at

communication, disciplined, ambitious and hardworking.>

Teacher 3758: Ingilizce 63retmeninin sahip olmast gereken en onemli
ozellik sosyallik bence.Hem kendi konusma becerileri ici hem de
karsisindaki 6grencileri rahatlatmak igin. Yeniliklere acik olmas: gereken en
onemli branslardan.son olarak da her ogretmen de olmas1 gereken ozellik
sinif yonetimi tabiki de.
<I think, the most important characteristic a teacher of English should have
is being sociable. Both for their own speaking [communication] skills and
for relieving their students’ [stress]. One of the [teaching] branches that
should be open to changes/updates. And lastly, the characteristic every

teacher should have: of course, classroom management>

Teacher 2657: Ahlakli temiz,diiriist,girisken,sosyal kendini iyi ifade
edebilen ,yaratict ve sabirli olmalidir.
<s/he should have good morals, be neat, honest, assertive, sociable; and be

able to express himself well; be creative and patient.>

As observed in the responses above, being social and able to communicate is a
frequent response, mostly linked to other characteristics and competences. Besides
this, affective factors and personal characteristics go hand in hand. Teachers also
frequently referred to personality traits while commenting on knowledge base, key

teaching competences and professionalism, as the response below will exemplify:

Teacher 3714: “Dil o3retmeni diger 63retmen gruplarina gore daha aktif
olmali bence. Dil kendini siirekli yenileyen bir yapt oldugu icin 63retmenin
de kendini yenilemesi, kuralci ve ezberci egitimden ¢ok gercek hayata
hazirlayict  giinliik uygulamaya daha uygun sekilde egitim yapmasi
gerekir. yabanc: dile veya dillere kars: istekli, sosyal yonii gelismis ,
gelisim ve degisime agik olmalidir. ¢iinkii soyledigim gibi bizim matematik
veya fen gibi evrensel kurallarimiz yok.”
<Language teacher should be more active compared to other teacher groups.

As language is a structure that constantly renews itself, teacher should
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renew herself too; and she should prefer a way of education that not is not
based on rote-learning or rules; but is conforming to daily practices and
preparing students to real life. S/he should be enthusiastic about foreign
language or languages, should have superior social characteristics, be open

to improvement and change. Because, as I say, we don’t have universal

rules as in maths or sciences.>

Teacher 1421: “1. Ogretmeyi ve O3rencileri sevmesi 2. Oyun
oynamaktan, rol yapmaktan, seslendirmeden zevk almas:, ¢izimden az ¢ok
bilgisinin olmasi. 3. Ogrencilerin seviyesine inebilmesi 4. Tekrar
etmekten stkilmamasz, tekrar icin ve 6gretmek icin yaratict olmast 5. Tabiki
alamina hakim olmast 6. Konusmaktan zevk almasi. Sosyal olmast.
Ogrencilere ve dertlerine nem verebilecek kisilik yapisina sahip olmast 7.
Eglenceli olmas: 8. Kendini gelistirmeye istekli olmas: 9. Sadece basarili
olan 6grencilerle degil, hepsiyle iletisimde olmasi. Tiim 0grencileri derse

katilmaya tesvik etmesi”

<1. Love of teaching and students 2. Enjoying games, role-playing, voice-
acting, having some knowledge in drawing. 3. Addressing student levels
4. Never getting bored of repeating, being creative for repetition and
teaching. 5. Surely, mastery of one’s own field. 6. Enjoying speaking. Being
social. Having a personality that cares about students and their problems.
7. Being enjoyable, cheerful. 8. Will to improve, to develop personally. 9.
Being in communication with all the students, not just the successful ones.

And encouraging all students to participate in class.>

“Being patient, tolerant, being able to manage and control anger, refraining from
overreactions” were frequently mentioned by teachers (f=671; 23.8% of the category
and 13.2% of all teachers). These responses most of the time went together with

“being empathetic, caring, sacrificing, being someone who loves students, cares

about them” (f=425; 15.1% of the category; 8.3 % of all teachers).

These can be considered as generic competence definitions rather than a language
teacher’s competence; still, these affective characteristics were accepted by many

teachers as a defining quality of a competent language teacher. The following
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quotation, for instace, did not map directly on the Grid; but is a good example to

illustrate how all these links to professional competences:

Teacher 3206: “Yabanci Dil Ogretmeninin hem alani ile, hem de
ogretmenlik meslegi ile ilgili niteliklere sahip olmast gerekir. Yabanc: Dil
Ogretmeni olmak isteyenlerin;  Sizel vyetenegi gelismis, Inceleme,
aragtirma merak: olan, Yabanci dile karst ilgili ve bu alanda basarili,
Bellegi giiclii, Diisiincelerini baskalarina acik bir bicimde aktarabilen, Iyi
bir 0grenme ortam: saglayabilen,  Dikkatli, isine dzen gosteren,
Mesleginin sorunlart ile ilgilenen ve ¢oziim yollart bulmaya calisan,
Insanlarla iyi iletisim kurabilen; sevecen, hosgoriilii, sabirli, Ogrencilerin
duygu ve diisiincelerini anlayabilen, Kendini gelistirmeye istekli, coskulu,
yaratict kimseler olmalart gerekir. AYRICA - Oncelikle topluma ve
ogrencilerine model teskil ettigini unutmamali ve soylemleriyle
davramslart celismemelidir, - Ogrencilerine ve insanlara ényargisiz
davranabilmelidir, - Hareketlerine ve goriiniisiine dikkat etmeli, giyimine
bzen gostermelidir, - Sevecen ve sefkatli olmalidir, - Ogretmeyi sevmeli
ve 0grenmeyi sevdirebilmelidir, - Sabirli olmalidir, - Saygili ve saygin
olmalidr, - Giiler yiizlii ve yumusak huylu olmalidir, - Biitiin insanlara
deger vermelidir, - Diiriist, agik ve giivenilir olmalidir, - Algak goniillii,
hosgoriilii ve anlayisl olmalidrr, - [dealist ve sorumluluk sahibi olmalidir,
- Huzurlu, kendiyle barisik ve 0zgiiven sahibi olmaldir, - Insan hak ve
hiirriyetlerine deger vermelidir, - Yasadi$1 toplumun degerlerini cok iyi
bilmeli ve hayatinda tatbik etmelidir, - Fedakar ve kendini meslegine admis
olmalidir, - Kibar ve nazik davranmslar sergilemelidir, -Etkili iletisim
becerilerine sahip olmalidir, - Samimi ve candan olmalidir, - Dinamik ve
saglikli olmalidir, - Tavirlarinda olgunluk ve ciddiyet bulunmalidir, -
Kibir ve gururdan uzak durmalidir, - Cok iyi bir genel kiiltiire sahip
olmalidir, - Ikna kabiliyetine sahip olmahdir, - Sakin ve sogukkanli
davranmalidur, - I¢ disipline sahip olmali ve dfkesini kontrol edebilmelidir,
- Iyi bir dinleyici olmahdir, - Cagdas ve sosyal olmalidir, - Caliskan
olmalidir, - Giindemi takip etmeli ve giincel olmalidir, - Ders disinda da
ogrencileriyle diyalog kurmali ve ilgilenmelidir, - Davramslarinda tutarl
ve prensip sahibi olmalidir, - Kendi hatalarimi kabul edebilmeli ve
gerektiginde oziir dileyebilmelidir, - Vizyon sahibi olmahdir, - Insan
psikolojisi hakkinda bilgi sahibi olmalidir, - Empati kurabilme becerisine
sahip olmalidir, - Siirekli okuyarak kendisini yenilemeli ve gelistirmelidir”
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<Language teachers should have qualities that relate both to their own field
and to teaching profession. Those who want to be language teachers should
be people who: have good verbal skills, are eager to research and investigate,
interested and successful in foreign language, have a good memory, are
able to clearly express their opinions to others, are able to create a good
learning environment, are careful and meticulous at work, are interested
in the problems of the profession and looking for solutions, are able to
communicate well with people; are caring, tolerant, patient, who can
understand students’ thoughts and feelings, who are eager to improve
themselves, and are enthusiastic and creative. MOREOVER, they should:
- not forget that they are models for their students and for the society, their
statements and behaviors should not be contradictory - be able to approach
their students and others without prejudice, - be careful about their acts
and appearance and their outfit, - be sympathetic and caring, - love
teaching and endear learning, - be patient, - be respectful and respected, -
be smiling and tender, - appreciate all people, - be honest, open and reliable,
- modest, tolerant and understanding, - be idealist and responsible, - be
peaceful, and self-confident, - value individual rights and freedoms, - know
the values of the society they are living in, and live in conformity with
them, - be self-sacrificing and devoted to profession, - behave politely and
nicely, - have efficient communication skills, - be sincere and warm, - be
dynamic and healthy, - behave maturely and seriously, - stay away from
arrogance and pride, - have a very sound world and general knowledge, -
be persuasive, - be calm and cool, - be self-disciplined, able to control anger,
- be a good listener, - be modern and social, - be hardworking, - follow
contemporary issues and keep updated, - have a dialogue with and interest
in their students outside the class as well, - be principled and consistent in
their acts, - be able to accept their faults and apologize when necessary, -
have a vision, - be knowledgeable about human psychology, - be able to
empathise with people, - continuously renew and improve themselves by

reading.>

All in all, teachers consider some personality traits to be inalienable characteristics
of a good teacher, and a must-have professional quality of a competent teacher.

Reserving that grading personality traits on a scale is a hard task, personality traits
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a teacher should have might be outlined as a guideline for reference alongside
competence definitions. Therefore, a guide to “teacher as a person” will be

suggested (Please see the complete framework and guideline in the next

chapter).

4.5. Summary of Results

When the results of the quantitative analyses are considered, teachers of English
reported advanced levels of perceived competence for reading and writing skills,
and relatively lower proficiency in listening, speaking and interaction. Still, their
evaluations on the language skills scale showed that they perceieved themselves to
be highly proficient users of language. However, when it comes to language
proficiency construct on the competence grid, it was observed to be the area where
teachers felt least competent on the Grid. According to the results, more than 75%
of all teachers are at or below Stage 2.1, which corresponds to B2 level. This is an
indication that teachers who believed to have advanced levels of proficiency (C1
and C2) were relatively low in number and most teachers perceive that they have

upper-intermediate or lower proficiency levels.

Competence grid included six stages of professional development under three
phases. The first stage, 1.1 refers to a teacher who is under training to become a
language teacher, and the sixth stage, Stage 3.2 refers to a teacher who is
experienced, fully competent in profession, someone who can train younger
teachers. According to results, in terms of Methodology, most teachers feel that
they are at the third stage of their development. For other key teaching
competences, they are mostly at the fourth stage. Third and fourth stages (both
under Phase 2) mean that these teachers have the necessary knowledge and
adequate practice in these areas, but they still can improve themselves more to help

and guide other teachers as well.
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In addition to key teaching competences, which are Methodology, Assessment,
Planning, and Classroom Management, teachers perceive themselves to be at
second phase and at fourth stage for Professional Conduct; which is about being
open to collaborate and learn professionally. On the other hand, it was observed
that they are at sixth stage, the highest level of competence when it comes to

Administrative duties and use of Digital Media.

On the other hand, in their responses to open-ended questions, they focus more on
Language Proficiency, Methodology and other key teaching competences. In this
case, it can be said that they perceive themselves to have relatively lower

competences in the areas they find important for being a good, competent teacher.

When the groups were compared, it was seen that ELT graduates have higher
scores in Key Teaching Competences and those in Professionalism category; while
English Studies were better in two of Enabling Competences and the Language
Proficiency area. However, statistically speaking, the only areas in which graduates
of ELT and English Studies differ were Language Proficiency (English Studies did
better) and Methodology (ELT did better). For all other competence areas, the
differences between this pair were not significant. On the other hand, graduates of
other fields always had the lowest mean of all groups in each competence area. And
except administration, this group did significantly lower than the other two
groups. This might be an indication that teachers” competences vary with respect

to their educational backgrounds.

In terms of experience, the teachers in their first four years of service perceive
themselves to be significantly lower than more experienced teachers. Results
indicate that when teachers gain experience, they might be becoming a more

homogenous group with similar perceived competence levels.
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As a summary, the highlights of the findings of this comparative research on

teacher competence and background are the following:

i.  Teachers from English Studies/Majors have relatively higher levels
of perceived language proficiency, and proficiency in English might
be influencing teachers perception of their competences and
eventually their teaching practices;

ii. ~ Teachers from traditional ELT backgrounds are significantly better
in Methodology Knowledge and Skills, but not different from
English majors in other competence areas; and

iii. =~ Teachers coming from other fields significantly differed from these
two groups in terms of proficiency and competences and they

reported the lowest levels in each area.

In the next chapter, these findings will be discussed in relation to similar studies in

literature.
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CHAPTER 5

DISCUSSION

The previous chapter addressed the research questions and presented the results
and findings of the analyses. In this chapter, the results of these analyses will be
discussed with reference to relevant literature and identified themes, evolving from
the background and the qualities teachers bring to the profession. That is to say,
language proficiency of teachers, their educational background and experiences are
taken as starting points for discussion; and presentation of these constructs
‘snowballs into” a portrayal of interconnected competences and personal
characteristics language teachers have. Since teacher competence is a complex
phenomenon with many inalienable dimensions to it, the discussions of these will
intertwine competence constructs, personality traits and attitudes. Personal
characteristics, which were originally not included as a separate construct but later

emerged as an important factor will be scrutinized.

Through further elaboration on similar studies and with references to quantitative
and qualitative results gathered through this study; this chapter progresses to
conclude the research report with a proposal for a new localized language teacher
competence framework. Then, at the end of the chapter, limitations of the study,
and some further implications will be presented in relation to teacher education
research and related practice; and for reference in future teacher certification and

recruitment policies in Turkey.
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5.1. Perceived Language Proficiency for and as a Teacher Competence

Language proficiency is seen as an important construct for teacher quality in
literature (Nasserdeen, 2001; Richards et al., 2013). For this reason, in addition to
the existing general language proficiency evaluation on the Grid, an additional
language skills scale was utilized in the study, as a control for Language Proficiency
competence area on the Grid. Thus, teachers first evaluated themselves on

language skills scale and then on the general proficiency item on the Grid.

For the self evaluation on language skills scale, teachers reported highest levels of
competence in reading and writing skills, with more than 70% of teachers reporting
to be at C1 and C2 levels (advanced or native like). For listening and spoken
interaction, and spoken production, about half of the teachers were at or below B2
level. In the reading skill, 32.9% of all teachers are at the highest proficiency level
C2; while for listening, this rate is only 8.7%. Another observation in this
competence area is that teachers’ levels of proficiency differed with respect to their
educational backgrounds: teachers who are graduates of English studies
departments had the highest mean scores in each skill, with graduates of English

language teaching departments and graduates of non-English majors following.

When it comes to evaluation on general language proficiency on the competence
framework, this competence area is the one with lowest means. This time, only 7.9
per cent of all teachers report to be at highest two stages of development. Most
teachers report to be at Stage 2.1 in their professional development, which
corresponds to a proficiency level linking B2 to C1 level. Stages 2.2 and 3.1
correspond to C1 and C2 levels, and Stage 3.2 describes a native speaker. In that
case, it is not surprising to see a relatively lower mean for the Language proficiency

on the competence framework.

165



British Council — TEPAV report on English in Higher Education (2015) states that
“English teachers generally have a good level of English proficiency: 92 per cent
were judged to be at CEFR C1/C2 levels and only eight per cent at B2.” (p. 85).
Similar high levels of proficiency were reported on language skills scale in the
present study as well, which again similarly did not include descriptors.
Nonetheless, when it comes to the perceived general competence levels on the
language proficiency item in the Grid, the participants were provided with level
descriptors containing can-do statements, and marked lower levels of competence.
This time, this finding is in fact somewhat contradictory with what have been
found in this study which focused on state-school teachers. 75.5% of all teachers
(N=4172) reported to be at or below B2 levels according to the Grid. Only 7.9%
evaluated themselves to be at development phase 3, i.e. C2 level; in contrast with

the 24.6% who reported to be C2 in TEPAV report (2015).

It should be kept in mind, however, that the comparison might be somewhat
misleading in that the participants of the present study were state school teachers
whereas the TEPAV report (2015) reported on higher education setting. When we
consider the 2014 report on English Language Teaching at state schools which
reports on state-school teachers before tertiary level, this case is obvious: the 80%
of state school English teachers reported to be at advanced levels, but the observer
noted that these perceptions were too high and their language proficiency were

lower than they reported (2014, p. 126).

Still, Language proficiency, especially oral skills and communication in English
were frequently mentioned by teachers of the present study, in their definitions of
a competent language teacher. This is quite plausible in that since English is both
the subject and the medium in the class, teachers need to speak the language to be
able to teach it (Chambless, 2012). While Language proficiency is listed by most
participants as a basic professional quality every language teacher should have, one

does not expect to see this competence area as the one teachers feel least competent
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in; with 75.5% at or below B2. In addition to this, speaking and being able to
communicate were frequent constructs also in open-ended responses; however,
speaking and interaction skills are among the skills teachers felt least competent,
according to language skills scale. Then, the conclusion is that teachers find it
important to have a good language skills, especially in oral communication, but

they do not perceive themselves to have high proficiency.

For language teaching, English is both the medium and the subject; therefore,
subject matter knowledge is teacher’s proficiency in language. Since teachers’
subject knowledge is considered to have a direct impact on what takes place in the
classroom (Richards et al.,2013, p. 233), when teachers have a good level of subject
matter knowledge, then it is possible for them to present their knowledge in a way
their students can easily understand (McNamara, 1991). Following these, having a
good language proficiency would ensure better addressing of students’ levels, and
teachers’ ability to transfer or convey their knowledge; both of which are frequently
mentioned by the respondents in this study and coded under key teaching

competences code family.

In this respect, language proficiency can be considered to be an underlying factor
for overall teaching competence. Teachers’ proficiency levels influence their
confidence, teaching skills and content, students’ motivation and learning
effectiveness (Butler, 2004). Hence, it can be claimed that other frequently
mentioned issues, such as motivating students, encouraging students use the language,
being a role model, providing creative activities and materials, all have their roots in
language proficiency: for being a good role model, and setting a good example of

a language user for students require good subject knowledge (Nasserdeen, 2001).

In this line of thought, comments on general proficiency can be narrowed down to
initiate a detailed discussion on each language skill. From the viewpoint of

Richards et al. (2013), if a teacher is not proficient in speaking, no one can expect
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their students to be proficient speakers. Within this study, oral communication
skills, namely speaking production and spoken interaction skills on the language
scale were among the ones in which teachers evaluated themselves to be less
competent in contrast to reading and writing. Sullivan’s (2011) assertion that “all
can agree that the French teacher who cannot speak French will not be a successful
teacher of French” (p. 241) would remind readers of previously quoted Teacher 596
in this study, who said “Ingilizce konusamayan bir ingilizce 6gretmeni olamaz. [...]" (I
cannot imagine a teacher of English who cannot speak English). The data in the current
study obviously portray a teacher profile with moderate overall proficiency in
English, who are better at reading and writing, but performing at lower levels of
proficiency in interactional skills of listening, spoken interaction and spoken
production. When put in that way, this profile seems to explain why oral

communication skills are easily ignored in classrooms.

Once again, it is necessary to highlight the fact that significant differences were
observed in the present study between groups of teachers with different
backgrounds; involvement in language might be a determining factor for
proficiency. According to results on the language skills self-evaluation, teachers
who graduated from English majors, i.e. language studies departments such as
English linguistics, American culture or translation studies evaluate themselves to
be at significantly higher proficiency levels than the ELT graduates group. One
inference could be that since they have more courses in which they engage in with
language more, their perceived proficiencies might be higher in that they spent
substantial time on studying for these language focus courses. In ELT programs,
however, language courses are relatively limited in number, leaving their place to
pedagogy and practicum courses. In this respect, it is not surprising to see that ELT
group reported to be better at teaching-related competences (i.e. key teaching
competences, use of technology, and such). In short, ELT students’ involvement in

a more intensive language program and establishing methodological knowledge
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base for alternatively educated teachers might be the best solution to remedy these

shortcomings.

Teacher training courses mostly cannot serve for the improvement of the teachers’
communicative skills in the language s/he will be teaching (De Lima, 2001). This
might also explain why highly proficient English studies group had as high
perceived competences as ELT graduates had. Reserving the need for pedagogical
skills for effective instruction, English language teachers should have an advanced
level of proficiency in order to be successful teachers (Faez and Karas, 2017). So, we
need to help teachers develop their language proficiency that, in turn, has relevance

for their perceived self-efficacy (Yilmaz, 2011).

The participants of the present study referred to being able to use English in the
classroom when they elaborated on language proficiency. Their comments more or
less matches the concept English-for-Teaching (Freeman, Katz, Garcia, Gomez, &
Burns, 2015). This domain of ESP includes managing the classroom, understanding
and communicating lesson content, and assessing students and giving feedback
(Freeman et al., 2015). With this approach, teachers’ language proficiency is located
on a point where general high proficiency and pedagogy dimensions intersect.
What is more, this view was also reflected in teacher opinions in the data when we
reconsider the teacher comments that talked about having a proficiency sufficient for
the level they are teaching. Therefore, a classroom language dimension within the

general proficiency of teachers should be considered.

Proficiency of language teacher has been an issue of intensive debate, with the
dominant view in literature that higher levels of proficiency meant better quality
in teaching; thus creating a belief that native-like proficiency should be sought
(Richards, 2017a). This was also confirmed in the data collected through open-
ended questions in this study: most teachers mentioned native-like proficiency, and

talked about opportunities for being abroad to meet or contact native speakers.
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However, some teachers also talked about being sufficient for the level they teach,
which is also discussed in literature. Should a language teacher really be like a

native speaker of that language?

At this point, Tsang (2017) raises a new argument. Language proficiency is an
important construct, and high levels of proficiency are desirable. For the language
teachers that participated in the present study, the case is similar. When asked to
list the professional competences a language teacher should have, about half of the
participants (f= 2514, 49.3% of all responses) referred to language proficiency
making it the most frequently voiced competence after key teaching competences.
However, Tsang notes that, “once ESL/EFL teachers reach a certain level of
proficiency, factors other than proficiency may play a more important role in
determining learners’ level of engagement and overall teaching effectiveness in FL

classroom” (2017, p. 112).

However, linguistic proficiency should not be totally ignored. There must be a
threshold of proficiency considerably higher than that of the specific learners
taught by the teacher (Tsang, 2017, p. 112); reflected in the current study as “enough
to teach their students”. Then, general teacher profile in Turkey should not be a
problem in that most teachers reported to be at B2 level, which is not a level attained

by their learners at state schools. Is this a valid argument?

Canh and Renandya (2017) state that while teachers’ general proficiency is
significant in promoting learning opportunities, their classroom language
proficiency is also very important. Freeman (2017), supporting this view, proposes

English-for-teaching, a concept for classroom language proficiency.

Following these discussions, it can be said that importance of language proficiency
of teachers cannot be neglected. However, it should be acknowledged that teachers’

ability to use the classroom language is an important construct as well. Besides,
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another observation in the data was the frequent reference to native language.
Based on these observations, some amendments and improvements will be
considered in the updated competence framework (please see the Competence

Framework).

5.2. Educational Background and Competences

In terms of education and training, the adapted version utilized in the survey,
education and training start with a teacher of English who is not yet a graduate of
ELT or English majors, or a graduate of other disciplines without a teaching
certificate. Descriptors then move on to define senior ELT students, English majors
with general teaching certificate and other disciplines with English pedagogical
formation certificate. Later comes the ELT graduates group, then teachers with

international certificates and/or postgraduate degrees.

The educational background variable was also controlled (as was the case for
Language proficiency on two scales) with background questions placed before the
Grid. Teachers were asked to provide details in terms of their educational
backgrounds; they were originally classified according to 11 types of teacher
education background and then was grouped under 3 categories with respect to
their background. Based on this grouping, further analyses were conducted.
Background groups were found to significantly differ in terms of their language

skills and teaching competences.

Debates on alternative teacher education mainly center on the abilities of the
graduates of alternatively certified teachers coming from English majors; still they
might be relatively more qualified as teachers of English when compared to
graduates of other fields in that they at least have long years of ‘apprenticeship of

observation” (Lortie, 1975). This might explain why they have significantly higher
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mean scores than the graduates of other fields and they are much closer to ELT
Graduates in all teaching competence areas. The apprenticeship of observation
issue will be discussed further under teaching experience section, as it maps more

onto the experiences of teachers.

It is important to note that teachers with alternative backgrounds might have more
positive attitudes towards teaching in that they start certification later when they
are more ‘aware’ of their decisions; and positive attitudes towards the profession
put more effort into teaching (Baggeci et al., 2015), teachers with positive attitudes
have the following qualities: has sufficient field knowledge, and successful in
transferring these to practice and improving his knowledge; in terms of personal
characteristics, is patient, strong, tolerant, honest and leader. Baggeci et al (2015)
claim that these indicate that a teacher with positive attitudes would be a more
efficient teacher. Taken this way, the personality traits or personal characteristics
listed here more or less matches the codes identified in the opinions of the
participants of the present study. About 10% of participant teachers talked about
attitudes, and especially towards profession with the code loves teaching and with
many other responses which fell under the personality traits labeled as being
positive. Still, given that the two teacher groups with non-ELT backgrounds
evaluated themselves to be less competent on teaching related competence areas
when compared to the graduates of ELT, the questions regarding the effectiveness

of alternative certification practices hold valid.

Many kinds of alternative certification practices have been employed (Seferoglu,
2004) and the drawbacks of these policies are directly observable in the data of this
study. Teachers coming from other disciplines were observed to perform
significantly lower in all skill and competence areas while teachers with ELT and

English studies backgrounds did not differ on most competence areas.
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One of the most striking findings of this study is that: even when significant, mean
differences between graduates of ELT and English Majors group (including those
with or without teaching certificates and MA degrees) are minor, in other words,
these groups are very close to each other. On the other hand, teachers from other
departments have the lowest perceived levels in each language skill and
competence area. The important thing is, this “others” group includes teachers of
other languages and teachers of other subject areas who received four year teacher
training along with certified and non-certified subject field graduates. So, having a
long pedagogical training seems to have a smaller effect. Or, it could be linked to
their low levels of language proficiency; since teachers with high proficiency tend

to perceive themselves to be more competent in all related areas (Butler, 2004).

For instance, Key teaching competences area included the core areas of ELT
pedagogy: methodology, assessment, planning and monitoring. For each of these
constructs, teachers from traditional ELT backgrounds had the highest mean
scores, followed by English studies group and then other fields group. In
methodology, which listed descriptors related to knowledge, theoretical
discussion, and practice of methods and teachniques, all groups differed
significantly. It is not surprising to see ELT graduates significantly higher in that
they receive more courses on methodology in a longer period. However, in other
key teaching competences; namely assessment, planning, and monitoring; there
were no significant differences between graduates of traditional ELT programs and
English studies. However, these two groups differed significantly from the other

fields group with other fields reporting the lowest levels of competence.

This observation might support a previous inference from the previous page that
graduates of English studies might be performing better due to their experience as
learners of language; i.e. apprenticeship of observation (Lortie, 1975). Another
assumption might be that since they are more proficient in language, they might be

feeling more competent as teachers; as was previously mentioned with reference to
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language proficiency stating that teachers’ proficiency levels influence their
confidence, teaching skills and content, students’ motivation and learning

effectiveness (Butler, 2004).

For intercultural competence and language awareness areas listed under Enabling
competences category, the portrait was similar with this time graduates of English
majors reporting the highest levels of competence; and other fileds at the third rank
again. Since language awareness is more or less linked to language proficiency, it
is not surprising to see English majors at the first rank here. However, there were
no significant differences between them and ELT graduates, which was also true of

intercultural competence.

For areas of professional conduct and administration which were under
professionalism category, the differences are very small even when they are
statistically significant. This might be due to the fact that these constructs had been
dependent neither on education and training nor on language proficiency in that
they list collaboration, routines and other professional addenda. Even this fact, that
there are differences in language related competence areas and pedagogy related
areas but not in professional areas, can be regarded to be a strong indicator that
background of teachers might be an effective and determinant factor for teachers’

competences.

Yalgin Incik and Akay’s (2015) study on competence perceptions of prospective
teachers (PTs) enrolled at the faculty of education and at the pedagogical certificate
program draws parallel lines with the present study. First, they found respect for
students as a competence area in which PTs felt successful. In the present study,
teachers reported high levels of competence for communication with students
under interaction and monitoring area; in the sense it was used in Yalgin Incik and

Akay’s (2015) study, about 15% of all participants talked about the importance of
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having a good communication with students (f=761). Another code, empathy care

and love for students was mentioned by 425 teachers.

In terms of their conclusion from their own study and related literature that
teachers report lowest levels of competence in testing and evaluation; this
observation is also valid for this study. Among the Key teaching competences listed
in the Grid, Assessment was the competence area in which lowest mean value was
observed (M = 3.71 over 6.00) with only 23.5% of all teachers reporting to be at 3+
development phase. When the educational background is taken into account, there
were no significant differences between graduates of ELT and English majors, but

these groups were significantly better than teachers in the other fields group.

Developing on the discussion of the effectiveness of alternative and traditional
teacher education practices; Fenstermacher (1990) asserts that strong sides of each
approach to education might be taken to set a new approach to teacher education.
In our case, the traditional language teacher education program has been found
inadequate in most studies (Cogskun and Daloglu, 2010) and lack of sufficient
practice before entry to the profession is a common concern in most studies
(Seferoglu, 2006; Erten, 2015). Considering that graduates of ELT and English
studies departments had a similar competence profile which only differed in terms
of Language proficiency (English studies were better) and Methodology (ELT
graduates were better) and demonstrated no significant differences in other
competence areas; we can say that these two groups are likely to form a single
homogenous and more competent group if we collide better sides of each
approaches as Fenstermacher (1990) suggested. However, a major reservation
holds that certifying teachers from other disciplines might not be that effective on
the grounds that they do not report competence levels close to these two

background groups.
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Setting the abovementioned observations as the grounds, and taking the acute
teacher shortage and short supply into consideration, a new (but not yet another)
alternative system for teacher education practices, combining the positive sides of

the two approaches and addressing the downfalls will be suggested.

5.3. Teaching Experience and Competences

In the present study, another grouping variable and a secondary factor was
teachers’ experience in teaching. This construct was again controlled through
detailed background questions in the demographics part, asking for any
information possible about the teaching experiences teachers had prior to their
entry in the profession and their total years of service at state schools. Through a
survey of comments the participants provided in the open ended questions
regarding their previous experiences in teaching, the researcher calculated the total

teaching experience for each teacher case by case.

During the analyses, the group of teachers in the initial four years of service was
found to be significantly different from higher experience groups in all
competences and it was seen that they had relatively lower perceived competence
except in Language proficiency. In some competence areas, teachers with up to 4
years and from 4 to 7 years of experience were not different from each other but
were from teachers with higher years of experience. New teachers were
significantly better in Language proficiency but had significantly lower means in
all other competence areas. Especially in Key teaching competences category,
higher means were observed in higher experience groups. Overall, teachers
experience correlated moderately with their global teaching competence. One
inference is that teachers learn from experience, and high levels of perceived
language proficiency in novice teachers leave its place to lower perceived

proficiency in highly experienced teachers. This might be due to the in-service
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professional development practices which in many cases are not intended for
improving language proficiency (Korkmazgil, 2015). One such pattern is outlined
by Darling-Hammond (2000) who reports that there are many studies which have
established that inexperienced teachers are typically less effective than more senior

teachers (p. 8). This is a parallel finding to the present study.

In addition to this, there are some studies focusing on teacher experience and
student learning, and a relationship between years of service and teacher
effectiveness was observed. Yet, this relationship is not always significant.
Advantages of teaching experience appear to slow down after about five years
(Rosenholtz, 1986; as cited in Darling-Hammond, 2000). Similarly, the teachers with
more experience seem to form more homogenous groups in the present study. The
cause for this may be that teachers with more experience might feel confident
enough and stop learning, or that they may lose their enthusiasm for the profession
over time, or that they reach the highest competence levels that can be attained.
Still, when we look at the quantitative results, we can infer that the last option was
not the case. The reason for this is, they are not reporting the highest levels of

perceived competence in all competence areas on the grid.

Experience does not always entail expertise (Tsui, 2009, p. 91). On the contrary,
however, expertise most of the time might imply experience, in that:
because of their experience as teachers, experts are able to recognize
patterns in classroom events interpret these patterns in meaningful ways.
They are also more selective about what they attend to in the classroom,
have better improvisational skills and can draw on a repertoire of routines

with automaticity and effortlessness (Farrell, 2013, p.1072).

This is also the point where their discussion links to abovementioned automaticity
gained through experience; and that late career teachers no longer need to think or

reflect on these; rather, they focused more on learning about extra-curricular tasks
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and thinking beyond school. Louws et al (2017) also articulate the approximate 7
years barrier, which resembles the grouping under the present study. The present
study also reported lower levels of competence for novice teachers (up to 4 years
of experience in this study) and in some competence areas teachers with 4 to 7 years
of experience were not significantly different from this group. These might indicate
a 7 year thereshold experience for consideration and further investigation in future

studies on teacher experience.

Turning back to the original discussion of how teachers with more experience
gained a higher perception of competence, we can conclude from the literature that
having experience in teaching might bring about the advantage of less effort and
time for planning, decision making and problem-solving, flexibility in addressing
classroom situations and effective prediction of possible problems; which may not
be that easy for novice teachers in their initial years when they face a new reality
after their pre-service education. When these teachers cannot find any support in
the initial years or service and when they lack collegial support, they cannot find
opportunities for reflection on their teaching they tend to look for other indicators
for evaluating their performance, which leaves them trapped between the
classroom reality and curricular demands (Haser, 2010) inflating the feelings of

incompetence.

In this respect, experience, expertise, and experiential knowledge seem to be
interlinked. When we consider the analyses and the relation of experience to
competence levels, more experienced teachers reported higher levels of
competence in all teaching related competence areas. Their confidence in their
teaching competences might be stemming from their experiential knowledge; and
young teachers’ lower competence reports might be due to the abovementioned
fact that they have to face more challenges in daily teaching routines because they

lack the practicality that is gained with and through experience.
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Referring back to the qualitative analyses; professional development and being open
to learning, updating self, being open to change, reading about any subject to keep up-to-
date were frequently mentioned in the data. Even though they were categorized
under different code categories, most of the time professional and personal
development went hand in hand in teacher responses. Most of these comments
either implied professional development or development of language skills,
gaining personal experiences, or learning about what their students know so that
they can better communicate with them or they can understand them. These
findings also resemble the expectations of the teacher employers in Turkish higher

education setting (Akcan, et al. 2017).

Taken this way, teachers can be commented to have a positive attitude towards
learning and eagerness to continue their development in many aspects. One
inference that can be made out of the trend observed is, younger teachers are
improving their competences as they gain more experience in teaching and the
differences might disappear later in career. Still; as they have lower perceived
competences, new teachers need more opportunities for professional development.
Thinking that they are open to improving themselves, providing teachers with
more opportunities for professional development activities tailored to their needs
might motivate all experience groups. With the major variables of the quantitative
analyses hereby outlined, the discussion moves onto address personal

characteristics of teachers.

5.4. Personal Characteristics

Personal characteristics enlist Personality traits and personal qualities of teachers.
Personal or affective characteristics as a construct was initially not considered as a
separate variable defining teacher competence in the study design; however, with

the qualitative data gathered through open-ended questions, teachers voiced that
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personality traits and personal qualities of a language teacher is as important as
having professional competences. Personal characteristics are also found to be

important for employers, when it comes to teacher recruitment (Akcan, et al.).

The analyses and coding process showed that more than half of the teachers, more
specifically 60.4% of all teachers referred to personal characteristics when asked to
list the most important qualities a teacher of English should have. Furthermore,
attitude dimensions coded in relation to Grid items and therefore not listed here
should be considered within the personal dimension teacher brings to professional
competence; as in respecting teching and being eager for professional development. In
that sense, the frequency of these affective dimensions mentioned by the teachers
is much more than 60 per cent; thinking that they are not always voiced even

though they underlie the practices of teachers.

Teacher personality is addressed in many studies with references to personality
indicators and inventories and linked to teaching style and effectiveness (Cooper
2001, Eryilmaz and Kara, 2017). The teachers of the present study also provided
strong links between the profession and personal characteristics; with frequent
mention of the necessity of some personality traits as a prerequisite of being a
teacher. According to the results, for handling classroom issues, patient, organizer,
social, creative... teachers are needed. These characteristics were very interlinked;

and therefore, a guide that would describe a teacher as a person was needed.

Attitudes were also frequently mentioned. Yal¢in Incik and Akay (2015) report that
most student teachers found MoNE Competences sufficient to describe a
competent teacher; however, their participants also advised adding tolerance,
empathy, love of students and establishing good relationships with students to the
competence framework. This is in fact a very similar finding to the present study
in which affective factors were defined as most important qualities of a language

teacher. Establishing good ties and having positive attitudes for students are also
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acknowledged in international competence framework proposals (e.g., Pantic” and
Wubbels, 2010), which also included many characteristics frequently mentioned by

the participants in the present study.

Pierre and Oughton (2007) remind that affective dimension is hard to measure. The
same holds valid for the affective dimension in teacher competence. It is not easy
to put on a strict guideline, but we need to have them, as confirmed in literature,
somewhere as part of and in the definition of teacher competence. For this reason,
based on the findings of this study, a guide to personal characteristics will be

presented along with the competence framework.

5.5. Competence Framework

This part of discussion will propose a new framework of language teacher
competence for Turkish teachers of English. Originally, the competence descriptors
published by the Ministry consisted of two main parts; namely, generic teacher
competencies (2006) and subject-specific teacher competencies (2008) under 31 sub-
competencies and 233 performance indicators in total. General Directorate of
Teacher Training offered teacher competencies as a reference document for
teachers to understand what is expected of them and to set clear professional goals
for themselves. With its initial aim as a self-evaluation tool, the competencies
described by MoNE did not prove very effective in that the list was too long and
exhaustive, and hard to use. Therefore, there had been continuous efforts to revise
and update the tool. Now, with the publication of Teacher Strategy Document
(2017), a roadmap that announces that Ministry aims to update the competence

framework by the end of the year 2017.

Exclusively for the purposes of representing the Turkish language teachers’

definition of competence, ensuring alignment to international standards in terms
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of national teacher competence definitions, providing teachers with a reference tool
defining the competent language teacher so that teachers use the tool for reflection and
to set goals for their professional development; this study proposes a language
teacher competence framework document that is originally based on an
internationally acknowledged competence framework (European Profiling Grid,
2013), adapted through collaborative efforts of teacher educators and practitioners,
validated through implementation with more than fourthousand teachers, and

turther localized by incorporating teacher views.

The competence framework consists of two parts. In the first part which is
developed on EPG, competence descriptors were translated, adapted, and when
necessary, further aligned to Turkish context as previously described. The second
part of the framework includes a guide of personal characteristics, “teacher as a
person”, for reference of teachers to reflect on and for reference of prospective
teachers and future teacher candidates to consider before choosing the profession.
The competence definitions and the changes throughout the research project will
be presented in the Tables 5.1 to 5.13 below. Each table will incorporate a discussion
for why and why not changes were made in the related competence definitions,

illustrating the decisions taken in each step of the design process.
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Table 5.1
Translation, Adaptation, and Localization of Language Proficiency

st Original: Team-translated: Reviewed:
age
8 Language Proficiencyl Dil Yeterligi Dil Yeterligi
- Ingilizce dil yeterligi B1 seviyesindedir; yani,
Giinliik yasamda, iste ya da okulda, sik karsilasti1 ve tanudik oldugu
konulara dayali yazili ve sozlii ifadeleri ana hatlariyla anlayabilir.
« is studying the i o Seyahatlerde: diliAn konuguldg-gu yerlerde karsilagilabilecek ¢ogu
- Yiiksekogretim durumlarin iistesinden gelebilir.
target language at L A o e < oy .
tertiary level diizeyinde Ingilizce Kisgisel ilgi alanlar1 dogrultusunda ya da bildigi konularda, basit,
1.1 y R ogrenmektedir. ancak fikirler aras1 baglantilarin olusturulmus oldugu metinler
* has achieved B1 O . oo L e
- . - Ingilizce dil yeterligi |yoluyla kendini ifade edebilir.
proficiency in the L . < . . e e 1
B1 seviyesindedir. Yagadig1 olaylar1 ve deneyimlerini aktarabilir; diislerinden,
target language . : . e o L
umutlarindan ve isteklerinden sz edebilir, goriislerini ve planlarin
kisaca nedenleriyle ortaya koyabilir.
veya
-KPDS, UDS, YDS gibi sinavlardan 60 ila 74 puan alabilir/almistir.
- Ingilizce dil yeterligi B2 seviyesindedir; yani,
Soyut ve somut konulara dayali karmasik metinlerin ana fikrini
. . anlayabilir, kendi uzmanlik alani olan konularda teknik tartismalar
o is studying the . - R,
Eirzet lanen TEaT - Yiiksekogretim yiiriitebilir
g, guag diizeyinde ingilizce Cok zorlanmadan, belli l¢iide dogal ve akici bir dil kullanarak
tertiary level L . : N o
1.2 . ogrenmektedir. anadilde konusgan birisiyle iletisim kurabilir.
e has achieved B2 B o . " . : L
L i - Ingilizce dil yeterligi |Farkli konularda, ayrintil ve anlagilir bir sekilde kendini ifade
proficiency in the L . e . .
B2 seviyesindedir edebilir ve bir konunun olumlu ve olumsuz yonlerini ortaya koyarak
target language . o
kendi bakis agisin1 yansitabilir.
veya
-KPDS, UDS, YDS gibi sinavlardan 75 ila 84 puan alabilir/almistir.
- Ingilizce dil yeterligi B2 seviyesindedir; yani,
Soyut ve somut konulara dayali karmasik metinlerin ana fikrini
anlayabilir, kendi uzmanlik alani olan konularda teknik tartismalar
e has gained a B2 Resmi bir ingilizce yiiriitebilir
examination ‘% “ Cok zorlanmadan, belli 6l¢tide dogal ve akici bir dil kullanarak
. 4 sinavinda aldig1 smav i . . ..
certificate in the ucu B2 anadilde konusan birisiyle iletisim kurabilir.
21 target language S . Farkl1 konularda, ayrintili ve anlagilir bir sekilde kendini ifade
seviyesindedir ve C1 e . o
and has oral L edebilir ve bir konunun olumlu ve olumsuz yonlerini ortaya koyarak
diizeyinde konusma . e
competence at C1 becerisine sahiptir kendi bakis agisin1 yansitabilir. Ayrica,
level pHr- -Gereksinim duydugu ifadeleri fazla zorlanmadan bularak kendini
dogal ve akici bir sekilde ifade edebilir.
veya
- KPDS, UDS, YDS gibi sinavlardan 85 ila 94 puan alabilir/almigtir.
- Ingilizce dil yeterligi C1 seviyesindedir; yani,
® has gained a C1 - C1 diizeyinde Farkl1 yapiya sahip uzun ve karmagsik metinleri anlayabilir ve bu
examination Ingilizce smav sonug | metinlerdeki dolayh anlatimlari ve imalari fark edebilir.
certificate in the belgesi vardir. Gereksinim duydugu ifadeleri fazla zorlanmadan bularak kendini
target language veya dogal ve akici bir sekilde ifade edebilir.
29 or - Ingilizce ile ilgili bir | Dili akademik ve mesleki amaglar igin ve giinliik yasamda esnek ve
’ ¢ has a degree in boliimden tiniversite | etkili bir sekilde kullanabilir.
the target diplomasi almistir ve | Karmagik konularda, baglantilarin ve iligkilerin agikga ortaya
language and Cl1 diizeyinde kondugu, iyi yapilandirilmig, ayrintilar iceren metinler yoluyla
proven proficiency | Ingilizce bildigi kendini akic1 bir sekilde ifade edebilir.
at C1 level belgelenmistir. veya
- KPDS, UDS, YDS gibi smavlardan 95 ila 99 puan alabilir/almistir.
has gained a C2 - C2 diizeyinde - Inglllzvce dil yeterhugl C2 sev1}.7esmded1r; yani, 3
. . Duydugu ve okudugu her seyi kolayca anlayabilir.
examination Ingilizce smav sonug i e .
o . . Farkli yazili ya da sozlii kaynaklardan edindigi bilgiyi 6zetleyebilir,
certificate in the belgesi vardir. R e
bu kaynaklara dayali olarak bir tartismay1 yapilandirabilir, akici ve
target language, veya R . e
or - ingilizce ile ilgili bir dogal bir anlatim ile sunabilir.
3.1 5 & Akia bir dil kullanarak kendini tam anlamiyla ifade edebilir.

e has a degree in
the target
language and
proven proficiency
at C2 level

boliimden iiniversite
diplomasi almigtir ve
C2 diizeyinde
Ingilizce bildigi
belgelenmistir.

Karmagik durumlarda bile kendini ifade ederken ince anlam
farklarindan yararlanabilir.
ve
- KPDS, UDS, YDS, TOEFL gibi sinavlardan tam puan
alabilir/almigtir.

183




Table 5.1 (continued)
Translation, Adaptation, and Localization of Language Proficiency

Original: Team-translated: Reviewed:

S|
s Language Proficiency | Dil Yeterligi Dil Yeterligi

 has a language - Ingilizce ile ilgili bir
degree or C2

examination certificate

boliimden tniversite
diplomasi ve C2

duzeyinde Ingilizce - C2 seviyesinde Ingilizce smav sonug belgesi vardir ve ayn

zamanda dili akic1 ve dogal kullanir.
veya
- Ingilizce’yi anadili kadar iyi kullanabilir.

plus a natural
command of the target
language,

or

* has native speaker
competence in the
target language

sinav sonug belgesi
3.2 vardir; ayni1 zamanda
dili akic1 ve dogal
kullanur.

veya

-Ingilizce'yi anadili
kadar iyi kullanabilir.

As was discussed before, the definitions in the Language Proficiency area on the
original Grid were expanded after teacher interviews to include CEFR level
descriptors and the equivalent exam scores provided by OSYM. After the
qualitative analyses and coding processes, native language proficiency came as a
related construct under language proficiency. However, as this competence area
describes English proficiency only, native language proficiency is reserved to be
included under the Language Awareness area, considering the contrastive
linguistic implications observed in teacher comments. For the abovementioned
reasons, no further changes were made and the competence area will be used as it

was after teacher-reviews conducted during the first piloting.

The process for Education and Training can be seen in Table 5.2 below. This category
at first included definitions that were appropriate for the European context, but
also some procedures that does not exist in Turkish teacher education system.
Following review and adjudication procedures, the definitions were adapted to
match the recruitment procedures and teacher education practices in Turkey. In
this respect, the descriptors at the first three stages of development were totally
changed and re-written. Qualitative data did not necessitate any further
amendments in this competence area; therefore, the descriptors will appear in the

same form they had after teacher interviews.
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Table 5.2
Translation, Adaptation, and Localization of Education and Training

Stage

Original:
Education and Training

Team-translated:
Egitim ve Ogretim

Reviewed:
Egitim ve Ogretim

¢ is undertaking preliminary training
as a language teacher at a teacher
training college, university or a

- Ogretmen yetistiren resmi bir
yiiksekokul, {iniversite veya 6zel

- Ogretmen yetistiren resmi bir
yiiksekokul, {iniversite veya 6zel
kurumda, yabanci dil 6gretmeni
olarak baglangig¢ diizeyinde
Ogretmen egitimi almaktadir.
veya

11 ki d dil 6gretmeni :
private institution offering a urumea, yabanc1“ ! o.gre ment - Ingilizce ile ilgili bir béliimde
. . olarak baglangi¢ diizeyinde
recognised language teaching s o okumakta ve halen formasyon
. Ogretmen egitimi almaktadir. e
qualification egitimi almaktadir.
veya
- Ingilizce 6gretmenligi mezunu
degildir ve formasyon almamistir.
- Ingilizce ile ilgili bir boliimden
(ingiliz Dili  Edebiyati, ingiliz
Dilbilimi vb.) mezundur; bir donemlik
k 5 dersten ol , staj
+has completed prtof hertis | - YOMemblim (metocoioiyveait | SR8 L TR T
e 1 farkindalig1 alanlarinda baglangig —— 8 yoneg
initial . F SN tamamlamugtir.
. diizeyindeki egitimin bir kismini
training in language awareness and tamamlavarak. &3retmenlize veya
1.2. methodology, enabling her/him to Y " & __g - 'ngilizce ile ilgili olmayan bir
. i baglamasini saglayacak diizeyde o __ . - .
begin teaching the target language, - . . béliimden (6rn. Biyoloji, Tarih vb.)
X bilgi edinmis; ancak hentiz resmi e e .
but has not yet gained a L . mezundur ve iki dénemlik (en az 8
lification olarak SESgRen statiist ders + staj gordiigii) bir Ingilizce
quatiticatio kazanmamugtir. i e
ogretmenligi formasyonu
sertifikas1 programini
tamamlayarak 6gretmen niteligi
kazanmustir.
* has gained an initial qualification
f 11 leti . .
a Fe? sucgEsyr Y comploiigs - Okul deneyimi ve 6gretmenlik - Ingilizce ile ilgili bir boliim (Ingiliz
minimum of 60 hours of i, s . - et s
R uygulamasi derslerini de kapsayan | Dili Edebiyati, Ingiliz Dilbilimi vb.)
documented structured training in R . .. o
K . en az 60 saatlik Ingilizce Ogrencisi veya mezunudur; ayrica, iki
teaching the target language, which | e e > . .
. _ - Ogretmenligi egitimi alarak donemlik (en az 8 ders alip staj
included supervised teaching L e e Ll e . is
ractice Ogretmen niteligi kazanmig gordiigii) bir Ingilizce Ggretmenligi
2.1. P . veya formasyonu sertifikas1 programini
or - Ingilizce ile ilgili bir boliimde tamamlayarak  Ogretmen  niteligi
¢ has completed a number of - . & . is v 8 &
) ve/veya Ingilizce 6gretmenligi kazanmigtir.
courses or modules of her/his L7, S e
degree in the target language alaninda tiniversite egitiminin veya
& 8 4g 8 birgok dersini tamamlamus ancak -ingilizce 6gretmenligi boliimiinde
and/or language teaching . . s
. - hentiiz mezun olmamistir son sinif 6grencisidir.
pedagogy without yet gaining the
degree
- Programinda ogretmenlik
- Programinda 6gretmenlik uygulamasi (staj) ve dil egitimi
* has a degree in the target uygulamasi (staj) ve dil egitimi (pedagoji) dersleri de yer alan,
language with a language (pedagoji) dersleri de yer alan, Ingilizce ile ilgili bir béliimden
pedagogy component involving Ingilizce ile ilgili bir bsliimden (Ingilizce ~ &fretmenligi)  mezun
supervised teaching practice, mezun olmustur olmustur.
2.2. or veya veya

¢ has an internationally recognised
(minimum 120 course hours)
certificate in teaching the target

language

- Ingilizce 6gretmenligi yapmak igin
uluslararasi diizeyde kabul géren
bir sertifikasi (en az 120 ders saati
sonunda alinan) ya da diplomast
vardir.

- Bagka bir boliimden mezundur ve
Ingilizce 6gretmenligi yapmak igin
uluslararasi diizeyde kabul géren
bir sertifikasi (en az 120 ders saati
sonunda alinan; érn. CELTA) ya da
diplomasi vardir.
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Table 5.2 (continued)
Translation, Adaptation, and Localization of Education and Training

Original:
Education and Training

Team-translated:
Egitim ve Ogretim

Reviewed:
Egitim ve Ogretim

¢ has a degree or degree module in
teaching the target language
involving supervised teaching
practice,
or

¢ has an internationally recognised

- Ogretmenlik staji uygulamasi olan,
Ingiliz dili egitimi ile ilgili bir
programdan (Ingilizce 6gretmenligi)
diplomas: vardir

veya

- Ingilizce 6gretmenligi yapmak igin

- Ogretmenlik staji uygulamast olan,
ingiliz dili egitimi ile ilgili bir
boliimden  (Ingilizce  Sgretmenligi)
diplomasi vardir;

ve en az 100 saatlik hizmetigi egitime de
katilmugtir.

veya

3.1. | (minimum 120 course hours) uluslararasi diizeyde kabul géren oo Lo R .
o . . SR Lo e - Ingilizce Ogretmenligi yapmak igin
certificate in teaching the target bir Ingilizce 6gretmenligi sertifikasi . . R
. uluslararasi diizeyde kabul goren bir
language and also (en az 120 ders saati sonunda alman) |, . e N L
. . Ingilizce 6gretmenligi sertifikasi (en az
* has participated in at least 100 vardir; . ..
120 ders saati sonunda alinan, Orn.
hours ve bunun yaninda
. . o .. CELTA) vardir;
of further structured in-service - en az 100 saatlik hizmetigi egitime oo .
. ve en az 100 saatlik hizmetigi
training de katilmisgtir. ..
egitime de katilmistir.
- Yabanci Dil 6gretmenligi veya
, opre 5! vey - Yabana Dil Ogretmenligi veya
¢ has completed a master’s degree or | uygulamali dilbilim alaninda —_— ..
. - . M uygulamali dilbilim alaminda yiiksek
degree module in language yiiksek lisansin1 tamamlamugtir; eger |.. . B
A d L . . . lisansini tamamlamistir; eger daha dnce
pedagogy or applied linguistics, daha 6nce almadiysa 6gretmenlik s .
. . . . e almadiysa Ogretmenlik uygulamasi
involving supervised teaching uygulamasi dersleri (staj) de S
. gl . dersleri (staj) de almustir.
practice if this was not part of earlier almigtir. .
training. veya
- Dil 6gretimi alanin tiksek lisan
or - Dil 6gretimi alaninda yiiksek lisans o6 etimi ala ,dé yukse® lisans
. . A e derecesi veya mesleki bir sertifikas1 (en
3.2. | ® has a postgraduate or professional derecesi veya mesleki bir sertifikas1

diploma in language teaching (min.
200 hours course length).

¢ has had additional training in
specialist areas (e.g. teaching the
language for specific purposes,
language assessment, teacher
training).

(en az 200 ders saati sonunda alinan)
vardir

ve bunun yaninda

- Belirli bir alanda uzmanlagsmak
tizere egitim almistir. (6rn. 6zel alan
dili 6gretimi, 6lgme degerlendirme,
Ogretmen egitimi vb.)

az 200 ders saati sonunda alinan, orn.
CELTA + DELTA)

ve bunlarin yaninda

- Belirli bir alanda uzmanlagmak {izere
egitim almistir. (6rn. ozel alan dili
Ogretimi, degerlendirme,
Ogretmen egitimi vb.)

Olgme

Following the Education and Training competence area, Table 5.3 on the next page

presents the translation, adaptation and localization process for Assessed Teaching

competence area. As can be observed in the following table, the competence

definitions in this area did not need substantial changes. Therefore, most

descriptors will appear without changes to the teacher-reviewed versions.

The only amendment after the reviews was the addition of a new competence

descriptor that read “Uygulama 6gretmenligi yapar ve 6gretmen adaylarma MEB

tarafindan belirtilen sekilde rehberlik eder” (tr: Serves as a mentor teacher and guides

prospective teachers as set out by MoNE) as another definition of a teacher who is at

Stage 3.2 in professional development (new descriptor appears in bold).
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Table 5.3
Translation, Adaptation, and Localization of Assessed Teaching

Team-translated:

Reviewed:

Original: N . . . . . .
Stage 8 . Degerlendirmeye Tabi Degerlendirmeye Tabi Ogretmenlik
Assessed Teaching - .
Ogretmenlik Uygulamalar1 Uygulamalar:
o g.ammg experience by - Baz1 derslerin bir béliimiinde e
teaching e . . - Baz1 derslerin bir boliimiinde
. ogretmenlik yaparak ve bir - . . .
parts of lessons and sharing . . L. ogretmenlik yaparak ve bir meslektas: ile
1.1 . meslektasi ile deneyimlerini . e .
experience . deneyimlerini paylasip geribildirim alarak
; . paylasip geribildirim alarak .
with a colleague who is .. tecriibe kazanmaktadir.
. tecriibe kazanmaktadir.
providing feedback.
has had i f bei - Tek d latirks
* has .a experience of being ek basmna ervs.an a jr en - Tek basina ders anlatirken danigman
supervised, observed and danigman destegi aldig, .. . . .
L. . . s . . e, |destegi aldigy, gozlemlendigi ve
positively assessed while gozlemlendigi ve degerlendirildigi . LN . .
e . . degerlendirildigi ders deneyimleri olmustur.
teaching individual lessons. ders deneyimleri olmustur. o s .
1.2. . . oy . - Kiigiik 6grenci gruplariyla veya simuf
e has had experience of running | - Kiigiik 6grenci gruplariyla veya e e .
. o . e L arkadaslariyla simf ici kiiciik 6lgekli
teaching activities with small siif arkadaglariyla smifigi kiigiik L. N
N . L aktiviteler gergeklestirmistir (“micro-
groups of learners or fellow Olgekli aktiviteler gerceklestirmistir . .
. .. ., . ., K teaching” benzeri)
trainees (‘microteaching’). (“micro-teaching” benzeri)
- Ogretmenlik egitiminin ilk
® in initial training, has had a asamalarindayken, en az iki farkli |- Ogretmenlik egitiminin ilk
total of at least 2 hours of seviyede ve toplamda en az iki asamalarindayken, en az iki farkli seviyede
successful documented, saatlik bagarili olarak belgelenmis | ve toplamda en az iki saatlik basarili olarak
assessed teaching practice atat | ve degerlendirilmis 6gretmenlik belgelenmis ve degerlendirilmis 6gretmenlik
2.1. least two levels. uygulamasi deneyimi vardir. uygulamasi deneyimi vardir.
¢ in real teaching has been - Gergek okul ortaminda 3 saatlik - Gergek okul ortaminda 3 saatlik
observed and had positive ogretmenlik uygulamasi yaparken ogretmenlik uygulamasi yaparken
documented feedback on 3 izlenmis ve resmi bir sekilde izlenmis ve resmi bir sekilde belgelenmis
hours of lessons. belgelenmis olumlu geribildirim olumlu geribildirim almigtir.
almugtir.
- Ogretmenlik egitimi sirasinda , en
« in training, has had a total of az iki farkli se}ziyede ve toplamda | - Ogretm"enlik egitimi sirasinda , en az iki '
en az alt1 saatlik basarili olarak farkli seviyede ve toplamda en az alt1 saatlik
at least 6 hours of successful - . - L
. belgelenmis ve degerlendirilmis basarili olarak belgelenmis ve
documented, assessed teaching e . S > o .
. ogretmenlik uygulamasi deneyimi | degerlendirilmis 6gretmenlik uygulamasi
practice at at least two levels. ..
2.2. | e inreal teaching has been vardir. deneyimi vardur.
- 8 . - Gergek okul ortaminda, ii¢ ya da - Gergek okul ortaminda, ii¢ ya da daha
observed and had positive . . . s .
daha fazla seviyede 6 saatlik fazla seviyede 6 saatlik 6gretmenlik
documented feedback on 6 e . . . s
Ogretmenlik uygulamas: yaparken uygulamasi yaparken izlenmis, resmi bir
hours of lessons at three or more | . . Lo . > . R
levels izlenmis, resmi bir sekilde sekilde belgelenmis olumlu geri doniit
' belgelenmis olumlu geri doniit almugtir.
almugtir.
;S}S\::SI;Zefr:)fbserved and - Hem 6gretmenlik uygulamasi hem | - Hem 6gretmenlik uygulamasi hem de
. . de dgretmenligi sirasinda, degisik ogretmenligi sirasinda, degisik seviyelerde
at least 10 hours during teaching . el ; Ciil nx . .
R : seviyelerde ve degisik 6grencilerle ve degisik 6grencilerle en az 10 saatlik
practice and real teaching at . . . . .
3.1. . 1 o en az 10 saatlik dersi sirasinda dersi sirasinda gozlemlenmis,
various levels and with different |~ . . IR N s .
gozlemlenmis, degerlendirilmis ve degerlendirilmis ve bu deneyiminde
types of learner, and has .. . g
. o bu deneyiminde olumlu ve olumlu ve belgelenmis geribildirim
received positive documented belgelenmis geribildirim almistir almugtir
feedback. 8 $8 st S
- Hem &gretmenlik uygulamas1 hem de
* has been observed and - Hem 6gretmenlik uygulamasi hem |6gretmenligi sirasinda, en az 14 saatlik dersi
assessed for at least 14 hours de 6gretmenligi sirasinda, en az 14  |sirasinda gozlemlenmis, degerlendirilmis ve
during teaching practice and saatlik dersi sirasinda gozlemlenmis, |belgelenmis geribildirim almigtir.
32 real teaching, and has received degerlendirilmis ve belgelenmis - Daha az deneyimli 6gretmenler igin

documented feedback.

® has been assessed as mentor or
observer of less experienced
teachers.

geribildirim almigtir.

- Daha az deneyimli 6gretmenler igin

gozlemci veya mentor olarak
degerlendirilmistir.

gozlemci veya mentor olarak
degerlendirilmistir.

- Uygulama 6gretmenligi yapar ve
ogretmen adaylarina MEB tarafindan
belirtilen sekilde rehberlik eder.

187




Under the Education and Training category of the competence framework, another

competence area that did not necessitate further substantial changes was Teaching

Experience. The process is presented below in Table 5.4:

Table 5.4
Translation, Adaptation, and Localization of Teaching Experience

Stage

Original:
Teaching Experience

Team-translated:
Ogretmenlik Deneyimi

Reviewed:
Ogretmenlik Deneyimi*

* has taught some lessons or

- Bir veya iki seviyede birkag ders

- Bir veya iki dil seviyesindeki 6grencilere

birkag ders anlatmis veya bagkalar1

1.1 | parts of anlatmus veya verilen derslerin bir . i
R tarafindan verilen derslerin bir boliimiinii
lessons at one or two levels bolimuni anlatmustir.
anlatmustir.
® has own class(es) but only - Kendi sinif(lar1) vardir ancak sadece | - Kendi sinif(lar1) vardir ancak sadece bir
1.2 | experience at one or two bir ya da iki farkli egitim seviyesinde | ya da iki farkli dil seviyesinde ders verme
levels deneyimi vardir. deneyimi vardir.
¢ has between 200 and 800
h f - Resmi olarak 200 il i k
o . - Resmi olarak 200 ila 800 saat aras1 tek esmt? ara 0.0 . 800. dt.ers saati arast fe
documented unassisted A r L bagina dgretmenlik deneyimi vardir.
2.1. R i basina 6gretmenlik deneyimi vardir . R L.
teaching experience. . . ,_ - Birkag farkli dil seviyesinde dersler
- Birkag farkli seviyede ders vermistir. L.
* has taught classes at several vermistir.
levels.
¢ has between 800 and 2.400
hours of Resmi olarak 800-2.400 saat arasi, Resmi olarak 800-2.400 ders saati arasi,
documented teaching - Farkli egitim seviyelerinde - Farkli dil seviyelerindeki 6grenci gruplarina
2.2 | experience: - Birden fazla farkl egitim ve 6gretim |- Birden fazla farkli egitim ve Ogretim
- at various levels ortaminda 6gretmenlik deneyimi ortaminda
- in more than one teaching vardir. ders verme deneyimi vardir.
and learning context
* has between 2.400 and 4.000
houarss oi = an Resmi olarak 2.400- 4.000 saat arasi, Resmi olarak 2.400- 4.000 ders saati arasi,
. - C2 seviyesi disindaki diger yeterlik |- C2 seviyesi digindaki diger dil
documented teaching . . A R . . s .
. seviyelerindeki 6grencilerle seviyelerindeki 6grencilere
3.1 |experience: . e RV : Cips RV
- Birden fazla farkl egitim ve 6gretim |- Birden fazla farkli egitim ve Ogretim
- at all levels except C2, L - L
. . . ortaminda 6gretmenlik deneyimi ortaminda
- in several different teaching .
R vardir. ders verme deneyimi vardir.
and learning contexts.
® has about 6.000 hours,
documented - Resmi olarak yaklasik 6000 saat - Resmi olarak yaklasik 6000 ders saati
teaching Ogretmenlik deneyimi vardir Ogretmenlik deneyimi vardir.
30 |° has taught in many different |- Cok sayida farkli 6grenme ortaminda | - Cok sayida farkli 6grenme ortaminda

teaching and learning contexts
* has experience of
mentoring/training

other teachers

Ogretmenlik yapmustir
- Diger 6gretmenlere danismanlik
yapmis, egitim vermistir.

Ogretmenlik yapmustir.
- Diger 6gretmenlere de danigmanlik
(mentorluk) yapmus, egitim vermistir.

* Ders saati hesaplamak i¢in su formiil
kullanilabilir:

36 x [haftalik ortalama ders saati] x [hizmet y1l1]

Ornegin;

Haftada ortalama 25 saat derse giren 3 yillik
hizmetini tamamlamus bir 6gretmen icin 6rnek
hesaplama:

36 x 25 x 3 = 2700 ders saati

In Teaching Experience area, the only difference after the reviews by teacher

interviews was adding a formula for the calculation of an approximate number of

teaching hours in total; to help teachers in deciding on which slot to locate
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themselves on. Other than the formula that appears below the definitions, the
competence descriptors were not changed and were used as they were after teacher
reviews. The competence areas listed under Education and Training category was

thus finalized.

Considering the Key Teaching Competences category, especially the competence
area “Methodology: Knowledge and Skills” was improved through the inclusion
of new competence descriptors. These new descriptors included competence
definitions that were developed based on the teacher responses in the survey. The
codes that were identified to be added under the competence areas listed in this
category were “7. knows about developmental psychology”, “8. good communication with
students” and “9. teaching as a talent, being able to convey what one knows”. The
descriptors that related to first two codes were added under Methodology area. On
the other hand, the definitions that related to ADD-talent and IMP-motivation codes
were reserved for inclusion in the other competence areas listed under Key
Teaching Competences. In the following table, new descriptors appear in bold-face

under the last column:

Table 5.5
Translation, Adaptation, and Localization of Methodology: Knowledge and Skills
Original: .
& Team-translated: Reviewed: .
Methodology: .. .. New definitions after surveys:
Stage Metodoloji: Metodoloji: . .
Knowledge & . . o . Metodoloji: Bilgi ve Beceriler
. Bilgi ve Beceriler Bilgi ve Beceriler
Skills
- Farkli dil 6grenme teorileri ve
¢ is learning about - Farkli dil 6grenme metotlari ile ilgili halen egitim
. 5 - Farkli dil 6grenme o & . & 5
different language oo . teorileri ve metotlariile |almaktadir.
. . teorileri ve metotlartile |~ o s .
learning theories and e el ilgili halen egitim - Daha deneyimli 6gretmenleri
ilgili egitim almaktadir. .
methods. . almaktadir. izlerken, kullandiklar: materyal ve
. - Daha deneyimli - e e s
* when observing more |.., . - Daha deneyimli ogretim tekniklerini neden
1.1 . Ogretmenleri izlerken, - - e e
experienced teachers, Ogretmenleri izlerken, segtiklerini anlayabilir
kullandiklar1 materyal ve . R e
can understand why o e kullandiklar1 materyal - gelisim psikolojisi konusunda
Ogretim tekniklerini e e Dere
they have chosen the s ve dgretim tekniklerini | egitim almaktadir
. neden sectiklerini . L. e ws .
techniques and lavabili neden segtiklerini - deneyimli 6gretmenlerin
materials they are using. arfayabiiir anlayabilir ogrencilerle iletisimini
gozlemleyebilir
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Table 5.5 (continued)
Translation, Adaptation, and Localization of Methodology: Knowledge and Skills

Original:
Team-translated: Reviewed:
Methodology: . . New definitions after surveys:
Stage Metodoloji: Metodoloji: o Tl s .
Knowledge & . . o . Metodoloji: Bilgi ve Beceriler
. Bilgi ve Beceriler Bilgi ve Beceriler
Skills
* has basic - Farkli dil 6grenme teorileri ve

understanding of
different language
learning theories and
methods.

* can select new
techniques and

- Farkli dil 6grenme
teorileri ve metotlar:
hakkinda temel bilgi
sahibidir.

- Meslektaglarinin
Onerilerinden de

- Farkli dil 6grenme
teorileri ve metotlar1
hakkinda temel bilgi
sahibidir.

- Meslektaglarinin
onerilerinden de

metotlar1 hakkinda temel bilgi
sahibidir.
- Meslektaglarinin 6nerilerinden de
faydalanarak yeni 6gretim teknik ve
materyalleri segebilir.

- Farkli egitim-6gretim ortamlar1

1.2 materials, with advice '.E.avyda.lanarali yen fa vyda'lanarak' yen icin farkli teknik ve materyaller
Ogretim teknik ve Ogretim teknik ve . e
from colleagues. . . . e belirleyebilir.
X ? materyalleri segebilir. materyalleri segebilir. . . e e e et ers
e can identify A A - gelisim psikolojisi ile ilgili temel
. - Farkli egitim-6gretim - Farkli egitim-6gretim e 1.
techniques and . . bilgi sahibidir
) K ortamlari igin farkl ortamlari i¢in farkl s .
materials for different . . - deneyimli 6gretmenlerin
R . teknik ve materyaller teknik ve materyaller - g IS .
teaching and learning . e . e ogrencilerle iletisiminde dikkat
belirleyebilir. belirleyebilir. . . . s
contexts. ettikleri noktalar1 belirleyebilir.
¢ is familiar with - Dil 6grenme teorileri ve |- Dil 6grenme teorileri ve |- Dil 6grenme teorileri ve metotlarina
language learning metotlarina asinadir. metotlarina aginadir. asinadir.
theories and methods |- Iki yada daha fazla - Iki ya da daha fazla - Iki ya da daha fazla seviyedeki
* is familiar with seviye (6grencilerin seviyedeki 6grenciler ogrenciler (6rn. Al ve B1 gibi) igin
techniques and seviyesi) i¢in (6rn. Al ve B1 gibi) igin  |kullanilabilecek &gretim teknik ve
materials for two or kullanilabilecek 6gretim  |kullanilabilecek 6gretim |materyalleri ile aginadir.
more levels teknik ve materyalleri ile |teknik ve materyalleriile |- Farkli 6gretim ortamlar: igin teknik
e can evaluate froma |aginadir. asinadir. ve materyallerin pratik agidan
21 practical perspective - Farkli 6gretim ortamlari |- Farkli 6gretim ortamlar1 [uygunlugunu degerlendirebilir.

' the suitability of igin teknik ve igin teknik ve - Hangi yontem ve teknikleri
techniques and materyallerin pratik materyallerin pratik kullanacagini segerken belirli
materials for different  |agidan uygunlugunu agidan uygunlugunu gruplarin ihtiyaglarini géz oniinde
teaching contexts degerlendirebilir. degerlendirebilir. bulundurabilir.

e can take into account |- Hangi yontem ve - Hangi yontem ve - gelisim psikolojisi alanindaki
the needs of particular  |teknikleri kullanacagini  |teknikleri kullanacagin onemli yaklasimlarin karsilastirip
groups when choosing  [segerken belirli gruplarin |secerken belirli gruplarin | tartisabilir.
which methods and 6zel ihtiyaglarini goz ihtiyaglarin1 goz dniinde | - 6grencilerle iyi iletisim kurmanin
techniques to use ontinde bulundurabilir.  |bulundurabilir. onemini bilir.
R . - Dil 6grenme teorileri ve metotlarini,
¢ is well acquainted . N
. . Ogrenme stillerini ve 6grenme
with language learning S S . - i s
. - Dil 6grenme teorileri ve |- Dil 6grenme teorileri ve |stratejilerini ¢ok iyi bilir.
theories and methods, v o ty e ..
. metotlarini, 6grenme metotlarini, 6grenme - Ogretim yontem ve materyallerinin
learning styles and P g . :
. R stillerini ve 6grenme stillerini ve 6grenme ardindaki kuramsal temelleri fark
learning strategies. S ey sy PR o
R . stratejilerini ok iyi bilir. |stratejilerini ¢ok iyi bilir. |edebilir.
e can identify the By e s s i
. L - Ogretim yontem ve - Ogretim yontem ve - Cesitli 6gretim teknigi ve
theoretical principles . . . . L : .
2.2 . . materyallerinin ardindaki |materyallerinin ardindaki | aktiviteleri uygun sekilde
behind teaching . . .
techni d kuramsal temelleri fark  |kuramsal temelleri fark kullanabilir.
echmiques an edebilir. edebilir. - gelisim psikolojisi alanindaki
materials. s ol s s . . .
. - Cesitli 6gretim teknigi | - Cesitli 6gretim teknigi onemli yaklasimlarin kuramsal
* can use appropriately o L PR
. . ve aktiviteleri uygun ve aktiviteleri uygun temelleriyle igili bilgi sahibidir.
a variety of teaching . e . s .y : Taticiming
) sekilde kullanabilir. sekilde kullanabilir. - 6grencilerle iletisimini
techniques and R ‘e .
L iyilestirmek igin alternatifler
activities. s cpirateils
gelistirebilir.
id
° can p'r OVI_ € P - Kullanulan 6gretim yaklagimimn ve
theoretical justification e R 1 R .
. - Kullanilan dgretim - Kullanilan &gretim cok gesitli teknik ve materyalin
for the teaching . .
. yaklagiminin ve gok yaklagiminin ve gok kuramsal gerekgesini agiklayabilir.
approach being used s . 1 . - o
. cesitli teknik ve cesitli teknik ve - Cok sayida 6gretim teknigi,
and for a very wide . . - . .
. materyalin kuramsal materyalin kuramsal aktivite ve materyali kullanabilir.
3.1 |range of techniques

and materials.

® can use a very wide
range of teaching
techniques, activities
and materials.

gerekgesini agiklayabilir.
- Cok sayida 6gretim
teknigi, aktivite ve
materyali kullanabilir.

gerekgesini agiklayabilir.
- Cok sayida dgretim
teknigi, aktivite ve
materyali kullanabilir.

- Gelisim psikolojisi konusundaki
bilgisi sayesinde 6grencilere temel
danigmanlik yapabilir,

- 6grencilerle iletisimi ¢ok
giicludiir.
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Table 5.5 (continued)
Translation, Adaptation, and Localization of Methodology: Knowledge and Skills

Original: .
Metghodolo : Team-translated: Reviewed: New definitions after surveys:
Stage Knowled eggz‘ Metodoloji: Metodoloji: Metodoloji: Bilgi ve Becerier ‘
Skill 8 Bilgi ve Beceriler Bilgi ve Beceriler ) P8
1118
¢ has a detailed T o .. e e ... . .|-Dil 6gretimi ve dgrenimi ile ilgili
. - Dil 6gretimi ve 6grenimi |- Dil 6gretimi ve 6grenimi . o
knowledge of theories |~ 7 . o . teoriler hakkinda detayl bilgi
. ile ilgili teoriler hakkinda [ile ilgili teoriler hakkinda o .
of language teaching o o o o sahibidir ve bunlar1 meslektaslari ile
d1 5 d detayli bilgi sahibidir ve |detayli bilgi sahibidir ve )
and ‘earning an bunlari meslektaslari ile |bunlar1 meslektaglari ile paylastr. - I
shares it with paylagir paylagir - Meslektaslarinin 6gretim tekniklerini
11 . ) ) listirmek 1 It
Coocai;lil(f;:lflj(iw u - Meslektaglarinin - Meslektaglarinin gteizlfeizlr;ei argf:tlg’d;:)l(())r'\i ansmdan
observation ofp Ogretim tekniklerini Ogretim tekniklerini g" lii ve }li pliam 11 eri;ail(fl;irim
1 ith gelistirmek amaciyla gelistirmek amaciyla gu¢ 1;1_ . $18
32 Cjacete;illlles " onlari gozlemleyip, onlari gozlemleyip, sul\?[isi«!lita larinin kullanmast igin
Fn thod '1 - call metodoloji agisindan metodoloji agisindan her sevi ¢ n aktivit ¢
© ;) fo 3%) Caki] giiclii ve kullanigh giiclii ve kullanigh ¢ tsev )llle ve uy%;,ll, a ; :_e bili
develop their range of |Berdirim sunabilc | geribidirim sunabili | TG LG G o
t hinp techni ; - Meslektaslarinin - Meslektaglarinin bil is?ni l:n mellekta lariyla
-e:m sfleitcam;]lclre;te kullanmast igin her kullanmast igin her a gla abiglir s glarty
appropriate tasks and seviyeye uygun aktivite |seviyeye uygun aktivite -l(?i“}llﬂer?cilerle. iletisim konusunda
rrI:pt rip s for anv level ve materyaller segebilir |ve materyaller segebilir daﬁa a2z dene imli§ meslektaslarma
A 2TV VY ve gelistirebilir. ve gelistirebilir. A Y - $
for use by colleagues. rehberlik edebilir.

The new descriptors were graded in a way that they would use a language style

that is similar to the language used across the Grid. In that way, it was ensured that

they match the other descriptors listed for the same level of professional

development.

For the next competence area, Assessment, new competence descriptors and

indicators about national exams and preparation of general standardized exams

were added to the descriptors, in order to ensure relevance to Turkish context. The

changes in the descriptors appear in bold-face in the following table:

Table 5.6

Translation, Adaptation, and Localization of Assessment
Original Team-translated Reviewed
Assessment Degerlendirme Degerlendirme

e can conduct and mark end of

- Ders kitabinda yer alan {inite

- Ders kitabinda yer alan {inite sonu testlerini

1.1 sonu testlerini uygulayabilir ve
unit tests from the course book. | >0 M ST nyguiay uygulayabilir ve degerlendirebilir.
degerlendirebilir.
e can conduct and mark . Gereldi mate.er).laller- \{er}lfhgmde - Gerekli materyaller verildiginde gelisim izleme
izleme testlerini (gelisimi 6lgen e L. . N
progress tests (e.g. end of .. testlerini (6grencinin ilerlemesini 6lgen donem ya
. dénem ya da yil sonu siavlarr) o
term, end of year) when given L da yil sonu sinavlari gibi smavlar) uygulayip
. uygulayip notlandirabilir. e
the material to do so. g . . notlandirabilir.
12 -Gerekli materyal saglandiginda . < M _—
* can conduct oral tests when 1o i - Gerekli materyal saglandiginda sozlii sinavlari
. . sOzlii sinavlar1 uygulayabilir. e
given the material to do so. uygulayabilir.

- Uygun konu sonu testi
(revision) aktiviteleri
hazirlayabilir ve uygulayabilir.

® can prepare and conduct
appropriate revision activities.

- Uygun konu degerlendirme (revision)
aktviteleri hazirlayabilir ve uygulayabilir.
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Table 5.6 (continued)
Translation, Adaptation, and Localization of Assessment

Original
Assessment

Team-translated
Degerlendirme

Reviewed
Degerlendirme

e can conduct regular
progress tests including an
oral component.

e can identify areas for
students to work on from the

- Diizenli olarak, s6zlii kismi da
olan izleme testleri uygulayabilir.

- Test ve degerlendirme
aktivitelerinin sonuglarini goz
oniinde bulundurarak dgrencilerin

- Diizenli olarak, sozlii kismi da olan gelisim
izleme testleri uygulayabilir.

- Test ve degerlendirme etkinliklerinin
sonuglarimni goz 6ntinde bulundurarak

2.1. | results of tests and assessment |calismasi gereken alanlar1 Ogrencilerin galigmasi gereken alanlar1
tasks. belirleyebilir. belirleyebilir.
e can give clear feedback on - Belirledigi giiglii ve zayif - Belirledigi giiclii ve zayif noktalar igin
the strengths and weaknesses | noktalar igin anlagilir geribildirim | anlasilir geribildirim sunabilir ve bireysel
identified and set priorities for | sunabilir ve bireysel ¢alisma igin caligma igin dncelikler belirleyebilir.
individual work. oncelikler belirleyebilir.
- Ogrencilerin dil bilgi ve
becerilerindeki ilerlemeyi ssnamak
e can select and conduct i¢in diizenli degerlendirme - Ogrencilerin dil bilgi ve becerilerindeki
regular assessment tasks to aktiviteleri segebilir ve ilerlemeyi sinamak i¢in diizenli degerlendirme
verify learners’ progress in uygulayabilir etkinlikleri segebilir ve uygulayabilir
language and skills areas. - ogrencilerin dil farkindaligini - Ogrencilerin dil farkindaligini arttirmak igin,
® can use an agreed marking |arttirmak igin, yazili ddevlerindeki |yazili 6devlerindeki gesitli hata tiirlerini
2.2 | code to identify different types |gesitli hata tiirlerini belirlemek belirlemek amaciyla hazirlanmis degerlendirme
of errors in written work in amaciyla hazirlanmis Olgekleri (rubric) kullanabilir.
order to increase learners’ degerlendirme kodlari (rubric) - Seviye belirleme smavi1 (genel sinavlar, TEOG,
language awareness. kullanabilir. YDS gibi) i¢in hazirlik yapabilir ve
e can prepare for and - Seviye belirleme smavi koordinasyon saglayabilir.
coordinate placement testing. (yerlestirme testi) igin hazirlik - Ortak sinavlarin hazirlanmasinda rol alir.
yapabilir ve koordinasyon
saglayabilir.
- Izleme smavlari (sézlii ve yazili)
ici teryal ktivitel
e can design materials and o er),,é Ml o - Gelisim izleme sinavlar1 (sozlii ve yazili) igin
hazirlayabilir. - o
tasks for progress assessment oy o N materyal ve etkinlikler hazirlayabilir.
A - Ogrencilerin zayif ve giiglii sy o ko, A ..
(oral and written). . .. K i - Ogrencilerin zayif ve giiglii yonlerini fark
p X yonlerini fark edebilmelerine R X = -
* can use video recordings of N oo edebilmelerine yardimer olmak igin, 6grencilerin
L. . yardimcr olmak igin, 6grencilerin . X J
learners’ interactions to help e 2. birbirleriyle olan smnif igi iletisiminin video
. . birbirleriyle olan smuf igi -
3.1 |them recognise their strengths | =~ """ " " kayitlarini kullanabilir.
iletisiminin video kayitlarim i o S
and weaknesses. Kullanabilir - Ogrencilerin konusma ve yazma becerilerini
e can apply CEFR criteria sy o 6lgmek icin Avrupa Ortak Dil Cergevesi (CEFR)
R 3 - Ogrencilerin konusma ve . . A . i1
reliably to assess learners o . kriterlerini giivenilir bir sekilde kullanabilir.
L . . yazma becerilerini 6l¢gmek igin
proficiency in speaking and . . - Ortak sinavlarin hazirlanmasi ve
ritin Avrupa Ortak Dil Gercevesi koordinasyonunu iistlenebilir
witng: (CEFR) kriterlerini giivenilir bir 4 ‘
sekilde kullanabilir.
- Tam dil seviyelerinde, her dil - Tam dil seviyelerinde, her dil becerisini ve
e can develop assessment becerisini ve bilgisini 6lgecek bilgisini dlgecek degerlendirme aktiviteleri
tasks for alllanguage skills and | degerlendirme aktiviteleri gelistirebilir.
language knowledge at any gelistirebilir. - Tiim dil seviyelerinde 6grencilerin konusma ve
level. - Tim dil seviyelerinde yazma becerilerini l¢mek igin, CEFR kriterlerini
e can apply CEFR criteria ogrencilerin konugma ve yazma giivenilir bir sekilde uygulayabilir ve daha az
reliably to assess learners' becerilerini 6l¢gmek igin, CEFR deneyimi olan meslektaslarina da uygulamalar1
proficiency in speaking and kriterlerini giivenilir bir sekilde i¢in yardim edebilir.
32 writing at all levels and help uygulayabilir ve daha az deneyimi | - Ogrencilerin belirli bir CEFR dil seviyesine

less experienced colleagues to
do so.

e can create valid formal tests
to determine whether learners
have reached a given CEFR
level.

e can run CEFR
standardisation sessions.

olan meslektaslarina da
uygulamalari i¢in yardim edebilir.
- Ogrencilerin belirli bir CEFR
diizeyine erisip erismediklerini
belirlemek icin gegerligi olan
formal sinavlar hazirlayabilir.

- CEFR standardizasyonu igin
seminerler diizenleyebilir.

erisip erismediklerini belirlemek igin gegerligi
olan resmi sinavlarin hazirlanmasina veya
TEOG, YDS gibi genel sinavlarin
hazirlanmasina katk: saglayabilir.

- CEFR standardizasyonu igin seminerler
diizenleyebilir.

- Ortak sinavlarin hazirlanmasi ve
koordinasyonu konusunda meslektaslarina
egitim verebilir.
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As has previously been stated, the motivation construct needed some

improvements to include affective dimension in the competence descriptors. This

was addressed with the additional competence descriptors that are typed in bold-

face in the last column of the following table:

Table 5.7
Translation, Adaptation, and Localization of Lesson and Course Planning

Original:
Lesson and Course
Planning

Team-translated:
(Yillik Giinliik Plan?)*

Reviewed:
Ders Planlama

Descriptors added:
In addition to the existing
ones:

e can link a series of
activities in a lesson

- Gerekli materyaller
saglandiginda, gtinliik ders

- Gerekli materyaller
saglandiginda, gtinliik ders

and communicative
potential of materials.
e can design tasks to
meet individual needs
as well as course
objectives.

diizeyde faydalanabilmek igin
aktiviteler gelistirebilir.

- Hem bireysel ihtiyaglara
hem de dersin

amaglarina hizmet edecek
aktiviteler tasarlayabilir.

aktiviteler/etkinlikler
gelistirebilir.

- Hem bireysel ihtiyaglara hem
de dersin

amaglarina hizmet edecek
etkinlikler tasarlayabilir.

1.1 . planu igerisindeki bir dizi planu igerisindeki bir dizi
plan, when given R gl
. aktiviteyi biribirine etkinligi biribirine
materials to do so. N L M e
baglayabilir. baglayabilir.
i L
;ucanlelrr:elnatctt}l:;t;e;to - Ders kitabinda yer alan - Ders kitabinda yer alan
PP aktiviteleri desteklemek i¢in  |etkinlikleri desteklemek igin
the textbook. i o1 . .
yeni aktiviteler bulabilir. yeni etkinlikler/aktiviteler
e can ensure coherence A i1
between lessons b - Dersin giinliik planini bulabilir.
. y hazirlarken, bir 6nceki dersin |- O giinkii dersine hazirlanirken,
taking account of the .. Ny . E e
. ciktilarini g6z oniinde bir dnceki dersinde elde ettigi
1.2 | outcomes of previous . A
lessons in planning the bulundurarak dersler arasi giktilar1 goz 6ntinde
next P 3 devamlilik saglayabilir. bulundurarak dersleri arasinda
ok - Ders planlarini, 6grenme devamlilik saglayabilir.
e can adjust lesson A B
basarisi ve giigliiklerini - Ders planlarini, 6grenme
plans to take account of . ..
. dikkate alarak basaris1 ve giigliiklerini dikkate
learning success and . . A, . -
g . sekillendirebilir. alarak sekillendirebilir.
difficulties.
- Bir yillik izl i
e can use a syllabus el - Miifredat1 ve 6nceden
- . (syllabus??) ve 6nceden . . .
and specified materials . . . belirlenmis materyalleri,
belirlenmis materyalleri, Ly ]
to prepare lesson plans |, . ] ogrencilerinin ihtiyaglarina
ogrencilerinin ihtiyaglarina : A
that are balanced and : - . ..., |hitap eden ve dengeli dersler
hitap eden ve dengeli giinliik .. e
meet the needs of the L. hazirlamak i¢in kullanabilir. . . .
planlar hazirlamak igin . - Ogrencilerine dersi
group. . - Farkli 6grenme amaglar1 olan R L. L.
kullanabilir. sevdirmek i¢in, kendisine
e can plan phases and e ders asamalarini ve bu M
. . - Farkli 6grenme amaglar1 . .. saglanan farkli
2.1. | timing of lessons with asamalarin siirelerini ..
. L. olan ders agsamalarini ve bu . aktivitelerden
different objectives. . . planlayabilir. I
e asamalarin siirelerini .. yararlanabilir.
® can compare differing . - Dersler icin temel amaglar1 ve s o
, planlayabilir. R -Ogrencilerin derse
learners’ needs and . yan amaglarini belirlerken, Lo .
. - Dersler i¢in temel amaglar1 |7, . . ilgisini ¢ekebilir.
refer to these in ogrencilerin ihtiyaglarindaki
A | ve yan amaglar1 yazarken N -
planning main and e I . |farkliliklar1 degerlendirebilir ve
supplementar: Ogrencilerin ihtlyaglarindaki bunlar: dikkate alabilir
prti ‘ rly N farkliliklar1 degerlendirebilir '
objectives for lessons. ve bunlar: dikkate alabilir.
- Miifredati, 6grencilerin
e can plan a course or |- Yillik izlenceyi, 6grencilerin [ihtiyaglarini ve mevcut
part of a course taking  |ihtiyaglarini ve mevcut materyalleri gz 6niinde
account of the syllabus, |materyalleri g6z 6niinde bulundurarak, {initelendirilmig
the needs of different bulundurarak, yillik ders yillik planin uygulanmasinda
learners and the planin1 ya da bunun bir izlenecek rotay1 belirleyebilir. |- Ogrencilerine dersi
available materials. kismuni hazirlayabilir. - Materyallerden dilbilimsel ve |sevdirmek icin farkla
2p | *can design tasks to - Materyallerden dilbilimsel |iletisimsel olarak en yiiksek aktivitelerden
’ exploit the linguistic ve iletisimsel olarak en yiiksek |diizeyde faydalanabilmek i¢cin  |yararlanabilir.

-Ogrencilerin derse
ilgisini canl tutabilir.
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Table 5.7 (continued)

Translation, Adaptation, and Localization of Lesson and Course Planning

Original:
Lesson and Course
Planning

Team-translated:
(Yillik Giinliik Plan?)*

Reviewed:
Ders Planlama

Descriptors added:
In addition to the existing
ones:

¢ can conduct a
thorough needs
analysis and use it to
develop a detailed and
balanced course plan
that includes recycling
and revision.

e can design different

- Ayrintih bir ihtiyag analizi
uygulayabilir ve bunu, konu
degerlendirme ve tekrarlarin
da igeren detayl ve dengeli
bir yillik ders plani
hazirlamak i¢in kullanabilir.
- Ayni materyali kullanarak

- Ayrintili bir ihtiyag analizi
uygulayabilir ve bu analizin
sonuglarini, konu degerlendirme
ve tekrarlarini da igerecek
sekilde, derslerini detayli ve
dengeli bir sekilde planlamak
igin kullanabilir.

- Ayni materyali kullanarak

- Ogrencilerine dersi ve dil
o6grenmeyi sevdirebilir;
-Ogrencilerini ders

account of differing
individual needs in
planning courses and
preparing lessons.

e can take
responsibility for
reviewing the
curriculum and
syllabuses for different
courses.

ihtiyaglarin degerlendirilmesi
ve gbz Oniine alinmasi
konusunda meslektaglarina
rehberlik edebilir.

- Farkli derslerin genel
miifredatinin ve yillik
izlencelerinin incelenmesi
konusunda sorumluluk
alabilir.

rotanin belirlenmesi ve giinliik
derslerin hazirlanmasi sirasinda,
farkl bireysel ihtiyaglarin
degerlendirilmesi ve goz Oniine
alinmasi konusunda
meslektaslarina yol gosterebilir.
- Farkli derslerin genel
miifredatinin ve yillik
planlarimnin incelenmesi
konusunda sorumluluk alabilir.

3.1 | tasks based on the same |farkli egitim diizeylerindeki farkl egitim diizeylerindeki disinda da dili
terial f 08 iler i¢in farkl
so'urce material for use ogr'er'm erigin farkd . ogrenciler igin farkl etkinlikler kullanmaya motive
with learners at aktiviteler hazirlayabilir. hazirlavabilir edebilir
different levels. - Sonraki derslerini - Osr r?/il rir; sorlandiklar: ’
e can use analysis of planlarken, 6grencilerin kgt el cre li © de,l b 2
learner difficulties in zorlandiklari noktalarin Zr?aliilael;‘l dt:‘laslozniagi)r delll‘slerini
order to decide on analizinden faydalanabilir. lanlarken favdalanabilir
action points for P 4 '
upcoming lessons.
« can design - Farkli uzmanlik alanlarina
L. & hitap edecek 6zel alan derslerini,
specialised courses for |- Uzmanlik alanina uygun o uzmanlik alanina uyeun
different contexts that iletisimsel ve dilbilimsel o A 8 L.
X . iletisimsel ve dilbilimsel igerigi
integrate igerigi kapsayan, farkl I ayacal AR
c.omn.lufncatlve ang ogrenmie g hltaP hazirlayabilir (6rn. Miihendisler |- Ogrencilerine dersi ve dil
linguistic content edecek Ozel alan dersleri icin Inglizce. s ingilizcesi srenmevi nasil
appropriate to the hazirlayabilir. S o © 8 ’ & y
. Turizm Ingilizcesi, Teknik sevdirebilecekleri
specialism. - Yillik ders planinin ve ST N konusunda
* can guide colleagues  |giinliik derslerin hazirlanmasi |- Unitelendirilmis yillik planin | meslektaslarina yol
i i ki farkli bi 1
3 |!assessing and taking sirasinda, farkl bireyse uygulanmasinda izlenecek gosterir ve 6grencilerini

ders disinda da dili
kullanmaya motive etme
konusunda onerilerde
bulunabilir.

* Highlights as seen in the originals.

After the Lesson and Course Planning area, the last competence area listed under

Key Teaching Competences category was Interaction, Management and

Monitoring. As was discussed before, one finding of the survey was that being able

to convey what one knows was another dimension to be included in teacher

competence definitions. In addition to this, exposing students to English and using

classroom language, English for teaching English constructs are embodied in existing

descriptors (in bold) and as additional descriptors under Interaction, Management

and Monitoring (Table 5.8 below). Related descriptors are ranked starting from
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Stage 2.1; because teacher seems not to be productive or directly involved in

communication in the previous stages.

Table 5.8

Translation, Adaptation, and Localization of Interaction, Management and Monitoring

Original:
Interaction,
Management and
Monitoring

Team-translated:

Sinuf i¢i Etkilesim, Snif
Yonetimi ve
Denetimi/G6zlemlenmesi

Reviewed:
Sinuf I¢i Etkilesim, Sinif
Yonetimi ve Gozlem

Descriptors added:
In addition to the
existing ones:

® can give clear

- Rehberlik edildiginde, anlagilir

- Rehberlik edildiginde,
anlasilir ve dgrenci seviyesine

1.1 | instructions andnorganise |yonergeler kullanarak bir uygun ingilizce yénergeler
an activity, with guidance |aktiviteyi yonlendirebilir. kullanarak bir etkinligi
yonlendirebilir.
- - Ogretmen-smif etkilegimini
® can manage teacher- - Ogretmen-smif etkilegimini "ngrte :111?? st etdlestmint
class interaction yOnetebilir y;) e.;e. ) lasilabili
e can alternate between |- Agik yonergeler vererek, sinifca i:ii‘ lzlceer‘\’;:;efls?n:f 1:
teaching the whole class  |yapilan aktiviteler ile ikili ve Y " i Ktiviteler ;l ikifi
and pair or group work grup calismalar1 arasinda gegis yaprian aktviteler 1ie ve .
12 | > . i grup calismalar: arasinda gegis
giving clear instructions  |yapabilir. apabilir
e can involve learners in |- Ders kitabindaki etkinliklere yap r i
pair and SugiEekwork ., - Ders kitabindaki etkinliklere
dayal
based on activities in a olarak, 6grencileri ikili ve grup olil };211 s#rencileri ikili ve eru
course book caligmalarina yonlendirebilir. ' 98 r . g P
¢alismalarina yonlendirebilir.
o can set up and manage |- ikili ve grup calismalarin etkili |~ Ik_l 1,1 ve grup gah@maljs\rml i -Bllgllefml nﬁsﬂ
R . y . . etkili bir sekilde organize edip | aktarabilecegi
pair and group work bir sekilde kurup, yonetebilir ve | It .
efficiently and can bring _[swnif tekrar toplu diizene yonetebilir ve sinifi tekrar toplu | konusunda gozlem
the class back together ctirebilir diizene getirebilir. ve arastirma yapar.
2.1. L. g. o & R il . - Bireysel etkinlikleri ve grup -Sinuif igi
® can monitor individual |-Bireysel aktiviteleri ve grup A L ..
- i r A etkinliklerini gozlemleyebilir. aktivitelerde
and group activities. aktivitelerini gozlemleyebilir. - Acik ve anlaslir seribildirim ingilizce
e can provide clear - Agik ve anlagilir geribildirim A Sr g ,,g L
feedback bili verebilir, bunu yaparken yonlendirme
cedback. verebir. ingilizceyi kullanir yapabilir.
- Dersin amaglarina ulasmak
e can set up a varied and |- Dersin amaglarina ulagmak igin |igin sinif, grup ve ikili ¢alisma
balanced sequence of smif, grup ve ikili ¢alisma aktivitelerini gesitli sekillerde Bilgileri diizenli bir
class, group and pair aktivitelerini gesitli sekillerde ve |ve dengeli olarak sekilde anlatabilir.
work in order to meet the |dengeli olarak diizenleyebilir. diizenleyebilir.
lesson objectives. - Gorev temelli 6grenme (task - Gorev temelli 6grenme (task - sinif igi etkilesimde
2.2 | ® can organize task- based learning) ortami based learning) ortami ingilizce’yi etkin
based learning. olusturabilir. olusturabilir. kullanarak
e can monitor learner - Ogrencilerin performansint - Ogrencilerin performansini ogrencileri igin dile
performance effectively.  |etkin bir sekilde gozlemleyebilir. |etkin bir sekilde maruz kalma
e can provide/elicit clear | - Agik ve anlagilir geribildirim  |g6zlemleyebilir. firsatlar1 yaratir.
feedback. verebilir/alabilir. - Agik ve anlagilir geribildirim
verebilir/alabilir.
® can set up task-based -Gruplarin ayni anda farkli
- Grupl. da farkl
learning in which groups |aktiviteler yaptig1 bir gorev rupann aymvan 4 tart oo
carry out different temelli grenme (task based etkinlikler yaptig1 bir gorev Bilgisini sinifin
y oul 1 1 o sew P .
activities at the same learning) ortami olusturabilir. temeI-h Ogrenme (task base.d. diizeyine uygu.n.
time Bireysel ve grup learning) ortami olusturabilir. olarak aktarabilir.
. - _Bi 1
e can monitor individual |performanslarini dogru ve tam 1reyselve grup . .
and group performances |olarak takip edebilir. performanslarini dogru ve tam | - simif yonetimi ve
31 | accurately and - cesitli sekillerde bireysel olarak gézlemleyebilir. diger konularla ilgili
’ thor h}ll eribildirim y - Cesitli sekillerde bireysel tartismalarda
. ca(;uﬁroz.i defelicit %erleblili; /;labilir geribildirim verebilir/alabilir. ingilizce’yi etkin
) - Daha bagka etkinlikl kull k
individual feedback in - daha bagka aktiviteler aha bagka etanlider uHanara

various ways. ® can use
the monitoring and
feedbackin designing
further activities.

gelistirmek igin de
denetleme/gozlem ve
geribildirimlerden
faydalanabilir.

gelistirmek igin de
gozlemlerinden ve
geribildirimlerden
faydalanabilir.

ogrencileri igin dile
maruz kalma
firsatlar1 yaratir.
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Table 5.8 (continued)

Translation, Adaptation, and Localization of Interaction, Management and Monitoring

32

Original: Team-translated: . .
5 . s Reviewed: Descriptors added:
Interaction, Sinif I¢i Etkilesim, Sinif ., . ..
Lo, Sinif I¢i Etkilesim, Sinif | In addition to the
Management and YoOnetimi ve L > L.
Lo e . | Yonetimi ve Gozlem existing ones:
Monitoring Denetimi/Go6zlemlenmesi
Bilgileri aktarirken
farkli seviye v
® can set up, monitor and |- ayni sinifta farkli aktiviteler - Ayni sinufta farkl etkinlikler |, 2 . seviye e.
. L L7 . ihtiyaclara sahip
provide support to tizerinde ¢aligan farkl tzerinde ¢aligan, farkl dil e ..
R . . . . . s . ogrencilerinin
groups and individuals seviyelerdeki 6grenci gruplar1  |seviyelerindeki 6grenci gruplar: . .
. . L e hepsine hitap
at different levels in the olusturabilir, bunlar1 olusturabilir; bunlar1 edebilir.

same classroom working
on different tasks.

* can use a wide range of
techniques to
provide/elicit feedback.

denetleyebilir ve bireysel ve
grup olarak destek saglayabilir.
- geribildirim vermek/almak
i¢in ¢ok sayida teknik
kullanabilir.

gozlemleyebilir ve bireysel ve
grup olarak destek saglayabilir.
- Geribildirim vermek/almak
i¢in ¢ok sayida teknik
kullanabilir.

- ingilizce’yi etkin
kullanarak 6grencileri
icin sinif icinde ve
disinda dile maruz
kalma firsatlar1

yaratir.

With this competence area, the Key Teaching Competences category is finalized.
After this category, the framework includes Enabling Competences category,
which lists three competence areas which are: Intercultural Competence, Language

Awareness and Digital Media.

The analyses of qualitative data showed that teachers have a specific concern for
Intercultural competence in that they talk about teaching their students about
cultural differences. As this definition was already spanning across some stages of
development and in related descriptors, no further changes were made in

Intercultural competence. The localization process is shown in Table 5.9:

Table 5.9
Translation, Adaptation, and Localization of Intercultural Competence

Reviewed:
Kiiltiirleraras: Yeterlik

Team-translated:
Kiiltiirleraras: Yeterlik

Original:
Intercultural Competence

¢ understands that the relationship

. - Dil ile kiiltiir arasindaki iligkinin
between language and culture is an

- Dil ile kiiltiir arasindaki iligkinin dil

1.1 important factor in laneuage Ogretimi ve 6greniminde 6nemli bir dil 6gretimi ve dgreniminde dnemli
P . . guag faktor oldugunun farkindadir. bir faktor oldugunun farkindadir.
teaching and learning.
is 1 ing about the rel f
;ullst uer:;?:;%eas i(r)luteac;irr‘: Evanee ot | _Kailtiirel konularm egitimle iligkisini - Kiiltiirel konularin egitimle iliskisini
R introduce I % 6grenmeye devam etmektedir. 6grenmeye devam etmektedir.
re]cea\rzlalnnt :ﬁ £ f:rC:nf:srrilr‘:rcsul(t)ural - Ogrencilere kiiltiirel davranis ve - Ogrencilere kiiltiirel davranis ve
. L. gelenekler ile ilgili farkliliklar gelenekler ile ilgili farkliliklar:
1.2. | behaviour and traditions.

tanutabilir.

- Sosyal ve kiiltiirel farkliliklarin
oldugu siiflarda hosgorii ve anlayis
ortamu yaratabilir.

tanutabilir.

- Sosyal ve kiiltiirel farkliliklarm
oldugu siniflarda hosgorii ve anlayis
ortamu yaratabilir.

e can create an atmosphere of
tolerance and understanding in
classes where there is social and
cultural diversity.
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Table 5.9 (continued)

Translation, Adaptation, and Localization of Intercultural Competence

Original:
Intercultural Competence

Team-translated:
Kiiltiirleraras1 Yeterlik

Reviewed:
Kiiltiirleraras: Yeterlik

account of stereotypical views.
® can use own awareness to
expand learners’ knowledge of

21 body language etc.

the classroom and promotes
inclusivity and mutual respect.

¢ understands and is able to take

cultural behaviour, e.g. politeness,

e can recognize the importance of
avoiding intercultural problems in

- Kiiltiirel 6nyargilar fark edip
degerlendirebilir

- Orencilerin nezaket, viicut dili gibi
kiiltiirel davraniglar ile ilgili bilgilerini
arttirmak igin kendi farkindaligin
kullamr

- Sinif igerisinde kiiltiirlerarast
sorunlardan ka¢inmanin 6nemini fark
eder ve herkesi kapsayan, karsilikli
saygiya dayali bir yaklagimi destekler

- Kiiltiirel 6nyargilari fark edip
degerlendirebilir

- Ogrencilerin nezaket, viicut dili gibi
kiiltiirel davranislar ile ilgili bilgilerini
arttirmak icin kendi farkindaligin
kullanir

- Sinif igerisinde kiiltiirlerarasi
sorunlardan kaginmanin 6nemini
fark eder ve herkesi kapsayan,
karsilikli saygiya dayali bir yaklagimi
destekler

e can help learners to analyse

e can integrate into lessons key
behaviour (e.g., politeness, body
2.2. |language, etc.).

learners and yet extends this

to the group.

stereotypical views and prejudices.
areas of difference in intercultural
® can select materials that are well
matched to the cultural horizon of

further using activities appropriate

- Ogrencilerin basmakalip fikir ve
kiiltiirel 6nyargilar1 analiz etmeleri igin
onlara yardimci olur.

- Kiiltiirlerearas: davranig konusundaki
onemli farkliliklart (6rn. nezaket, vuciit
dili, vb.) dersin igerigine dahil edebilir.
- Ogrencilerin kiiltiirel algi diizeyine
uygun materyaller segebilir ve gruba
uygun aktiviteler kullanarak bu diizeyi
daha da gelistirebilir.

- Ogrencilerin basmakalip fikir ve
kiiltiirel 6nyargilar1 analiz etmeleri igin
onlara yardimci olur.

- Kiiltiirlerearas: davramg konusundaki
onemli farkliliklar: (6rn. nezaket, vuciit
dili, vb.) dersin igerigine dahil edebilir.
- Ogrencilerin kiiltiirel alg1 diizeyine
uygun materyaller segebilir ve gruba
uygun aktiviteler kullanarak bu diizeyi
daha da gelistirebilir.

e can use web searches, projects
and learners understanding and

e can develop learners’ ability to
3.1. |analyse and discuss social and
cultural similarities and
differences.

e can anticipate and manage
effectively areas of intercultural
sensitivity.

and presentations to expand own

appreciation of intercultural issues.

- Kendisinin ve 6grencilerinin
kiiltiirleraras1 konulardaki bilgi ve
anlayigini arttirmak igin, internet
aragtirmalari, projeler ve sunumlardan
faydalanabilir.

- Ogrencilerinin sosyal ve kiiltiirel
benzerlik ve farkliliklar: analiz etme ve
tartisma yeteneklerini gelistirmelerini
saglar.

- Kiiltiirler aras1 hassas konular1
6ngorebilir ve etkin bir sekilde
yonetebilir.

- Kendisinin ve 6grencilerinin
kiiltiirleraras1 konulardaki bilgi ve
anlayisini arttirmak igin, internet
aragtirmalari, projeler ve sunumlardan
faydalanabilir.

- Ogrencilerinin sosyal ve kiiltiirel
benzerlik ve farkliliklar1 analiz etme ve
tartisma yeteneklerini gelistirmelerini
saglar.

- Kiiltiirlerarasi hassas konular1
ongorebilir ve etkin bir sekilde
yonetebilir.

e can use her/his extensive

less experienced colleagues

to deal with cultural issues,

3.2. | suggesting techniques to defuse
disagreements and critical
incidents if they arise

® can create activities, tasks and

use
and can seek feedback on these

knowledge of intercultural issues
when this is appropriate to assist

e can develop colleagues’ ability

materials for own and colleagues’

- Daha az deneyiml meslektaslara
yardim etmek gerektiginde,
kiiltiirleraras1 konularda kendi genis
bilgisini kullanabilir.

- Meslektaglarinin, kiiltiirel meselelerin
iistesinden gelebilme yeteneklerini
gelistirmelerini saglayabilir; kendilerine,
olustugu takdirde anlagsmazliklar: ve
kritik olaylar1 yatistirmak igin
kullanabilecekleri teknikler énerir

- Kendisinin ve meslektaslarinin
kullanimu igin etkinlikler, ¢aligmalar ve
malzemeler tasarlayabilir ve bunlarla
ilgili geribildirim isteginde bulunabilir

- Daha az deneyimli meslektaslara
yardim etmek gerektiginde,
kiiltiirlerarasi konularda kendi genis
bilgisini kullanabilir.

- Meslektaglarinin, kiiltiirel meselelerin
iistesinden gelebilme yeteneklerini
gelistirmelerini saglayabilir;
kendilerine, olustugu takdirde
anlagmazliklar1 ve kritik olaylari
yatistirmak i¢in kullanabilecekleri
teknikler Onerir.

- Kendisinin ve meslektaslarinin
kullanimu icin etkinlikler, calismalar ve
malzemeler tasarlayabilir ve bunlarla

ilgili geribildirim isteginde bulunabilir.

The next competence area on the framework was Language Awareness, which

listed competence descriptors related to the command of structure of the language

they are teaching. Turkish teachers” definitions, however, were beyond linguistic

structures of the language. Rather, their conceptualization of language awareness
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was more like “being aware of the importance of the language”, “loving English” or
“raising awareness of students”. These affective interpretations were enhanced and
some descriptors were added to the existing ones. In addition to these, definitions
related to knowledge of Turkish were included. Considering the original
definition, which referred to exemplifying linguistic structures and uses, knowledge
of Turkish and being able to contrast it with English matched to be included under

Language Awareness. Related new descriptors are provided below:

Table 5.10
Translation, Adaptation, and Localization of Language Awareness
. Original: Team-translated: Reviewed: In addition to the
age
¥ Language Awareness Dil Farkindalig1 Dil Farkindalig: existing ones:
* can use dictionaries and - Referans kaynaklar1 olarak
- Referans kaynaklar1 i X 4
grammar books etc as A sozliikleri, gramer kitaplarini
olarak sozliikleri, gramer -
reference sources. . ... | v.b. kullanabilir.
) i kitaplarini v.b. kullanabilir i
1.1 ® can answer simple queries e A - Ders verdigi dil
- Ders verdigi seviyelerde . .
about language that are R seviyelerinde sik sorulan
sik sorulan basit sorulara .
frequently asked at levels cevap verebilir basit sorulara cevap
she/he is teaching. P verebilir.
) -Al-Bldiizeylerinde |y g 4 seviyelerinde
® can give correct models of | 6grenim goren 6grencilerin | ., . " o - Baglangig
s 4 . .. | 6grenim géren 6grencilerin . . .
language form and usage diizeyine uygun sekilde dil | ;S . . seviyelerindeki
diizeyine uygun sekilde dil v o e
adapted to the level of the yapisi ve kullanimi apiss ve kullanim: hakkinda ogrencilerine dillerin dil
Vi
learners at A1-B1 levels. hakkinda dogru 6rnekler y I,) .. -~ kural ve kullanimlar
K e dogru 6rnekler verebilir.
1.2. | ® can give answers to verebilir . . . agisindan
X . X X - A1-B1 seviyelerindeki . ...
language queries that are - A1-B1 seviyelerindeki - T, farklilagabilecegini
. - o e ogrencilerin dil ile ilgili e
not necessarily complete ogrencilerin dil ile ilgili aciklayabilir. Cok yaygin
3 sorularina, tam olmasa da . X .
but that are appropriate for | sorularina, tam olmasa da . . ornekleri sunabilir.
. . seviyelerine uygun olarak
A1-B1 level learners. seviyelerine uygun olarak .
. cevap verebilir.
cevap verebilir.
e can give correct models of |- Ileri diizeyler (C1 ve C2) |- Ileri seviyeler (C1 ve C2) s .
i . R . - Ileri seviyeler harig
language form and usage harig, dilin yapis1 ve harig, dilin yapis: ve kullanimi . .
X A N K . olmak tizere, dil kural ve
appropriate for the level kullamimu ile ilgili 6rnekleri, |ile ilgili 6rnekleri, dogru ve s
. . AR . o 1. R kullanimlart ile ilgili
concerned, except at dogru ve ogrettigi diizeye |ogrettigi dil seviyesine uygun .
. . kargsilagtirmalar yapabilir,
advanced levels (C1-2). uygun olarak verebilir. olarak verebilir. e s o
2.1. . A o -Dilin 6grencilerin
® can give answers to - Ileri seviyeler (C1 ve C2) | - Ileri seviyeler (C1 ve C2) asami icin tasidist
queries about the target harig her seviyede, hedef | harig her seviyede, hedef dil ¥ $ ¢ R
. T e q . 6nem konusunda
language appropriate for dil ile ilgili sorulara o ile ilgili sorulara o seviyeye 3rencilerin
the level concerned, except | seviyeye uygun olarak uygun olarak cevap bigl ilendirebilir
at advanced levels (C1-2). cevap verebilir. verebilir. &
® can give correct models of
8 ° ° b C2 disinda tiim - C2 diginda tiim seviyelerde, |- C2 harig tiim
language form and usage, . .. . .
seviyelerde, hemen hemen |hemen hemen tiim seviyelerde dil kural ve
for all levels exceptat C2on |, . . . I
. tiim durumlarda dil yapist [durumlarda dil yapisi ve kullanimlart ile ilgili
almost all occasions. o L 2
. ve kullanimu ile ilgili dogru |kullanimu ile ilgili dogru karsilastirmali bilgi
® can recognise and M e . s o
nderstand the language ornekler verebilir ornekler verebilir sunabilir ve
ul UL
suag - Bir 6grencinin dil ile ilgili |- Bir 6grencinin dil ile ilgili farkliliklari/benzerlikleri
2.2. | problem that a learner is . e . -
. sorununu taniyabilir ve sorununu fark edebilir ve orneklendirebilir.
having. . s e -
o can wive answers anlayabilir anlayabilir. -Dilin 6grencilerin
1V Wi
. 5 ° - C2 harig her seviyede, dil |- C2 harig her seviyede, dilile | yasamu igin tagidig1
queries about the target s o T o L .
1 that ile ilgili sorulara 6grencinin |ilgili sorulara 6grencinin o6nem konusunda
anguage that are seviyesine uygun olarak seviyesine uygun olarak ogrencilerini
appropriate for the level o o o o
cevap verebilir. cevap verebilir. bilgilendirebilir.
concerned except at C2.
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Table 5.10 (continued)
Translation, Adaptation, and Localization of Language Awareness

Stage

Original:
Language Awareness

Team-translated:
Dil Farkindalig1

Reviewed:
Dil Farkindalig1

In addition to the
existing ones:

® can select and give correct
models of

language form and usage
on almost all

occasions at all levels.

e can answer almost all

- Tim seviyelerde ve hemen
hemen tiim durumlarda dil
kullanimi ve yapisi ile ilgili
dogru 6rnekler segebilir ve
verebilir

- Dil ile ilgili hemen hemen
tiim sorular1 kapsaml ve
dogru bir sekilde

- Tiim seviyelerde ve hemen
hemen tiim durumlarda dil
kullanimu ve yapusi ile ilgili
dogru drnekler segebilir ve
verebilir.

- Dil ile ilgili hemen hemen
tiim sorular1 kapsamli ve

- Sahip oldugu Tiirkge
bilgisi sayesinde, hemen
hemen tiim seviyelerdeki
ogrencilerine ana dil ve
yabanci dil arasindaki
kural ve kullanim

® can explain subtle
differences of form,
meaning and usage at C1
and C2 levels.

- C1 ve C2 seviyelerinde
dilin yapisi, anlami ve
kullamimu ile ilgili ince
farkliliklar1 agiklayabilir.

- C1 ve C2 seviyelerinde dilin
yapisi, anlami ve kullanimi
ile ilgili ince anlam
farkliliklarini agiklayabilir.

language queries fully and 1 dogru bir sekilde farkliliklarini
3.1. . yanitlayabilir, anlagilir ve . N .
accurately and give clear . yanitlayabilir, anlagilir ve net | 6rneklendirerek
; net agiklamalar yapabilir e s
explanations. sy . . actklamalar yapabilir. agiklayabilir.
- Ogrencilere kendi L R R . e
® can use a range of - Ogrencilere kendi -Dilin sosyal ve kiiltiirel
. . sorularmin cevaplarini L
techniques to guide learners . . sorularmin cevaplarini acgidan tagidig dnem
X X bulabilmeleri ve hatalarini R X el .
in working out answers to .. ) . bulabilmeleri ve hatalarin: konusunda, 6grenci ve
. . diizeltebilmeleri igin N ) .
their own language queries . N diizeltebilmeleri igin meslektaglarini
. ) rehberlik etmek {izere . . oo K e
and correcting their errors. . rehberlik etmek iizere farkli bilgilendirebilir.
farkl teknikler . S
. teknikler kullanabilir.
kullanabilir.
- Sahip oldugu Tiirkge
bilgisi sayesinde, tiim
seviyelerdeki
" - ogrencilerine ana dil ve
e can always give full, - Ogrencilerin dilin farkli |- Ogrencilerin dilin farkli 5 . .
. - . - : yabanc dil arasindaki
accurate answers to queries |6zellikleri ve kullanimi ile  |dzellikleri ve kullanimu ile y
o - ince kural ve kullanim
from learners about ilgili sorularina her zaman |ilgili sorularina her zaman s
i o N o . farkliliklarin dilbilimsel
different aspects of eksiksiz ve dogru cevap eksiksiz ve dogru cevap
F L temellere dayandirarak
3.2. |language and usage. verebilir. verebilir.

agiklayabilir.

-Dilin sosyal ve kiiltiirel
acgidan tagidig dnem
konusunda, giincel dil
kuramlarina bagvurarak
Ogrenci ve meslektaglarini
bilgilendirebilir ve
ornekler sunabilir.

In the last competence area of Enabling Competences category, the Digital Media,
the analyses of the survey responses did not necessitate further revisions in the
definitions. However, one important observation to note here is that the definitions
by the participants were mostly corresponding to first stages of professional
development in that they referred to being able to use computers, and being able to use
the internet to find & download materials rather than using digital media to design
new materials. The following table presents the localization process for Digital

Media competence area:
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Table 5.11
Translation, Adaptation, and Localization of Digital Media

st Original: Team-translated: Reviewed:
ages
8 Digital Media Dijital Araslar Dijital Araglar
. - Standart metin formatina uygun olarak, |- Standart metin formatina uygun
* can use word-processing . L - . L .
. bir kelime iglemci (6rn. Word, olarak, bir kelime iglemci (6rn. Word,
software to write a worksheet, . . .
. . Openoffice) yaziliminda galisma kagidi  |Openoffice) yaziliminda galigma
following standard conventions . N .
. R (worksheet) hazirlayabilir. kagid1 (worksheet) hazirlayabilir.
1.1 e can search for potential teaching | . L .. R . . e . N
X . - Internet tizerinde 6gretim materyali - Internet tizerinde 6gretim materyali
material on the internet L L
aramasi yapabilir. aramasi yapabilir.
¢ can download resources from : ;i . ; . .
. - Internet sitelerinden kaynak - Internet sitelerinden kaynak
websites e g R
indirebilir. indirebilir.
. . e . . . - Internetten indirilmis metinler,
e can create lessons with - Internetten indirilmis metinler, resimler, . X .
. . . T resimler, grafikler v.b. ile ders
downloaded texts, pictures, grafikler v.b. ile ders hazirlayabilir e
R . 7 hazirlayabilir.
1.2 | graphics, etc. - Bilgisayar dosyalarini belli bir mantik o L
K o o . . . - Bilgisayar dosyalarin1 belli bir mantik
® can organize computer files in ile diizenlenmis klasorlerde organize o . .. .
. e ile diizenlenmis klasorlerde organize
logically ordered folders. edebilir .
edebilir.
® can use any standard
Windows/Mac software,
includin. /me dia plavers - Medya oynaticilar: dahil her tiirlii - Medya oynaticilar1 dahil her tiirlii
5 play . standart Windows/Mac yazilimini standart Windows/Mac yazilimini
* can recommend appropriate . o
. . kullanabilir kullanabilir.
online materials to students and Lo # . R
2.1. colleagues - Ogrenci ve meslektaglarma uygun - Ogrenci ve meslektaglarina uygun
N ise a date . J internet materyalleri onerebilir internet materyalleri &nerebilir
proj - Derslerinde internet, DVD gibi araglar |- Derslerinde internet, DVD gibi
. ile projektsr kullanabili lar ile projektsr kullanabili
involving the internet, a DVD, ile projekt6r kullanabilir. araglar ile projektor kullanabilir.
etc.
. . - Ogrenciler igin internet lizerinden - Ogrenciler igin internet iizerinden
* can set and supervise on-line -
¢alisma hazirlayip bunlar1 denetleyebilir | ¢alisma hazirlayip bunlar:
work for learners. X o .
22 . - Gorseller, DVDler ve ses dosyalar1 igin | denetleyebilir.
e can use software for handling oA . N
. . . ilgili yazilimlar1 kullanabilir - Gorseller, DVDler ve ses dosyalar1
images, video and sound files. . . . 7.
igin ilgili yazilimlari kullanabilir.
o - Ogrencilerini kendi bireysel
. - Ogrencilerini kendi bireysel -5 - Y
e can train learners to selectand |, L ihtiyaglarina yonelik olarak uygun
R . . ihtiyaglarina yonelik olarak uygun . .
use online exercises appropriate |, ; internet aligtirmalari segmeleri ve
e internet alistirmalar1 segmeleri ve R
to their individual needs 1 kullanmalar1 konusunda egitebilir.
. kullanmalar1 konusunda egitebilir .
* can edit and adapt sound and . . ... |- Ses ve video dosyalarini
. . - Ses ve video dosyalarini diizenleyebilir | o e
video files . diizenleyebilir ve uyarlayabilir.
ve uyarlayabilir .
e can show colleagues how to use . - Meslektaslarina yeni yazilim ve
- Meslektaslarina yeni yazilim ve M
new software and hardware . donanimlarin nasil kullanilacagini
3.1 R . donanimlarin nasil kullanilacagin . s
e can coordinate project work . s gosterebilir.
o . ) gosterebilir . .
with digital media (using a . . - Dijital medya igeren (6rnegin,
R N - Dijital medya igeren (6rnegin, kamera, . N
camera, the internet, social i N e kamera, internet, sosyal aglar
internet, sosyal aglar kullanim gibi) bir o .
networks) . R 2. kullanimu gibi) bir proje calismasini
proje calismasini koordine edebilir . .
e can troubleshoot most e - koordine edebilir.
. L. - Siftaki dijital donamimla ilgili o .
problems with classroom digital . o - Siniftaki dijital donanimla ilgili
. olusabilecek sorunlarin ¢ogunu . N
equipment . e olusabilecek sorunlarin gogunu
giderebilir . .
giderebilir
« can train learners to profitabl - Siufta mevceut tiim dijital ekipmani - Smufta mevcut tiim dijital ekipman:
1
. p y (akall tahta, akilli telefon, tablet vb.) dil  |(akill tahta, akilli telefon, tablet vb.)
use any available classroom o . . K [ .. [ .
L. . . ogrenmek icin etkili bir sekilde dil 6grenmek igin etkili bir sekilde
digital equipment (IWB, their s o Lo O
. kullanmalar1 konusunda 6grencilerini kullanmalar1 konusunda 6grencilerini
mobiles, tablets etc.) for language s N
learnin egitebilir. egitebilir.
5 - Mevcut dijital ekipman ve internet - Mevcut dijital ekipman ve internet
e can show colleagues how to . .. - . . .
3.2 kaynakli materyallerin, ders icin eniyi  |kaynakli materyallerin, ders i¢in en iyi

exploit the teaching potential of
available digital equipment and
internet-based resources.

e can design blended learning
modules using a learning
management system e.g. Moodle.

sekilde nasil kullanilabilecegi konusunda
meslektaslarina bilgi verir.

- Bir 6grenme yonetimi sistemi (6rn.
Moodle ) kullanarak egitim planina
harmanlanmis 6grenme bileseni de
ekleyebilir.

sekilde nasil kullanilabilecegi
konusunda meslektaglarina bilgi verir.
- Bir 6grenme yonetimi sistemi (6rn.
Moodle, DynEd, EBA vb.) kullanarak
egitim planina harmanlanmig
6grenme bileseni de ekleyebilir.
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Professional Conduct competence descriptors were changed to align with the
findings of the survey. In this area, affective dimension was enhanced and new
competence desriptors were added. New descriptors can be seen in the following
table. Moreover, the descriptors that were comparable with the existing local

competence frameworks are also emphasized in bold-face:

Table 5.12
Translation, Adaptation, and Localization of Professional Conduct
.. Team-translated: . In addition
Original: Reviewed:
. Profesyonel Tavir / . to the
Professional Conduct . Mesleki Tutum ..
Mesleki Tutum existing ones:
-0g lik lamal e lik lamal.
« seeks feedback on her/his Qgretmen ik uygulamalari ve .ngretmen ik uygulamalari ve
. . diger calismalari igin diger calismalari igin ...
teaching practice and other e . A . -Meslegi ile
geribildirim almak ister. geribildirim almak ister. A
1.1 | work. ilgili olumlu
. - Meslektaslarindan ve kaynak | - Meslektaglarindan ve kaynak 2
e seeks advice from colleagues | . .l . A fikirlere
kitaplardan oneriler bulmaya kitaplardan oneriler bulmaya o
and handbooks. sahiptir
caligir. caligir.
. . - Kurumun misyon ve - Kurumun misyon ve - Meslegine
® acts in accordance with the R o . .. S .
.. . yonetmeliklerine uygun sekilde |ydnetmeliklerine uygun sekilde | saygi duyar,
mission and regulations of o
the instituti hareket eder hareket eder meslegini sever
© mstiiuton - Ogrenciler ve ders hazirlhigt - Ogrenciler ve ders hazirligi - Kendisini
¢ liaises with other teachers ol o .
1.2. konusunda diger 6gretmenlerle |konusunda diger 6gretmenlerle | tanir, mesleki
about students and lesson s
. ortak hareket eder ortak hareket eder gelisime ihtiyag
preparation 5 —m . s o . 5
L, - Dersi gozlemlendikten sonra, |- Dersi gozlemlendikten sonra, | duydugu
® acts on trainers’ feedback . . - . . e TR
. kendisine verilen geribildirime |kendisine verilen geribildirime | alanlarin
after lesson observation
uygun hareket eder. uygun hareket eder. farkindadir
* welcomes opportunities to
share class teaching (team- - Bir veya iki seviyede - Meslektasiyla birlikte bir veya .
. L o s . - Mesleki
teach) with colleagues at one  |meslektasiyla birlikte derse iki dil seviyesinde derse girme clisim
or two levels. girme (team-teaching) firsatim1 | (team-teaching) firsatin1 olumlu gells .
faaliyetlerine
® acts on feedback from olumlu karsilar. kargilar.
TR T it o katilma
colleagues who observe - Ogretimini gozlemleyen - Ders isleyisini gozlemleyen
A . firsatlarini
2.1. | her/his teaching. meslektaslarindan gelen meslektaslarindan gelen olumlu karsilar
e contributes to the geribildirimleri dikkate alir geribildirimleri dikkate alir. Katilir ?
institution’s development - Kurumun gelisimi ve iyi idare |- Kurumun gelisimi ve iyi idare vea .
. . < . . < - Meslegini
and good management and edilmesine katki saglar, edilmesine katki saglar,
o S R severek ve
reacts positively to changes kurumdaki degisiklik ve kurumdaki degisiklik ve .
azimle yapar.
and sorunlara olumlu yaklagir. sorunlara olumlu yaklagir.
challenges in the institution.
* welcomes opportunities to
be observed by managers and |- Yoneticiler veya meslektaslari |- idareciler veya meslektaslart
colleagues and receive tarafindan gozlemlenme ve tarafindan gozlemlenme ve
feedback on teaching dersi ile ilgili geribildirim alma |dersi ile ilgili geribildirim alma
e prepares for and firsatlarini olumlu yaklagir. firsatlarini olumlu yaklagir.
participates actively in - Mesleki gelisim etkinlikleri igin |- Mesleki gelisim etkinlikleri - Ogretmen
2.2. . . . .
professional development hazirlanr ve bunlara aktif icin hazirlanir ve bunlara aktif | olmaktan gurur
activities olarak katilir. olarak katilir. duyar
e actively participates in the - Kurumun gelismesi, egitim - Kurumun geligsmesi, egitimin
development of the institution | ve idari sistemlerinin ve idari faaliyetlerin
and its educational and gelistirilmesinde aktif rol alir.  |gelistirilmesinde aktif rol alir.
administrative systems
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Table 5.12 (continued)
Translation, Adaptation, and Localization of Professional Conduct

Original:
Professional Conduct

Team-translated:
Profesyonel Tavir /
Mesleki Tutum

Reviewed:
Mesleki Tutum

In addition
to the
existing ones:

3.1.

® acts as mentor to less
experienced colleagues

¢ leads training sessions with
support from a colleague or
when given material to use

* observes colleagues and
provides useful feedback

¢ when the opportunity
arises, takes responsibility for
certain projects related to the
development of the institution

- Daha az deneyimi olan
meslektaslar: i¢in danigmanlik
(mentorluk) yapar.

- Kullanacag1 materyaller
saglandiginda veya bir
meslektagindan destek alarak
egitim seminerlerini yonetir.

- Meslektaglarin1 gozlemler ve
faydali geribildirim sunar.

- Kurumun gelistirilmesi ile
ilgili proje firsatlar1 ¢iktiginda
belirli projelerde sorumluluk
alir.

- Daha az deneyimi olan
meslektaglar: i¢in danismanlik
(mentorluk) yapar.

- Kullanacag1 materyaller
saglandiginda veya bir
meslektasindan destek
aldiginda, egitim seminerlerini
yonetir.

- Meslektaslarini gozlemler ve
onlara faydal geribildirim
sunar.

- Proje firsatlar1 ¢iktiginda,
kurumun gelisimini
amaclayan belirli projelerde
sorumluluk alir.

- Ogretmen
olma
konusunda
istekli kisilere
meslek ile ilgili
bilgi verir,
onlar1 tesvik
eder.

3.2.

® creates training modules for
less

experienced teachers

e runs teacher development
programmes

 observes and assesses
colleagues who are teaching at
all levels

e organises opportunities for
colleagues to observe one
another

- Daha az deneyimi olan
meslektaslari igin egitim
modiilleri olusturur.

- Ogretmenler igin gelisim
programlar yiiriitiir.

- Tiim seviyelerde ders veren
meslektaslarin1 gézlemler ve
degerlendirir.

- Meslektaglarinin birbirlerini
gozlemlemeleri i¢in firsatlar
yaratir.

- Daha az deneyimi olan
meslektaslari icin egitim
seminerleri hazirlar.

- Ogretmenler igin gelisim
programlari, hizmetigi egitim,
senebagi-senesonu faaliyetleri
diizenler.

- Tiim seviyelerde ders veren
meslektaglarini gozlemler ve
degerlendirir.

- Meslektaglarinin birbirlerini
gozlemlemeleri igin firsatlar
yaratir.

- Ogretmenlige
yonelik alginin
daha olumlu
hale gelmesi ve
meslegin
sayginlik
kazanmast igin
caligir.

Together with Professional Conduct, Administration constitutes the last category

of competence framework: Professionalism. Under the competence area

“administration”, the competence descriptors that were listed in existing MoNE

teacher competence framework but not listed on the EPG were included in the new

competence framework. These descriptors were incorporated in the framework in

the order they appeared on the original MoNE document (see Table 5.13 on the

following page).

By this way, the localization of the competence framework was finalized, the

descriptors were aligned to match the Turkish teachers” definitions and local

competence documents. The resulting framework (Appendix K) is the product of

this dissertation study; with its implications for teacher education practices, policiy

and further research.
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Table 5.13
Translation, Adaptation, and Localization of Administration

Original:
Administration

Team-translated:
idari isler/Gorevler

Reviewed:
idari isler

e completes routine tasks
like taking the attendance

- Yoklama alma,
materyalleri 6diing

- Yoklama alma, materyalleri

1.1 | register, giving out/ . e 6diing verme/geri alma gibi
. R verme/geri alma gibi rutin L A
collecting/returning . . rutin islemleri tamamlar.
materials islemleri tamamlar.
. - Istenilen ders pl
e delivers required plans - Istenilen ders plan ve stenten ?rs pan ve .
< . kayitlarini (6rn. sinif defteri)
and records of lessons kayitlarini dogru bir 9 . .
R dogru bir sekilde doldurulmus
correctly completed and on | sekilde doldurulmus olarak .
1.2 R . olarak ve zamaninda teslim
time. ve zamaninda teslim eder. d
¢ marks homework and - Odev ve testleri etkin ecer R
tests efficientl: degerlendirir - Odev ve testleri etkili bir
v 6 ' sekilde notlandirir.
- Notlandirma ve raporlama
iglerini (6rn. sinift ile ilgili
Nodms versporam (0 L
¢ handles marking and islerini etkili bir sekilde Giriitir § Ogrencilerin ulusal
report writing efficiently. yuriitiir. Y " . - bayramlarin 6nemini
X . . |- Derslerin agik ve diizenli bir
e keeps clear, well- - Derslerin agik ve diizenli R anlamalarini
. . . sekilde kayitlarini tutar; smuf y .
2.1. | organised records of bir sekilde kayitlarin tutar. o R saglayabilir ve
. defterini diizenli ve detayli ..
lessons. - Belgeleri ve doldurur torenlere katilmaya
¢ hands in documents and geribildirimleri i . . tesvik edebilir.
. - . - Belgeleri ve geribildirimleri,
feedback by time requested. | kendisinden istenen N . . .
R degerlendirme 6lgekleri vb.
zamana kadar teslim eder. r F Rk
belgeleri kendisinden istenen
zamana kadar teslim eder.
* handles administrative | i:jltl:llr:lzll? ;1: sekilde
tasks around the job & . L. $ - i@i ile ilgili idari gorevleri etkili
L. yerine getirir. . . d .
efficiently. Diizenli ancak daha a bir sekilde yerine getirir.
- Diiz z
e anticipates regular but y - Diizenli ancak daha az siklikta | Ulusal bayramlarda
siklikta yapilan isleri AN . . .
less frequent tasks and A R . yapilan igleri 6ngoriir ve toren diizenlenmesi
2.2 p ongoriir ve vaktinden 6nce y . . L. N
completes them in good > - vaktinden 6nce yerine getirir. konusunda gorev ve
R yerine getirir. oy . -1
time. _ Osrencilerin sorunlar: - Ogrencilerin sorunlari, sorulari | sorumluluk alabilir.
e deals with learners' issues, sorilarl ve ! ve istekleri ile uygun sekilde
enquiries, feedback o - ilgilenir.
approbriatel geribildirimleri ile uygun
pprop Y sekilde ilgilenir.
. - idari igleri di lisanlar il
. - Idari igleri diger calisanlar |, d,ar_lf,§, ert .d.lger ga}@fn} ar re
* coordinates ile isbirlizi icerisinde isbirligi icerisinde yiriitiir;
administrative tasks with ﬁrfitﬁr- ge“egr Kendisinden ziimresiyle isbirligi yapar; eger
others; collates information, yuru g . kendisinden istenirse bilgi,
‘e . . istenirse bilgi, belge, rapor, - . -
ports, opinions, etc. if . ; tutanak, goriis vb. belgeleri bir Okulun kiiltiir ve
goriis vb. belgeleri i . .
asked to do so. diizenler araya getirir. 6grenme merkezi
3.1 | e takes responsibility for C')“retm.en toplantilar - Ogretmen toplantilart haline gelmesinde
certain administrative tasks dijzgenleme d EI;nem sonu diizenleme, dénem basg1 ve toplumla igbirligi
such as organising teachers’ . sonu tutanaklarmimn yapabilir.
. . raporlarinin toplanmasi, ) .
meetings, gathering, . . g toplanmasi, incelenmesi ve
analvsi d . incelenmesi ve geribildirim 1 K defteri
ysing and reporting on oo raporlanmasi, karar defterine
sunulmasi gibi idari islerde L. s
end of course feedback etc. gecirilmesi gibi idari islerde
sorumluluk alir.
sorumluluk alir.
- Eger kendisinden isteni
eacts as course coordinator ser xen .1smu 8{13 S enirse | Eger kendisinden istenirse ders
. ders koordinatorliigii yapar. o e
if asked to do so R . . koordinatorliigii, ziimre
. A - Okul idaresi ve okul aile .
® liaises with enrolment birlisi eibi okul pavdaslar bagkanlig1 yapar.
dept / finance dept / Dirlisl &  payaas ... |- Okul idaresi ve okul aile birligi g
ile gereken sekilde igbirligi | .. . Toplumda liderlik
3.2 | sponsors / parents etc. as gibi okul paydaslar ile gereken . .
yapar. Kilde isbirli®i vapar roliinii iistlenebilir.
necessary - Idari sistemlerin § §OIrig! yapar.

e contributes actively to the
design or review of
administrative systems

planlanmas1 ve
degerlendirilmesine aktif
katki saglar.

- idari iglerin planlanmast ve
degerlendirilmesine aktif katk1
saglar.
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Before moving on to the guide on personal characteristics, Table 3.7 will be

reproduced here, which originally listed the local competences that were not on the

Grid.
Table 5.14 (3.7 Reproduced):
Local Competences that were not listed in the Grid
Source Competence Descriptor Maps onto:
A — Personal and Professional Values — Professional Development Guide to
MoNE “Teacher sees the students as individuals, and values them.” Personal
G N “They embody the behaviors that they want their students to develop” | Characteristics
eneric B - Knowing the student .
teacher e . Guide to
“Teacher knows the student characteristics, interests, wills and needs
competences . . Personal
of the student; they know about the sociocultural and economic -
o ; . . . Characteristics
conditions the family and environment the student is coming from.
Competence Area: Cooperation with School, Family and the Society
3. Ensuring that students understand the meaning and importance of
MOoNE, national celebrations and ceremonies and that they actively
Subject- participate. Competence
specific 4. Being able to organize and lead national celebrations and Framework -
teacher ceremonies. Professionalism
competences | 5. Cooperates with society in making school a center for culture and
learning.
6. Being a leader in society
Competence to work independently and assume responsibility: Competence
2. Knows themselves as an individual, uses their creative and strong Framework -
qualities and improves their weaker qualities. Professionalism
Competence
Learning Competence Framework —
1. Critically assesses acquired knowledge and skills. Professionalism,
2. Determines his learning needs and orientates his learning.
3. Develops a positive attitude towards life-long learning. Guide -
4. Uses tools effectively to access information. Open to
TYYC Development
Teacher Communication and Social Competence Competence
Education 1. Actively participates in artistic and cultural activities. Framework —
and 2. Shows sensitivity to the social agenda and developments of society Enabling,
Educational and world events and monitors these developments. Professionalism,
Sciences 3. Conscious of social responsibility, plans and implements
BACHELOR’ | professional projects and activities for the social environment lived in. | Guide -
S degree 5. With support of quantitative and qualitative data, shares his /her Responsible,
Qualification | thoughts and suggestions for solutions to problems with people World-
s (Academic | having or not having expertise. knowledge,
Weighted)® 8. Lives in different cultures, and adapts to social life. Social Stance
Area Specific Competence:
1.Is a role model to society through his/her external appearance,
attitude, manners and behavior.
2. Adheres to democracy, human rights, social, scientific, and Guide -
professional ethical values. Responsible,
5. Has sufficient awareness of environmental protection and job Knowledgeable
security issues.
6. Is aware of the sensitivities of the national and universal phrase of
the National Education Basic Law.

13 Descriptions are directly taken from the English version, i.e. not translated. Decriptors from all
other competence documents were translated by the researcher.
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Table 5.14 (continued):
Local Competences that were not listed in the Grid

Source Competence Descriptor Maps onto:
4. Complementary Professional Competences

MEGEP 4.1. Performs their duty as a teacher in accordance with the aim and

Competence | principles of Turkish National Education System. .

.. . . N, . Guide —
Descriptions | 4.2. Being aware of the rights and responsibilities listed in the laws and Responsible
for regulations related to profession P !

. . . . . . Knowledgeable,
Pre-service 4.6. Being a good example in teaching, in personal and professional .
. Social Stance
teacher life.
evaluation 4.7. Being deeply bonded with their profession and performing
teaching lovingly.

The table above lists some competence descriptors from local competence
frameworks that were originally not mapped onto the Grid and the areas they are
now linked. This time, these existing local competence descriptors are checked
against the new framework and the guide, with the aim of ensuring inclusion of
local descriptors in the new versions. Some of these constructs have been included
during the reviews, and some of them are provided as additional descriptors in
related stages of development. As can be observed, all the definitions are mapped

onto related competence areas and characteristics.

The competences of a language teacher were thereby defined, for profiling teachers
of English. In the following table, a reference document to describe - rather than
define - personal characteristics of a teacher, titled “teacher as a person”, will be
provided. The nature of personality traits and the frequently mentioned affective
dimension these descriptions entail is hard to put on a scale and to measure in
quantitative terms. Therefore, rather than a ranked or graded list that portrays an
ideal language teacher at specific stages and phases of development, a
comprehensive guide was developed based on the descriptions provided by the
participants. Please note that this list of personal traits and personal qualities is not
a strict and exclusive checklist, but a naive acknowledgement of what is more to

being a teacher, and a note for the reference of those interested in the profession:
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Table 5.15
Reference Guide to Personal Characteristics

Teacher as a professional,
* displays the competences outlined in the competence framework.

Teacher as a person...

* Personality traits

...is emphathetic, caring and sacrificing:
who loves, personally knows and cares about their students, their families, and the
experiences they live through. S/he can understand what it is to be a learner, the
possible challenges and sources of frustration; and can invest their time and effort to
help learners through.

...is patient, tolerant, and has good anger management skills:
who, at times of frustration, is able to control their temper, without judging their
learners, is able to manage stressful situations and tolerate deviant behaviours or
unexpected troubles, never gets tired of repeating what was not understood by their
students.

.. is creative, artistic, skilled in arts and drama
who has a creative mind that is able to find new and attractive ways to motivate their
learners, uses effective body language, and has artistic skills in drawing, role playing
and the like so that learning experience becomes memorable for their students

.. is good at communication, sociable and outgoing
who is capable of establishing good rapport with people, including parents,
administrators, colleagues and the public; and at the same time is able to
communicate their thoughts easily with high verbal production and delivery skills.

...is positive, energetic, lively, fun
who is able to keep the(ir) mood and energy high even in the last hours of school and
even at times of uneasiness, able to make learning an enjoyable experience; at the
same time always staying positive in their attitudes and providing constructive
feedback.

...is a role model and example,
who sets the ideal with their skills as a language user and a learner, is a person
students would admire and look up to, exhibiting behaviors nd virtues that would
guide their learners not only as language learners but as a person.

...organized, hardworking, and confident
who feels responsible for the school and the learners, works hard to the best and
beyond, confident in what they do and they way they do, is able to effectively plan
and manage their time, acts as a leader in professional and social arena.

.. is open to innovation and change, flexible
who welcomes innovations and embraces new approaches in teaching, can easily
adapt to changes, can follow changes in curriculum to match their teaching

...is open-minded, modern,
who welcomes diversity and respects everyone regardless of their identity, who has a
world view, a political and social stance, a set vision and who overcomes and helps
students to overcome limits in thought.
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Table 5.15 (continued)
Reference Guide to Personal Characteristics

Teacher as a professional,
* displays the competences outlined in the competence framework.

Teacher as a person...

* Qualities

...has experience and/or been abroad, had contact with native speaker, has experience in using
English in real life.

... is wise, knowledgeable in many subjects, has a good world&general knowledge background,
has an understanding of popular culture and keeps up to date so that they can relate to their
learners

...loves reading on almost any subject, follows the news and the world, eager to learn about new
things in any field to expand their world knowledge

...is a problem solver, quick in responding to moments of crisis, has practical ways of addressing
issues and is able to come up with feasible solutions.

This description or portrayal of teacher characteristsics might indicate what it
requires and what it takes to become a teacher. The competence definitions and
characteristic descriptions together might give an idea on who a competent teacher
is; still a quote from Fenstermacher and Richardson (2005) holds valid: “Perhaps

we cannot define quality teaching, but we know it when we see it”.

5.6. Limitations

One limitation of the study relates to the overall validity of the study. Surveys were
used as a means of data collection to reach large numbers of participants and a
probability sampling was targeted. In line with this aim, attempts were made to
ensure the survey link was sent to all teachers working at state schools. However,
surveys have some inherent limitations in that the participants who completed the
surveys were volunteers, so the sample can only represent the eager professionals.
On the other hand, as the participant group was very large, the mean scores still
have a representative power and generalizations can be made with these

reservations in mind.
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Linked to online survey design, the conditions the surveys were filled in could not
be controlled. And these surveys were the only data collection tools in the study.
Teacher views could have been investigated more deeply through interviews, for
the competence definitions. For triangulation of data, interviews with
administrators, teacher educators could be conducted to incorporate multiple

views to the proposed framework.

Another important reservation is that the study reports on perceived levels of
proficiency and competence and teachers might have been tended to evaluate
themselves more positively. However, considering that it is not very possible to
test competences of large numbers of teachers though one to one observations, self
assessment can be regarded as an acceptable option. For the proficiency, standard
tests might be employed and would thus provide a more accurate picture of teacher
profile. This limitation therefore can be regarded as an implication for further

studies.

5.7. Implications

This study has numerous implications for teacher education practices, policy and
implementation and implications for further research. This section will provide a

discussion of these.

An implication for further research is that, the new proposed tool can be re-tested
for validity; or inteviews on the applicability can be conducted and to verify
definitions of teacher competence. The proficiency and competency of teachers, as
previously mentioned, can be tested with more objective tools to overcome threats
stemming from discussions based on reports at perception level. As the proposed
framework preserves the competence categories and areas of EPG, comparative

studies can be conducted at international level with other language versions.
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For teacher education practices and policy, there are several implications. One
major finding of this study was that teachers who had educational background in
English (including ELT and English studies) reported significantly higher levels of
proficiency and competence than graduates from other fields. Between the English
groups, ELT group was better in methodology, and English Studies in language
proficiency. In other areas, the differences between these two groups were not
significant. Deriving from these, we can infer that having an experience of language
learning and having higher proficiency levels might be the factors that can explain
higher perceived competence. Considering the fact that Others group included
teachers of other subjects and those with certificates, learning about pedagogy must
have been of less influence on language teacher competence than language
proficiency. At this point, one implication for research is that these factors can be

analyzed and identified through more focused studies on these variables.

Another implication based on this develops on the discussion that higher perceived
language proficiency might mean higher perceived competence. And considering
that certification practices were found ineffective in that they are too short in
duration whereas traditional teacher education programs are not effective in that
they lack sufficient experience and the graduates are not proficient enough; teacher
education literature seems dissatisfied with both. At this point, Fenstermeicher’s

(1990) argument seems logical: why not combine better sides of each?

The answer for this might be a new model of language teacher education at tertiary
level. Enginarlar (2016) proposed a model for departments of English at higher
education institutions. Based on his experiences in language teaching as an
administrator and as a faculty member, he proposed a model which he represented

in the figure below:
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Figure 5.1: Enginarlar’s model of English Majors at Higher Education

In his model, after the university entrance exam, students of all English majors take
freshman and sophomore year courses at departments of English and the
curriculum will primarily focus on language proficiency. At the end of the second
year, a qualifying exam is proposed; if the students fail to pass this exam, then they
exit the program with an associate degree in English. The ones who qualify go on
to third and fourth years and major in English language teaching, English

Literature, Translation studies and such.

The responsibility for this high-fee alternative certification practices are on faculties
of education and in the responsibility of faculty members who already have many
students enrolled in the traditional program. For the universities and faculty, this
poses extra burden despite the profits it provides; quality of traditional teacher

education is at stake alongside the alternative program in that the number of
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students a faculty member is responsible for doubles and almost triples in most
cases. Furthermore, concerns are raised that the demands and limitations of
facilities at universities are hardly ever taken into consideration while CoHE

allocates the student capacities.

This program offers multiple benefits in that higher language proficiency will be
ensured through intensive training for two years in language focused programs (as
a remedy to lower proportion of language courses and lower proficiency levels of
ELT gradutes). The remaining two years after qualification exam would ensure
mastery in professional knowledge and sufficient experience base through field-
specific courses (as a remedy for short duration of alternative certification and lack
of experience in both types of TE). Even though the procedures to be followed for
this radical change is challenging (Enginarlar, 2016) the outcome will be worth the

efforts.

A better student profile specializing at departments would improve the overall
effectiveness of professional education not only in teacher education but also in
raising a more qualified workforce as translators and linguists; which in turn
would improve the teacher workforce and thus teaching English practices; and
would entail similar professional gains in other areas. Moreover, for students, areer
will be a more conscious choice rather than a random selection of a department
according to your university entrance exam score without any idea about what the
profession you select might entail. For the faculty of education staff most of whom
now bear the responsibility both for traditional and for alternative certification
courses, a more motivated and proficient student profile with higher readiness
level would be more satisfying to work with. The associate degree holders could
cater for intermediary profession areas; thus contributing to practice at many

levels.
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For the practitioners, the framework can be used as a tool for reflection by teachers
to improve their teaching practices. For policy makers, the Ministry of Education
which articulated their plans to draft a competence framework, this can serve as a
guide and a national standard. For teacher educators and program designers, these
competence descriptors can set the curriculum goals for language teacher
education. For prospective teachers or people who consider choosing a teaching
career, the competence definitions and guide to personal characteristics statements

can be a source of reference before making their career choice.

As a further contribution, the results of the analyses can serve as a needs analysis,
outlining the areas in which teachers need more development and hence guide the
in-service training programs. Teachers reported very highlevels on digital media
and low levels on language proficiency and key competences; the focus of future
in-service trainings can be shifted to meet the needs of teachers in a more balanced

manner and professional development practices can be advanced.
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APPENDIX C. EUROPEAN PROFILING GRID (EPG)

S/1

110Z - 9d36

Jaussoy pJeydly ‘enslel eAjes ‘YuoN ueug - SIYNOVIO

SPa0d BuRea| pue “Sp0d Bujued) PN -spad RIS J¢ sassep N sey @
Pue BuRE) AP [RADS Ul - BuIIEd)| pUE BuROE) 2UD LY DIOW UL -
Bunpen wasapp Auew ) wones sey o *73 ¥d99x3 SPADY IR 36 - S[PAD| SNOYIRA 36 - D
Bunpen Bunpeay 6 BuReD) PRISISSRUN P)HLNI0) 512A9) OM) JO U0 3¢ IR OM) JO U0 J0 SU0SS3|
PAUSANI0P 'SOY 000’9 0GR SEY © 0 SINOY 000'Y PU 00YZ UIIMIA SR ©  JO S0U 00K'Z PUE 00 USMBASY O SINOY 008 UL 00Z LAMNAQ SBY ¢ 9UAAXD A0 Inq (SNSSE UoSey @ Jo sued Jo suossay awos wbnersey ¢ 9IUBLIAAXD Bupydea
“(Bunyeay
Esglg«!!gcs *SUOSS)| JO SINOY € UO ~0.01W,) SIVUIRL) MO|D) 40 SIIUIED|
"SIRIEA PINBLIDN $53)| O SIS0 XPRGPID) PAUAWNIOP aaqisod peypue  PRQPID PRUAWNICP IARISOD PRy PR JO SANCI (|ewS LI SIQMARDR Buiydea
10 J0)UIW SR PISSISSE UBIQ SBY *PRQPIR PHULINI0P IESOd PRI, PIAISQO UDIQ SeY BuipdE B2y U PINIDSGO LB SRy BuIeR [eas Bupuuni jo 3ouRdX3 pey sey @
OPRPII) PAUSWINIOP  SRY PUR "JER)] JO SHAK) JRIILP LM “S[an3) “Son3| '5u0s53] IPRGPI
Pan@d sy pue ‘Buppea) el pue PUE SRA| SNOURA 10 BURDe) (92U puR Ei.itg&gﬁe« passasse o!ﬁl_xisaﬂx_? xu v&»& eNPIAPUI BUYOea] JPYM passasse BuipiAsd S| oym anbealod © Yum
20e:d Burpdea) Bupnp Sinoy $T35e( 38 2dp0exd Burdea) Bupnp SINoy 0T 35e3| 3¢ o smoy Nm.a_ AaAnisod pue PAARSQO ‘PISIAIAANS  30UBLIAAX3 BuLBYS Pue SU0SS3)| JO Sued
10) PaSSasSe puUe POAIISQO U SEY @ J0) PaSSISSE PU PIAIISQ0 UBIG SEY @ G 15091 3 JO [&3CY € Py Sy “BuILIeR Uy ®j0 e uz!_aiihpn Buiaq jo 2oudUadX3 pey sey @ Burpex Aq Buyuret 5|
.ﬁgg
3 Gunemy Do) sean opupeds -
i sy iy g 321699 343 Buruyeb 124 1nouayn AGobepad
“(1nbua) 35000 SInoY Bunpea abenbue) so/pue abenbue|
002 “uiw) Bunyes; abenbuel u) oKy o 396183 240 Ul 22169p SH/12Y JO SANPOW

e
[euoiss2j0. 10 MenpeiBisod e sey pue abenbue; yabie; ayp buydeay 2benb-ue; 1p61e) 3 BUILDEI] 10 SISING JO JAQUINY © PARIGWOD Sey ©

10 w ! (SROY 0zt L] —n-xnzggs!g. 0
paswibodas Ajreuogeusaiul ue sey & paswuBoda) Ajreuoqeusau; ue sey ©
‘Buien aped - = *ad1esd Bundea; pasinadns papnpul uogeyend e paureb 14 uonesylent
0 ved Jou sem sup ji dpdesd Bunpen o “afenbue 1260 ay3 Burpeal v Jou sey ang “abenbuer 33683 3w Buyoeay  Bupges) abenbue) pasiubodal e buuayo
paspadns Bumoau ‘sopsinbuy paidde radpded Buiea pasinsadns ‘adgoesd Buipea; pasisadns Bunoaw  Buien PN PajUaLII0p J0 SIN0Y  LIB3Q 03 Wiy Buygeud aeAud e 20 "aba|10>
10 Abobepad abenbue] i anpow 33463p Bunonu; abenbue yobie aup Buiyoeay Juaucduod AGobepad abenbuel e w09 JO WAWKIW © pue abenbue; u) bulurer;  Buiures JaydeR) € Je JayHed) abenbue;
30 32,60p 5, /MW @ PRI STy Ui 9pows 9369p 0 6Ip RSBy @ 3benb-ue| 196.0 AR 1 3269p € SRy @ E.Suﬂi-.&a:si.!_&.z 1eRiut siysay jo yed padidwod sey o 5@ Buien Ll 3
2benbue whey
) U1 PUARAWO) JayeIds IApeu sey © P91 2D 3@ Aouanyoud uanoad pue 93] 1D 3@ Aouspyosd uanosd pue
a6 abenbue| 19650 a1 vl 2bap e sey @ abenbue| 19650 3 vl 23:69p e sey » abenbue| 196183 sbenbuey 19681
“abenbue; 196123 240 JO PUBILIDY 10 0 A3 uﬁuo:!ua:au.na *a DG T8 FOAIRRe B0y O "5 Y pansnpe sey
feIneu © snid NPIYQIAD UONPURLEXD *abenbuey 16y 3y u) ey abenbue) 39603 93 U ey y pue ua!ac ﬁ?ﬂuﬁ =3 PAdj Aenuay A9 Aoy
29, . UONBUIWEXD 7D © PAUI . voneUWRX3 1) ® EY ae u:nn 1 abenbue) 196se3 3y Buikpms si o @ abenbue; 196. 3 burpms Aduapyosd abenbuey

Z 9seyd juawdoj@aaq

SNOILYDI4NYNO R ONINIVYL

C1: English version of the EPG
g
5
g
:
5
2
¥
8
2
2
3

g =M aHOe

1 aseyd juawdojaaaq

228



G/T

1102 -9d3@

J2ussoy pJeydly ‘erdlely eA|es ‘yuoN ueug - STYNOYI0

RGPS WojRfapIAc

03 sanbiuyda] Jo abues apm @ asn ued *
“SASR] WALIPIP U0 Buppom
WIODISSR]) JWES DY) Ul SPA] JUAYIP

® senpivpu pue sdnasb o3 poddns
apuoud pue sopuow ‘dn RS UL @

“SapAPe sauun; Bujubisap

XIPqPas) pur Bupoyuow g asn ue ®
“skem snoues u

¥IRqP3I3} [ENPIAPY| INfR/BpIACA LS o

“AIRqPa3 S| WIRfIPIAID LEd
ApARday

’ “Pegpas) Jeap apiaaid ued e
IBUIED] JOUUOL UEY @

pue
dnaub PUR [ENPIIPU| JONLOW URD ®

‘awin awes ay 3¢
SSNMRDE assRp 1o Aued sdnosb yym
) Bupusea) paseq-yse] dn 1as ued @

SAUMPE

“Buruea) paseq-yse] anwebioued o dnoub pue [enpAIpY| JOBUOW UBD e

SIA9IG0 UDSS3) A JPAW ) JAPIO
) pom jied pue dnoub ‘ssep jo sousnbas
pacue|eq pue pauea e dn Psued &

sayiabay prg
558 au3 Bupg ued pue AQuaryya yom
dnoub pue sied abeuew pue dn jas ue> ¢

00q $6IN0J € U] SIAIARSE LD PasEq YoM
dnoub pue sied u SIS SAI0AUI LB *

SUORINASW JGI
BujaI6 yu0m dna. 0 ed pue SsEP oYM
4 Bupyes) UIIMIA] IIRURNE URD ®

uonRIA SSepP-ALdea) abeuew ued ¢

2uepind yam “fyapoe ue asjuebio
PR SUORINNSUY JeaP 3AI6 ueY *

Buloyiuow
pue juawabeuew
‘uonesaup

“SISINGD JWARYIP

JOj SASNQR(AS PUR WNOLLIND I
Buymasnaa so) Kyqrsuodsa syeaued o
“SU0SS3|

Bupedaid pue 53500 Bujuueld Ul SpasU
[BNPAAIpU] BULBIP jO unoade Bupiey
pue Bujssasse u sanbeayed apinb ues o
‘wsenads sy) 03 aeudosdde

Ww3puod asinbuy pue aAgeSUNWWE>
e faW1 100 W0 AP
ul

“SU0sSa) Gunwoddn

40} su0d LORJE LO BPIAP 03 SBRIO LY
SIIPOYIP SR JO sisAuue asn ued
‘$/@A3] WaIBYD 18 SIS

UM 571 JO) [RISIRW FUN0S WES M
L0 Paseq sx58) Juasay|p ubisap ued «
“‘vorsiAgd pue uiphias

S3pnDU) Jey) ued asun0 paoueRiRq

pur pageIap © dojasap 01 ) N pue

ued ¢ sisAjeue spesy YBNGIO | 1ONPUOD Ued ¢

SIARIB[Q0 FIN0D SE A S8 SpaIU
IENPIAIPU] 133 03 SYST UDISIp UeD

“Sjeualew

5U0553| 10) SaARIRIqe Aseuawayddns
pue wiew Bujuueld v 3531 0} saj1 pue
spasu siewes| Bupap asedwod ved o

10 IFRUICT FARTAUNWOD PUR KSINBUI "S3ARIBIQ0 RSP LA
2 yopdxe 03 sysey ubsap ued o SU0SS3Y JO Bupwn pue saseyd ueyd ued e
SRuEeW “dnob
GENCAR Y] PUR SSUITS) JUIP JO 31 Jo0 SP33U 341 133U pUT POURIR]
speau s ‘sngeyAs s Jo Junodoe bupea  aue Jey) sueid uosse) auedaud 01 sjeUmMEW
25un03 € jo wed 40 3503 B uBd Ued & Payiaads pue sNgejAs © asn ued>

SIANP
pue s5920ns Bupwes) jo Junodie
a®) 0 sueyd Loss3) Isnpe Led «

VR AR

Bupued v Suossa| SnoWaLd JO SHWONN0
37 Jo Jun033e Bupye) Aq suossa
UIIMIIq IWRIIYOD FUNSUD URD &

H0OqIX A1 Ul
#5041 JUSWSEANS 0] SIRIARDE Pul UeD

‘o5
op o sepaew usab uaym ‘ueyd uossa|
© Ul SSRIAIDE JO SIS B Ul UBD &

Buyuueyd
8s1n02 pue uossal

“SUCISSS UONESIRIEPUES 43D U ued
[9A3] ¥3) VBN © paLpRM
FARY SIAUIRT PUIIYM FUILRIP e
0] SIS3) [PLLIO} PIRA )RR UED “Bunum
19569 0 sanbeac> POOURLACE® o1 Loy s i A1 U
553) dj3y pue s3] e 10 Gupim pue
Bupfeads w uapyoId sisiIEs| S5as5E “S9SSAUNEIM PUE SipbuanS
o ¥43) Adde ued way) dpy o
joadjduge  SPUWEILI0 SOURICIRI 03P 360 LS
abpamouy abenbue pue sjes abenbue| “(UBTIIM PUR (€J0) WIU-55IS5E SSauboud
11 40 S35 uawssasse dojanap ues ¢ 20) SY59] PUE S[PLAIRW UBISAP UED

“Buns3l IR
ARUIPIODD pue s0j asedaud ved & “HI0M [RNPIMPUI JO) SBNUOLIY 135
557 PuR PaynuUaP! Sassauream pue suyibuans “SAMUIANIOR UDISIADL
»:En-qin&ni&en 43 vo ypegpeay seap anbued «  Bjeudosdde 1npued pue uedasd ued e
USTIM U 510433 J0 53K WRsHHIP Ausp! “SIS€ JAwWSSasse “05 0p O [epEIRW
o) apo> buppew paaube ue asn ved PpuR 5353 JO SYNSAJ BYJ WO U0 DY) UANID UAYM SISA] [RI0 PNPUCD UL &
‘sease s||pys pue abenbue) ur ssauboid WO G SRRPMS Ky 0T D) R0 & ‘05 0P 03 [epAIRW 3y) Uan|B

10 ue Buipnpul
S153 ssauboad senbiai 1npucd wed @

UM (B34 j0 PUB Wi Jo pus “B'9)
5159] ssaubosd ew pur PNPUCO ued &

{00 95103 313 WOY SN
UN JO PUB YIPW PUR PNPUOI URD &

JuaLISSassy

‘sanbeajjod Ag

25N 10} [ana| Aue Jo) SRUIRW PUE SY5E)
sqeudaudde SqEaUd PUR PIRS UED *
sanbiuy)

Bunpea jo abues sy dofanap

O UOREAISTO dn MOj0) U ®

SIEURUI PUE SIQIGIE ‘SANDILLIAY

D BUIRa1 O DUR) 3pIM A3 € 95N URD @

5N 03 SAND|ULD) pUT SPOLRAW
yym Buisooyd usym sdnosb senonsed
JO SP3IU AU JUN0IDE 0JU| 3e] UED ®

SpEWed

“SIUARDR pUR sanbjuyaal Buyoesy Gupyou91 WaRYP 10) SEUEIRW puR
10 Kapea e £ doudde asn ued ¢ i) ayl

[eonoRad B WOl :IEN[RAD URD °

“s|eUSIRW pue Sanbluyas) Burpea puiyagq

saidiound [eanaioaq sy Anuap ves e SI9A3| U0U IO OM O S|RABW

‘sjeusew
“SenGeaiIoD yum 1) SIRys pue sanbiuyaan jo abues apm Lsa v “sabFRSs BUNLIPS) PUR SHAIS pue SSnbuY=N i Rpwe § @
pue Bupweay pue Buiyes abenbue) jo  Joj pue pasn BuRq yoradde Buiyies; T ] Bupes) ‘spogaw pue sauoay) Buiues) SPOLEA PUe SIL0SY)

59150841 Jo abpajmOU PaEIap € SEY @

50} vonedynsnl 0y apmoxd v«

abenbue) qum parenboe |am 5| * Buwsea) abenbuey qum Jeyiwe; 8 o

“SINEIU0Y

Bupwesy pue Bupydes wasayp o)
SiepRW pue sanbluyd Aauap) ued ¢
‘sanbeayod Woyj 3XAPE M ‘SRR
pue SeNbIUYI9] MaU DIRS UL
"SpoyIRW pue sauoay) Buwes) abenbue|
WP Jo Bulpueisiapun Jiseq sey ¢

“Busn ase

Kay) sjepaew pue saNbULDP) ay) UasOD
aney Aay) Aym pueisiapun ued 'siaylea)
pacuayadxa as0w BuvRsqo Usym o

*SPOYIW PUB SaL0AL] Bujusea)
abenbue) Jasp Inoqe bupuea s ¢

S|Ips pue afipajmouy
hbojopoyaw

42

TE

£ @seuyd juawdojanaq

e |4

Z 3seyd uawdojanag

S3ON31IdNOD ONIHIOVIL AN

1

It

1 9seyd juawdojaaag

229



S/€

1102 - 9430
JaUssOY pIeydIY ‘eA3jel eAjeD ‘yuoN uelg - STYNOVAG

1 .
‘ajpoon ‘62 ﬁ!olh_!.ua w!.:!.._a.
eRWe> © bujsn) epaw jebip
wansAs Jowabeuew Gujwea) e busn S3YSQIM WO} SIN0SAI PROJUMOP UED
senpow Bupwear papusq ubisap ued o AP0 0§02 SUIO00 URD - & .
2UeMpIRY PUB BIOMYOS
“$32IN0SJ PISEq-JPUIANY) PUE JuBLdINDS eao: ‘GAQ © ousal WU R O
1eubip aiqereae Jo [epuaiod Budeal syl - —_ g DRI sha.&ehuxoaﬂoﬂnsgghwzu [epaew bupydea) [eual0d Joj Yaseas ued
0idxa 0 Moy SanGea(jod Moys ued Sy .
‘Bujwea abenbue| 03PIA pue puUNos Jdepe pue UPs Ued @ <o i "Sj) pUNOS pue 0IPIA '59n6ea|10> pue sUIPMS eLRIew Pi0j PasapIo Aje3160] SUORUAAUOD
205 (290 530000 U ‘GM) spoou ou Gew| Guypuey J0) 3JeMYyo0s asn Ued e Buuo aepdosdde PUIWWOIA UE: sy sandwod azuebso ued prepuess Gumonos ppiert
wawdinba |eybip wocssserd aqeere 12q 03 areudasdde sasIXB U ‘Sipuses| ssakeid epaw Bupnpul ‘asemyos N9 ‘sopydesb ‘saunid ‘s 03 aJemyos Buissadosd-piom asn ued
Aue 9sn A|qeayosd 0) UBWIRI| LIRR URD @  -UO 3SN PUR 1S O) SUDLIRI| UIRA URD @  JOj XJOM BUJ-UO ISIAACNS pue 135 UeD JRW/SMOPUIM piepuess Aue asn ued e PIPROJUMOP YIIM SUOSSD| LD UL * . epap jexbia
“S1009 A Supdanod
pue sauanb abenbue) MO
ooy s fsgrony b saedorioe s W SDenOUR ks e
ansrese i !ﬂ.csi!laﬂurnl-iiu o "1D) SIPAY PASURADE 3@ 10X ‘PAIIIV0D Siwed|
‘suoneueidxa Jeap 12431 3 Joj drepdasdde abenbue) P60y 93] 1-1V J0) Nendosdde ase ey
“SPAR| 2D PUR 1D 0 abesn pue Bumew anib pue Aeanaoe pue AN sauanb  ‘Buiey s} aweal © 10 walqoud abenbue) oyl Noqe sauaNb 03 SsAMSUR IAIG UED ® Inq M@dwod AjLessa0au 10U AR 1R “BUIRD) S YIS S
"WLI0) JO SIIIP NGNS UIR|dX3 Ued © aBenbuey |je ISOW|E JAMSUE Ued 341 puRIsIapun pue asubodas ued e o5 sauanb abenbue; 0 Siamsue M6 ued e e paxse Apuanbay; ase jew abenbue;
“abesn pue abenbuey jo spadse “S|aA3) IV 10 SUOISEI0 “SUDISEIO0 |[B ISOWI UO 2 1) SPAD| PASURADE 10 1d2XD ‘PaUIIIU0> “SI9AY) T-TV 18 SJAWIRd| ) PRI i
1U332})1p INOQE S/AWIe3| Woyj sauanb 0} 1€ 350Wie Lo a5es pue uLoj abenbuel 38 1da0X® SPA3 IR J0j * 95PSN PUR WU} [9A3| 3Y1 JO} areudoidde 365N PUR WO} 10 [943) 31 01 padepe 25057 pue Woj “SPIUN0S DN S8 P 00q
SIIMSUR NI '[Ny A SADMIE UBY @ JO SjIPOW PALI0D IO PUR IS U & aBeNBUR) JO SPPOW PILOI INB UL @ BENBURY JO SIPOW 1BL0I B U e  IBENBUL) JO SPPOW 110D IAID UL sewwest pue asn ue>
5] UO YPRGPII) ¥9IS U pue
25N ,53N63(I0I PUB UMD JO] SIRUIRW 9534 [eminw
PUR ST ‘SIRIARDE 3D URd “RyAISURS [RINN25A; JO Sease  'dnoub ayy 03 ajepdoidde SapIARDE Buisn  pue AUAISHIDU| S3I0WOID PUR WOOISSR
foq ApaRdaye abeuew pue aredidpue ued © fi_nﬁéﬁais:n!:a_ AR U1 swqosd fRIMN2IAY| Suipoae “AUSIAAP [RINYND PUE RS 5]
ok - .n.w.ns__iua s e it J0 UOZLIOY [RIMND 33 0 PAYRUI 10 33uRLO0wW) 3y 37UB0OI UBD @ BB BJoYM SISSEYD U BUIPURISIAPUN PUE
g?gnvon. Ky d _.._8336.585.;. i i o e -.._.sm M 2Ue 10 SjepAIewW DIIS UL; g 2URRI01jo 2:2ydsoune e 035 ue) @
eap a1 Aamiqe senbes)iod dof@asp ued o1 Agiqe ssawes; dofaasp ued (99 &39!5&!&:8 abenbuey Apoq ‘ssauayjod 69 Jnomeysq ‘suopen
5 sanss) 3 “69) [eImn> jo 36paymou ssewed PUR JNOIARLDQ [BININD Ul SBUBIIIP Dupusen pue
pacuapadxa s59| 1SI5SE 0} pue SR 0 900 Ay o we S 0 0 IR ) S SN 0 0 Bupyoeay abenbue; ur J03oe) Juep0d 25ua3adwod
S1 ST UBYM SINSS] [RINYNIIWI JO pue umo puedxa 03 St gﬁﬁ_n *s3opnfaud pue sman exdKosans “SMIA 1803024335 JO JUNOIIR “Bungeal Ul SaNSS) [RINYND nIn pue abenbue; usamiaq
abpapmou 3MISUIPD SIYIRY ISN Ued @ pue spafoid ‘SIYUS Gam SN U © askjeue 03 s:awed) diay wed e 30) 0] Q0 $! PUL SPURISIAPUN @ 1O 3oURAI[a: 1R In0qe Buiuseay s @ SUONesal A 1R SpURISIApUN leanyndiajug
TE T'E (44 1'C 1 Tt

€ aseyd uawdojanaq

Z 9seyd awdojaaaq

1 9seyd juawdojaAsq

S3ON313dWOD ONITEVYN3

230



bio'sjenbeammm

L e L rempe—— o MAONNOD ﬂ:ﬂ_ca— s I\ Sz m—— s swwoiBoig
I-...!!.l; wogmalion z SN ISy E 1 Buusoay
e - Nv o 22 wng) iNeE

S/v

1102 - 9430
Jaussoy pJeydly ‘eAalel eAjeo ‘Yo ueug - SIYNOV3Ie

SW3sAS IANASIURUPE JO MIA3)
10 uBisap A 01 APAIDE SANQLIUCY
.

Asessadau se "33 suased / suosuods /
309p ULy / 30IP WIWIOI YIM SISIEN|
»

3
Op 01 PANSE J} JOIUIRIO0D FSIN0D S8 SR
.

R
XPRqPII} 254702 J0 Pud Lo Sunsodas pue

J3Q0UR 3UO 3ANBSQO O)
.

10) s 3

SA3) f1¢ e Buyoeay ase

Oym SINBEBYIC) SISSISSE PUR SIAIISA0 ©
sawwesboid

WaWAORAID JBYIe SUNY @

ssayoea pavavadxd
559} Joj sajnpow Bumen sxEan o

“Aiepdosdde xoeqpas) ‘parsanbay awn
Buishjeue ‘GupES ‘SOURIIL SRURAN .o iy . u .
Bursiuefio SB 4INS ST IANEASIUIWPE Sanss) Qe sjeap £q ¥20qPad) PUR SUBLNIOP Ul SPURY
wei) 0} Aupqrsuodsas sayer @ WA Poob u) WAk SARIJWOD pue SYseY SU0SSH
. Jeapd o 3 .
T T T gp—— wanbay 53 1nq Jeinbas sajedpaue 10 5piodas pasiuebio-jjam "Jeayd sdasy ARUIDIYD $I53] PUB LIOMIWIOY SIeW 2 Buiuna/BuRINIed
*510da) ‘UONRULIOJU] SHIRI0D ‘SIAR0 “Aauapus qol agy ARUSDIYS  IWN UO PUR PIRITI0D ARDS1I0 SUOSSD| aaﬁs_aiﬂoeﬂ!xuﬁ
UM SYS€] IANERS|UIWP SRUIPI00) @ PUNGIR SYSE) DARRASIUIWPE SAPURY @ Buppm 1odas pue Bupyew sapuey @ 0 SPI0I3S pue sueld pasnbal siSAPP @ 3 Bupie 3 S¥SE Sunnos .
paieie) iofosd 1093 0] KNISU0Sos
uy
P ;nuoddo B3 UBYM uoRMASY! A Ut SaBUIRY>
s 'saspe Ay A . SWANSAS IAQRNSILIWPE PUL |RUOKEINPD pue sabueyd 03 APApISod s12eas
PRqpas; Injasn S pue Tasul 3| jo pue poob pue
sapir0ud pue sanBea|0d SIS0 @ a1 vy sspedpppued Apapde @ S.UORMASY| 3y 01 SANqLAU0d © uopeAsdsqo
asn o SINIARIR JUSWAOFAIP [RUOISSHHQIT U) *Bujyoea) SIY/RY dAIISq0 o PUS) ARURS VO RR. @
[euew UBAIG UaYM J0 anbearod e Woy  AjpApde seredpnsed pue Joj sasedasd @ Oym SaNGRAII0D WOL) XIRGPEI U0 SR uvonesedasd U0SS9| PUR SIBPMIS “$Y00qpuey
woddns yum suossas Bujuen spes| o Bustpea) uo eqpas) 3nRd3s pue “Sjan3| oM 10 3U0 INOGR SIDYDLI] JARO Yum Sasiel e pue 5anBeay|od Woy) IAPE SY35 o
sanbeajjod sanBeay|od pue ssabeuew AQ paasasqo Je Sanbeajod yam (yiea)-wea)) buyeay uoRMASY Ayl Jo suonenbas pue HIOM JIYI0 pue dgdesd
PacUALRdXD 559 03 JOJUSLL SB SR © 2q 01 SMIUNIOAdO SAWOIPM ©  SSBP AURYS 03 SANUNUOIdO SAWOIPM © UOISSIW B3 YIIM FIURPIOE Ul SR @ Buyoeal siyLY U0 Pegpas) Sppas ¢ IINPUOD [RUOISS3j0id

(43

T€E

€ aseyd Juawdojanag

[ar4 ¢ (4N} Tt

Z aseyd yuawdojeAag 1 aseyd juawdojaAag

WSITVNOISS3404d

231



/s Bl s - [}

SNAYTIAS

SUOrS Bunum pue Bucreads  SuIed) G

SISATYNY SG33N

JOVSN ONV WY

.. (BRU0UIUI Q) SN PAUININIXD S53) € JO

209 ‘Buads Buoim J0j - § “SIPIO PIoM BUOIM J0) < OM 63 YIOM UITLIM LI IPRW DYEISIU JO 3K} © 00IPUY 0) SIOQUIAS JUALYIP JO 357
,,,,,,

00288 !I_o._@ 3&“N.H ,,,,,,,, N@@‘

110Z - 9430 Jaussoy pieydly ‘eA3jely eAjeo ‘yuoN ueug - STYNOV3IO

Ul UOQEILNWIWO) Pue - A6ENBUR| 196107 33 MOY JO BUIPURISIHPUN PUR (ISN PuUe BueIW ‘W) F0eNBUR] J36/8) 343 INOQE FEPIMOUY § Sy %d )
SSINTYYMY

gg;lxsgkzglgxggtggsgggléw

,ﬂé&!gg&-!ikvssg%us!%g
OLYN 5

20 jo abe *Aqunod duexs ) gxgggﬂlggigsigggggsgm

LDAINOD

{1 ONIH AUVDIHLED

A2Uayo.XI HBENBUR) 5 I3 © JO JUILSSISSE PISIPMPURIS JO) SISRQ © IpIA0 5L (2D ‘1D ‘28 18 TV “TV) SRAY JaLyp 3¢ sabenbue
UB0; JO SIUH "> pue 0p-ue) SIPINCKT (M JUSUINJ0P © ST 33D ML
NV 4 NY34Ou INNOD) 4430

SIQIAGIC PAIRPIU-JNNUIOD (I SPOIN WOOISSEED 2I0)-0)-308) JO LORRUIQUOD)

v31 G3ONT8

JOORURW JWIPRIE IO JOYIU "SGR, JOIUIS © AQ ABM [RULIO) B UI PAIRNLAD PUS PIAIISGO LIIG SPY 1043 Buy>ed )

i1 Q3SS3ISSY

Aiesso|n

232



9/1

T10Z - 9430

Jaussoy pJeydly ‘eAdlely eAje ‘YuoN ueug - STYNOVIO

JIpraes wikauap epunsnuoy
AULSNAA UIUILIIG0 Pteq
.
SRSILLAA S19P RPUILELIO IS S59p 3PaKIAGS Senq
Wiua160 A Wiiai60 1Xe) 403G
n .
8h aipsen wikauap  wnalbo SiwuaRbRq LAY ep Lo WRIG0 SWUIRBR] epUILELO WIKAIBe W00 SiWLaBRQ 34 BIPIIA uepewe HPIRA NUAIUIP IPAIZNP 1Y) @AIA 31 JRSIULIA DUDWNIOQ J1q ULISIIP €AIA
ot wRAIH0 $wURBIRQ NPes 000°9 26 UD  WILAIGO A WNAIGO eZe) UIPA] IPAIZNP A WNAIGO BIZ) UBPAQ I IPIAINIS  ¥AUSIP BUISRq X3) 'ISEIE 10ES 008 31 00Z  IDIPES YEIUR JIPIRA LRYIIS/IS 1PUIY J(Siap 12eq APAIZNP pyie) DYl 0ABA G
7] ®  JaySuey 2D ‘Isese 10es 000’y 301 00¥'Z @ A$I03P Sexuq 'isese Jees 00¥'Z 241 008 © . . o lwifeuap wpaibo
..“ Jpepyewuning
i v_.n:&r._..&&.x AeIRj0 jueseq Jpepewuning
S nSmumy puaLabap 51 $59p Yees 9 161p3aA apakinas 1wLIpQUAB S1wuIRGIRQ Yese(0 ueseq ansnunnink
= TSR T mSeee  sSTmmeain
. Judw 1PIIQUIB $1WURGRQ A NwNIO
o ® FPUILIABUIP NG 34 SILIPUIIGID ¢ Va8 WG ehan erdrub ua.0 ¥
m mswe A Ui S39p ypees o1 ! JIPEIRWILLZEN WiAIUIP
=i wiLIpuapabap “Swuanwared udi sep  ze v 160 4i6ap an Ay nGwuapbpg  nSiwie duy puapabap yeseserhed wikaudp iyl SesIW
- IRees §T Ze ud ‘epuisess IBuaunfo A1$169p ‘epuisess iGuaunGo  SiwuarRbRg e -_.:_:32% t. YRIR|0 1juRSeq 3PAIAIS IpIe) DYl Z€ UD PN A Suuudnaizob “Siwie 16aIsap q UBsAA ! s A 6
) 3p WY IsRWRINBAN U160 WIY 9p way seweinBAN MUIURIG0 WY DIl Z8 U 3A YIRRRS § 20 UD ue.!..e? A YIRRRS 7 20 UD ‘IPUILINIGS Sibuerseq RUISIURD UDLLIA SI9P PSAING A XRUINRIB0 WLIIWNIOQ ZRG ULIISIAP
= . . . o 1qe3 akowspuapabag
- S WD Yesei0 X
- QA wiBa LU0 IULIPUIIGIP ar
[+ WO ISewpUeNy I Sewe eAan ueje
[=1 AN ) Spr. o -.J. SWyBa Saawzy yRees 00T 28 Ud ssiwe sobepad
15 . i‘g!!g;
g7 s akan csnsuesy (o pees e S99 Seq U3\ 15332199 AP JOPIY
fan) S39p 00T 2@ UI) RPUIRIR "» I JIPIRA SDRYRS DI
9] . (npees 02T wnwuw) uero e (npees 02T wnwiuiw) uep Giuuey Sy
> . .!ll!:!ag..l!d ISRIRIEISNIN IPURARIGO UIIP J3PIY
nSueuewe) P 1P 19 [pwa) yesekejwewey ARSILRWIE IU1jSeA (URIH0 (1P Z0UIY
1anb NUNINPOW 23259 RAIA |UISIIVIIP JNISOW ehon é}n%g HRIUR “‘SHURIURWIR) IUIISTY JIG UIUILIIGD speprewe runiba Sibuereq
=1 ‘U133 3p MUIAIUIP NXO SILLINIUIPD HIPJRA DINPOW 35333 @AIA 1533253p ndwes 3kadasap 11UaZNP 34 $iwuaRR013Q Nipees 09 S%éﬂﬂ!ﬂl PWIINY JIq (320 @AA AUSAAN
-4 eSAIDRWIR UIPIOUQ PYRP ‘IPUILIIGNP  SURSY| US| BP ISeWeINBAN #q e 11 npnsun 70 UD VAR ep ISeWEINBAN U060 1P 3piA38 51q Aeueio INYOISANA H1q URUNS YSeA W60
- ehan [ 60 1P J9pay HIUIUAAIHO SILLIRIUIP “IPIIP J9PIY IPUP JOPIU IPUIBISI LIWIUID eursewerseq abuaw00 NP PP 1P 19 Jiuue) yesei0 1Waunibo 1P
=] . . . wpaibQ oA wib3
= pupnok
.o PR URIO [1P O HIPRUR IPIP J9PIY Buparak 1034
2 . PPUIAIZNP 7D IA 1590259p JIq IPIIP JIPY apuikazng A 1S32259D 11q PP JAPY dnuuezey wuezey
@] rekon e A IpUIKIZOP 28 PIIP PP 113K 2pUIKIZOP 18 IPIP JAPIY
pIeA naARU ey 1ehan Ao . L
D spser speyfewie spepfew|e
20 eAan 15332:3p 1Yl 3N 1P 3PHP JAPY LIS ARUIS JPUIAIZN 7D PP JAPIY  ISBAYMIIS ARUIS BPUIAIZN 1D IPIP JAPIY  ISBYYNIIS ARUIS IPUIAIZND 28 PIP JAPAY wiGa apakiAas NUNSN IPIP JAPIY 102 3pakiAas nounsn apyp Japay
. . . .

16111149394 1@

= JdHOE

Qé

YVT4ISVA R WILIODT

233



9/¢

JIgele/|Igaan
wuipiiquab |askauq apJalIpRs IS5
.

H193p3 dpje) Yese|o we) A

2IsY1sX3 luuejsuewsouad drub an [pshalq
.

Jiigesny

1aznp wiuaibo Ijekep a8 nbnunink
Jejewsiied ipyey epuke iuke uueidnib
.

Jigefe/gaan
WUIP|IGUAB JijiSejue aA yise
.

Agakapzy
2pwidiq upa Iuisuewsopad U160
.

J1193p2
2zjuebio 1uaznp wiuaIBo Ijekep as)
.

Jjiqeanydnjo uaznp ewsijed

1yt @A drub ‘puis nq 16uap 1595
3pIPRS ¥279P3 JBWZIY BULIRISRWE UISIP.
.

JIGeuning 3pWLIP|GUaB JISe|ue 3A yi5e
.

1199431zt wwuapiup dnib aa [asAa1q
.

111g21336 3uaznp

njdoy Jenya) Yiuis 3A Jigarauok ‘dniny
3PIRS 219 1IR3 IuLejewsijed dnub A Py
.

qe30s euejewsijes

lleAep aapjiupRa PepuIqeIR} S1ap i
.

NINUNA %3.313A J2ja6I3u0A Jijsejue aA
3p|a% 1632136 uuejewsieS dnub eAan
| 9A ISsewsijed yuis wny uakagzl uuigiq

.

4

J11192pa azjuebio
161/UB{3d 41q 3A J11qaIAA JajabIau0k
Jue 3A Y13 ‘3]| 3uuIs06 oA

.

awajz1
‘auigauoh ‘wisesniaz

Jigeje yninjwnios

JjiGeuR|ny IpawLIaA

uS1 yawaj@dul uapiuak
SI3P 3A 1PRYNW ULRISINY NI5IGP
.

193D YIPAQURJ U] LiefeWNPUNING
apunuo 206 3A b

Jesey isew|ide£ apJajsiap
D{RJUOS |UIZI[RUR UIULIEPINLIOZ DURIBO
.

Jnigedepesey

uepsedny! _$>E_- uas3506

1pey 31320
313|1URI60 RPIBIRAINGS N15103p
yeukey iuke

Allppey
uualsIap 3A Isewuejueld uueisIny
.

Jesiny 329 |

jeuey|ny 1S yauunsiab ueid siny Jiq
1j2buap A lwesdey ‘Uasad| 3p UBPYIUPRE
Jenya) an auwn3ab uapzob uapiuak ‘nunq

A Jyjiqeded

Jigehepesey sejewsies

3p|as ¥373pa JPWz1Y euLeIRWE
unsiny 3542136 esepdeAny! |ashaunq 32136
.

JyjigauiB3p

eJejung aA Jijiqekejsedny iue|SeAnyt
uua|nuaibo uaysejueld e Sewe
ejuewe) 3A edijSeq upa|siap
.

Jqefejuerd

[2Aisuejod
uuapWazIeW
.

Jijiqedejued yesesnpuning apunuo

206 UBEWAZIRW INDABW 3A 1ULIR|SRARY]
uua)uaibo yisi6ap ‘luwelboid

SJ9P ‘NUNWNIOQ JIq UNSINY BASA NSINX Jiq
.

an
uLR|sIAP U] Jejdewe N1S16ap
.

Jiiqeueyiny

epeweysizey uejue|d siap apwidiq
119 1126uap 3 appfas yedehejisiey

eAepede yeseinpuning apunuo
JepINLIOZ 3A LeSeq awualbo
35 161pn3260 Iuuejueld siap

.

ede|bes
1BijIeIN PYepuIsele J3|SIap “Heseinpuning
apunug 206 epuisewuejue|d upajsiap
{BJUOS JIQ IULI|SNUOS ULI3|SI3P 13U

uneAny! ungrub ‘usjEwaziew
il 1j29 3 60.d siap
.

G LI3A BPUIGRI SIP
.

Jiqede|Ges 1Anueibeq pepuisese
PR3 pfepuiueld s1ap Jiq ‘apaipye
161p|UBA JBRWAZIRW IPRIA0 BUISIPURY

.

ewejueld siny aA s12a

1iGRYUNA LRIWININO eWSBIEPURYS Y43D
.

1iqein3énio JejAeuIS [euLI0) uejo 161536
uid! fawapRq L3P IPaWSLS disua

duikaznp Y43 41 111G uLa|dURI60
.

L) ul i
3PIPRS 41q JIUAANG JuLAPHIPRIRA 1jiZek

Jiiqehelbes uoAseuipiooy an Jijigedek
NIHIZeY i) IneUIS AWaaq KIAdS
.

Jjiqekoy Japydue
upd) ewsiied [2sAa1q 3A Jjjigeuning

JI[1G313A 3 JjjigeAepizey

9A D[205 UUB|IDUBIBOY ULB e1e(0 (1B} Je1ya) SIap 3 unbAn
J1]ige|o PDWIpIeA epnuoy nq ai3juaunaIB0 RS USIDUR00 WAL o [eUB||NY (UIWRISIS duuIpUBLABaP Jikez 3n i5nb cw..u%ma hE__uceoo RS S0 PR >
Hjwik3uap ze eyep A JjjiqeAe|nbAn A230 US| [S3WU3Iaq uLeeiey . .
A1Aas uning uidi apim yi5i6ap izek aji Dewe JI1IGRI9A Je|ARUIS N|Z0S 3pIIPYEY
3PS JIq H1UAANG JULBPIEIRA iZek 03PIA UIULIBWISHA]! 1DUB.60 UIS) Jeuunye 1w A uejuele ua}asab Isewsijed 161pILI3A J3RWaZIEW PRI BUISIPUSY
A N|20s uuR|PUAIBO JULBPAILY Y43 Jew|o 1DwipieA auudfBLUjigeleA eune) . apuuazn uuua|uaibe 2106 eulednuos .
. UIuLR|UQA jikez 3A n[3N6 LU uejewsijed auuIpuay 3N Aeuls
1ULR|UOA 1 nj506 uLaye om ANGAUNA 1ewsi) IpuajaBap s SIGRPUAIEIP
3A J111g3535 LejewsieS auuIpuapBap BN JIIIG3IAA IULBJARUIS WISI[R6
J|jiqeAepiese) ewsijed aA awazjew ud 1U3Z0p UIS! Yaw3a 3] JupR|wIS) 6 11|gRJaA uejAeuIS ('g'A 'nUOS 3U3s ‘NUOS Waugp) apJipXe} J111G31PU3}IR63P A J||IGaIAA
(1iZeA 3A [205) IS3ULIIPUBLIABAP WiSHR0 ULI3|PUBIB0 epuLIe|UE|e LIAJ3G 3A (1P WISIIAB (UBZNP UBIAS! NWINIO] ABUIS NIZ0S 16Ip|LaA JBEWaZ]ewW 130 BUISIPUBY U333} PIEPULIRIUOS S31UN ePUIGeI SI3P
. . . . . suwupuajiabaa
eanpuning
JingeAepesey 9595 JajaWaziew epunup 200 ey wuednb
aA ewsied unbAn apakinas 1iq IHIRG 3pUILISS A3 3 Ew.:ah»
16ueyIay uld1 lwiue|ny uluLejSeyR|SaW
. JiiIg21puaLI6IP
Jiiqeueyny apipgas unbAn  uepide ypesd nunbnjunbAn uusEWazZIEW
211qeuning 3pwILIPGU3D J1q JiIUAG D2 BA YIUXD) W60 3A YIUX) UI! Liejwe0 wiaI60 NiSiGap 11U LBRIAZIEW 3A NIUXRY
Aese(o /f0j0poaw A yeid SuLa|ipuay o uid uRWeNO Wiu3160 A WIRIG0 NiSi6ap
ejhnewe Yauuns| 1 # Jinqehejue
UIULBPIUR} WAI60 ‘ep \qeue)iny 1uLajaWaziew Jiuey uuajay! Jsipeuise ejdewe (buey
uejewsied wa|zob uluuejSepR|saw EL T 3) WiaJ60 1R1533 %05 3U03) UIULIBBWIZ|EW A §1UX3) WiIa100 BN HIUXN) 23! 3535 JBBWIZ|RW A BA §1UX3) LBPjIPUR|INY 3pUIDIP3|WajZ0b
. . . 3pakiaas ejzej eyep eAaA 1t NIuya) 1K ‘31 1sakisae) 1 160 1wt eyep
. . .
Jisejhed 3)1 uejseppPEW Jipeuiée ejhisejze)
nung aA Jidiyes akl Ju0a} A0 an s awuaibo Pl ise 0 18|10 [DWd) L Jipappawuaibo 19|u929q
30521q 3|1 iunsepjed w10 uejue|ny an 1031 }1$163p pRpUIWIURIHO 1P 3 13031 }1$163p PRPUIWIURIHY QA aA LI02) 15163p apwiua160 1P
.

219 1jwesde 3puIwnRI60 3A wiu3i60 1P
.

3 1021 $169p IpwiIUBI6Q 1P
.

aA 16119 WIqWajUA

C:E

Tt

€ aseyd juawdojanag

e

1

Z aseyd uawdojanag

AIAMITIFLIA WILFEOO VNV

[

Tt

1 aseyd Juawdojanag

234



(panunuod)

235



9/% 1102 - 9430
Jaussoy pJeydIY ‘endlel eAIES ‘ULON uelg - STYNDYIG

3«.«3!:&“_.9& iu._.ns...
1618 ejUIIRUOP JEUlP | Py

ﬂaavaa.__-tas_ usewsied u.nh
Jqedejese) LajINpow ,.o..o., ,!_x_.___..o::o..!.i E..Ho " Snk.u... 32.
.

Bwuaifo SnuuejueLLIRY YeIeUR|ny
1WASIS WSt awudih0 1q 116 JPOOW
oo 11192121506
A wijzek uak euuedeparsaw ApqRUR|NY ZRYD soppelosd urs
rseu uepursise |RAsuRIod wpaibo
eukey 1 38 euop . JsIap uas aAQ Jeus Jgaspuy Em-x:au._:a_!.ﬂ.a!
123fip NOABW ‘BULRKEBISAW Jnqeheyesn
*  anJngRAuazng wuRRASOD 0IPIA A SIS JGRIIUQ URWRZIRW U niqede .a!._u..-.ko.:a.aﬁan!___
1GPUGS BPUNSNLGY LRI * . i 04 a pualto h_zﬁgaiiﬁs_ﬂﬂﬂ_ﬁ wnaibo phsueiod susu
i Il
1SS PP (LA mongs 50p 535 34 RHQAQ “SB4R5I00 A0URW G 19
u 1P "qA juL AU Iqeus Jipqeuer|
WURISRIR IGOW TUURLIURUOR euundie Jausau unbin yeseo yauok JgAInIUP #A QIR unuzeA JRW/SMOPUIN URPUE: Jipqedepese) siep ¥ QA sapyesb iz Eu_.»:_.-!._ i) yewze/
s (eYlp W) I “LANUAG0 uuepdeAiy) 9543, 1puay wuauabo  ewsije 1w Uk 0 J3Y IYEP LRIDNRUAD RADIW  UBIWIS) IBIUNAW SIUILIPUL LRI ?_2;._ Puaz0p Uepues
. . . eApaw jeahiq
Jmgeueyny
JIILAAT 135D 100 UL NI AP
wuRRwIGRIINg 1916 11,96 ueeiey
3A L2IRUGRING JRADD UILLBIPUY
RIRINIOS LEPNPIOS JIBH 3 1P LLANPUAIGY snqedepiued
. iib!ishﬂ:-!i p— p—
— ‘J . spqeded 0 pay aplazny _nou hial.-._“-_i-:l]!i ii!:-iﬂ.ﬂthuaee-ﬂi
wejue ‘isidek Ip 3puLAzNP 23 3 1) 3pipias 1ig nubop an A Jyiqekiuey W6 '(Z - TD) ey SRAIADS L3N QIGO0 ISP LIFINIOS RIS EPUERTY P
. URINUOS WM WY uaway 1By a1 1P nununsos b 8yt 1P uUG0 JiqeARIURA URINIOS 15€Q URIUOS
. . EpHpHIS BpUDIRY 1P 3PUIKIAIS 1Ba1abo
2pipped uig nubop aa wey uewez JIGRIRA 30 JIGI3IS JAprRUIC NubOp J1pgasan saprausg by ap wiueqny sapraus rubop epunprey nuiue)iny E-..o!.!.!.illsﬂg
JAY URINIOS LIBINGJOS @PULHIRY WUl byt ap ISideA aA nulueINY 1P epIRWNIND. a 1sideA |Ip epIRIWIUND Wl UBWAY aa sided 1p uidy Japuaibe paphaznp 19 P18 unbin auikaznp uuapduabo Juqeueliny ‘q A wueideiry sawesb
B[P URpIRISE S0P UUIIURIH0 LINY USWIDY USLIBY BA SPIBPAIAZS W UBURY ‘BPIHASZOP W) EPUISID 7D Wby ‘3uey (Z - 1) JBRAIASS Lo Uaip0 wiuasfo apuualkazIP T8-TY R oie) g
. . 161jepu
Jqeuning apuigalsi
iy epejung aa JyqeAl
an " 1
EEEEEE —l%g:.ﬂ.i L]
. 32p3 2.ep1 34 Jobug apt aq upd 192335 JAAIZIeW 433911 PRSP wiseped
Jp— URjURe UaISS JIIRAND ISRIRISLINY MY nu!ﬂ&x.ﬂ*g.hﬁ.oc-_z iedep eAibAes ippjdiey ._-inu“
- e FAURID  ISIUIY I JIDI IWAUQ UIeWU
UAPHIAPqRURYNY il yeuunned ueiAe|0 wNAN 3j) UEPININ [N BpursPAd Jurs
4L 34 URPHIZRWISRIUR IPIEAE) NBRISTI0 JeiBes uLIRWURENRD . . npqeIesek nueyo Sikeue aA nobloy
1 ewinuel aA AwGIpd RRURPILIS URIO QUSRI (BN 34 [RASOS
UaPRUA awgalab uapuIsasn Zi/eUE LY. A JIPHLIG2U J1G3D3 yeP IUURIUBIE YIjiLie) qeue|ny wibiepurye;
LRSI [UNYMY UILLREEPRISIW [N 34 [eAs0s ‘uudUAI00 eue ('q'A 30 “J3XEZ3U “UlhawI) puay Ui yaunarsiualb wusnbiq
. S R O apqeuns 158 16y uuaprauaab
qeusIny eusiiny Jeiwnuns o saplo.d ) sl i oA S A A s
Foisap qam uid| i o spepeweue nunbnpo
Iuihauap ze eyep usibig WUBISIARIUR BA BLIBIARY IHIIS(IISIL Buipsed urd| usfpwla 2ieue uepbieiuo Jninpuning apunua 0918} 419 WSO SpuILILB.G wnaibo
16U DIBPIBPISIW ISRIRISNIINY N UIUL 460 aA sy @ uarsniob I 206 an Jejue LasUCD d I_.i__:n-ﬁxu. 1rsiBy! ueio SpunRIBo U :a—a—au!:.y.!—.i U1 RPUISRIR JMNY 34

AN 3A p
« 42324 1SRIRIBINI N

Y3 DAMITYILIA IDIATTHILS3A

236



9/§ 610°s|enbea mmn

- ) sy ejod 4 S s—— s— puwwioifoig
Bl = ] O =g SH 0 "W §

110Z - 9436
13USSOY pJeydly ‘eAdlely eAe9 ‘YUON ueug - STYNOV3IG

T e . —
HUBNSD ANINIWNIOS rd) sy “URINIOS “LIRRSIW PUAIGO
® wepl 11q Q16 YOURD Zjeue YOWALP 3 i
Jnqeo epaueibeq “yeweidol wuip(quab Nuos wauop on Jpuaybap
3 QA BPALRUOSUOdSAWLIG PR azvebio luuequeido LBunB0  JURab BULAA 35UQ UIPUNRA 34 Jnu0buY JRRIARY |[UIZNP DA JIPSRIVE LIS UIISIIP  IPIDIIS A1 IRULIA IA 1Y LIRS IA AIPO
S8 ew g uARY “Ipapye) 1600 ®  UIMS LRI RIS Z€ PYRP XRIUE IUIZNP . .
. .
33D JunsapRiseb JApD WSy sepuewe) U
Jnqeded  qa Sruob “odes ‘16iq 3papxel IGPRUSH 1unab auuak apypRs FPIDAS A1 IULAA A HZIY IULRRWSIRS  RPUILBWIEZ IA XRIRIO STWININPIOP 3PS unnJ 116 youna apeyyewerdolyeunibep
nGnuoIeIPI00Y S13p 3PP BIPLAS! £59P3 JUIPIOOY 3 LI LAEI LIEP  JIQ HWLIIA A 1[Iy IS Lep! B KIS ewzeA sodes an 4G ruGop 3A ueyd sJ9p UL UIRWAZIEW “fewre ewepyok
- . . . . . ﬁ’.—i_x
NINJWNIOS 3psfal0.d Wiy
. 16eq awisyab [eswnuny epuiBayd Jes
NUNBNO SRS UID) LIFWIWAIZ00
JULISIAP LIULBLIGIQ UILLEISEIIISAY sSepieA NN IRHNLIOZ IA
s . Inuning apwuIPquab ilephe)  Jijaey ese Juxe 4 4 Lnuning epogey
3 21wRI200 1ULASIAP UILLRISRIRISIW 1ep) 34 WiGd 3p Way unwIny way WNRUOA UPRD a4 dwEHA0 [eswruny
T o) Ueseprou : i ®  pian usanouns senos Mg $4
Wi ul 164 uuay
250A ‘apIRRAIARS PGS IR A SURPIZRY IPIDPS SR P :
o Eﬂ. S49p uid 1WGI uIUNAGO apIIpreY 59 jre auuapakiee; wisnab parsaw 6 uajab e HuIpd saRkisaRy
N A .o_u_cﬂ, e 12536 dursipudy . anjo ] ihiizey URPULRIGRINND 3A UBPULRISRIIIISIW
wibieb 9 eAan 2y nuipseA uudepRIsIW ..u P P . S59p A Jauabo !.u.:!:ﬁ.oo.aow .
urd $awgele WuIpquab epunprey Jupuapabap uenessy urdl xaunaibo nuning apuiGars)
JmqeAepseser LAfINPOW Wiibd 33 y1pAqU 1wna00 3 [SAWURWAZO0 uepuyRIny  yesedeihed g 3 2P 1312.0Y PIPFS unbhn ewie WuIPIqUIb epunprey LRRWSIRS
urdy sapuaunaubo (uikauap ze eyep ze eyep n A "uu “WURISIAP IPIAINIS R1ZR) Ryep RAIA NG SULINIPUAAUOA A LOASIW UNWINY 5a0ip an isewenbAn yjuawiibo
. . . . . . Siueanep pjajsaw
e 4 [ 4 |4 (AN TT

Z 3seyd uawdojaaaq 1 3seyd juawdojaasq

AITTINOASIA0NUd

237



99 B s - @

pue ‘ssaiboxd / Juawandyde Wawaderd asoubep Sadk) J1seq oy e YL “Kynqe 204 d
gzgggég&!gggiatggsi?
Ayanse woosssep @ Buipuey jo ¥L§<
INOINH. NIHOVAL
Bunoea) abenbue) jo spoyaw pue saidiouud sadde LORMASU! 0 J3Yea) € Yrym u) Aem s
HOVOY INIHOV.
SIRARIE IAIRIAUI PUR BAQEIUNULIO) UO YIOM SIRUIRD (DR I Bunusea) abenbue| wooisser)
ONINY SVE-X

SNEVTIAS

sijpys Bunum pue Bupyeads Siaued) 9y

ISS3S

203 ‘Bugpads Bucim 10 - § JBPI0 pIom Bucim J0) - OM '5°3 HWOM UINUM U) Bpew axeIsIL JO 3dA) @ AeIIPUI 0) SIOQUIAS JUBIBYIP JO SN

e P g—
RIRE "G S wnf) FWE W

“@2eyd aye) 03 sa553204d 353Y) JO) JIPIO

Uy uoReUNWWOD pue - abenbue) 396,03 a3 Moy jo Buipueissapun pue (asn pue Bujueaw ‘wuoy) abenbuel 1963 341 Inoqe ABpaMOUY 5.I4dedL

Oym sabeuew Jiwapede / J0I 3y AQ UIAIE XIeqPIa; PAUILNIOP 3G URD JYM JO SITUWRXT “BURLIM U PIPI0IAL UORRULIOJUI [RMIIE) JO JARRNIRAT

“ISIN0 [RUOGEINDS U JO LOARNIEAS PUE SPOYIIW ‘UORESIUREIO BUS| JUFU0D ‘SWIR 3 JO LORALISIP RSB0
WA

“@5un0d abenbuey Jy1ads e JO UoRRIAdo Ap 03 ARp pu JUIWDOAIP ) JO) IIqISUOTSA) UOSIA]
YOLYNIGHOOD 3SHNC

SIRIARIC PGIPIU-SAINTWO) LIIM SPOYIMNU UIOQISSRL> 32J-01-378} JO UONRUIGUO)
ONINYYI1 030N318

“JabeURW JUWAPEIL J0 JOYAW JAYIEd) JOJUBS © AQ AeM [BULIO) © Uf PIIENJRAD PUE PIAIISQO US] SBY Jey Bujydea
ONIHOVIL G3SSISSY

Aiesso|n

238



APPENDIX D. TEACHER REVIEW PROCEDURE

D1. Yonergeler

A - Ogretmen Yeterlikleri Olgegi Degerlendirme Yonergeleri

1. TANIM: B kodlu “Tanim” dosyasini agip, sorulari cevaplayiniz. Cevaplarinizi ayni dosyaya
kaydediniz. Bu sorular1 anketi gérmeden 6nce cevaplamaniz ve anketi gérdiikten sonra
degistirmemeniz ¢ok dnemlidir. Cevaplarinizi arastirmaciya gonderiniz. ©

2. SURE: C kodlu “Anket” isimli dosyay agarak, siire tutunuz ve tiim sorulari cevaplayiniz
Bunun amaci sadece anketin ne kadar siirede cevaplanabildigini géormektir. Bu asamada
herhangi bir anketi doldururken harcayacaginizdan fazla zaman harcamayiniz. Anketi
cevaplamak icin harcadiginiz toplam siireyi not ediniz.

(cevaplarinizi yazmaniz ve gondermeniz gerekmiyor®).

3. ANKET DEGERLENDIRME: Bu kisim anketin igerigini nasil buldugunuz ile ilgilidir.
Siireyi not ettikten sonra anketi ikinci kez okuyunuz. Bu kez detayli okumaniz ve anket
hakkinda notlar almaniz gerekecektir. Bu notlar1 gondermeniz ve/veya anket ile ilgili
diisiincelerinizi telefon gériismesi sirasinda arastirmaci ile paylasmaniz istenecektir.

Anketi degerlendirirken:
Anlasilir olmadigini diisiindiigiiniiz yonergeler i¢in diizeltme onerilerinizi yaziniz.

Anketin birinci ve ikinci kisminda anlasilir veya uygun olmayan sorulari, agiklama
gerektiren sorulari isaretleyiniz. Sizce bu kisma eklenmesi, ¢ikartilmasi veya degistirilmesi
gereken sorular var ise, 6nerilerinizi yaziniz.

Uciincii kisimda Ingilizce’den cevrilmis bir élgek yer alir. Buradaki degerlendirmenin amaci,
cevirinin kalitesini ve Tilirkiye'deki sisteme uygunlugunu arttirmaya yoneliktir.
Ozdegerlendirme élceginde, her bir soruda verilen tanimlardaki
- Tilirkee kullanimi,
- tanimlarin ne kadar anlasilir oldugu,
- YOK ve MEB sistemine uygunlugu,
- Turkiye'de gecerli olan/olmayan tanimlar,
- degistirilmesi gereken terimler
ile ilgili gbriis ve 6nerilerinizi yaziniz.

4, SOZLU GORUSME: Arastirmaci sizin i¢cin uygun bir giin ve saatte yapacagimz telefon
goriismesinde, yukaridaki konularda yorumlariniza bagvuracaktir. Ayrica, sizin dlgege
eklemek istediginiz tanimlar ve nitelikler sorulacaktir.

Katkilarimz i¢in tesekKiir ederiz ©
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D2. Tanim

B - Ogretnien Yeterligi Tammnm

1. Sizee iyl bir dZretmenin sahip olmas gereken bilgi ve beceriler nelerdir?
Konu bashklanm seklinde ve maddeler halinde yazimz,

2. Sizee iyl bir dZretmenin sahip olmas gereken mesleki ve kizisel dzellikler nelerdir?
Konu bashklanm seklinde ve maddeler halinde vazim:z.

3. Eunlarn dizinda “iyi 6gretmen” tammma eklemek istediginiz nitelikler var mi?
Varsa, konu baslklar seklinde ve maddeler halinde yazimz.

* (fyi GEretmen, mesleginin gerektirdigi niteliklers ve mesleki veterliklere sahip olan égretmeni ifade eder)
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D3. Anket

Degerli katilimci,

Bu anket, dil 6gretmeni egitimi (zerine hazirlanan bir doktora tezine veri saglamak amaciyla olusturulmustur. Calismanin amaci,
yabanci dil 6gretmenlerinin 6gretmen yeterlikleri baglaminda kendilerini nasil degerlendirdiklerini incelemektir. Anketin ilk kismi
egitim gecmisiniz ve dil 6gretimi deneyiminiz ile ilgili sorular icermektedir. Anketin ikinci kisminda mesleki gorusleriniz
istenecektir. Ugiincii ve son kisimda ise, egitim ve nitelikler, temel &gretmen yeterlikleri, destekleyici yeterlikler ve mesleki
nitelikler isimli dért grupta toplanan yeterlikler cergevesinde kendinizi degerlendirmeniz istenecektir. Anketi doldurmak yaklasik
XX dakikanizi alacaktir.

Katiliminiz tamamen gondllilik esasina dayalidir; anketi cevaplamayi istediginiz zaman birakabilirsiniz. Calismanin herhangi bir
kisminda isim ve iletisim bilgileriniz talep edilmeyecektir. Ancak arastirmaci ile ayni konuda sézli gérigme yapmaya gonilli
olursaniz iletisim kurulabilmesi igin isim ve iletisim bilgileriniz istenecektir. Burada vereceginiz tiim cevap ve bilgiler sadece
arastirma amaciyla kullanilacaktir. Higbir kesinlikle gizli tutulacak ve sizi herhangi bir sekilde olumsuz etkilemeyecektir.

Calismaya katildiginiz igin tegekkiir ederim,

Ars. Gor. Gilden TANER

Prof. Dr. Gélge SEFEROGLU (Tez Danismani)

Orta Dogu Teknik Universitesi — Yabanci Diller Egitimi Bélimii
e-posta: gtaner@metu.edu.tr  Tel: (0312) 210 6488

Adres: ODTU Egitim Fakiiltesi Yabanci Diller Egitimi B&limii
Universiteler Mh. Dumlupinar Bulv. No:1

Gankaya - ANKARA

O Galisma hakkinda bilgilendirildim ve anketi doldurmak istiyorum.

| = Egitim Gecmisi:

1. Mezun oldugunuz tiniversite: Yil:
Bolim:
Ogretmenlik Sertifikasi (Pedagojik Formasyon) dersleri aldiniz mi? 0 Evet O Hayir

Cevabiniz EVET ise, sertifika programi ile ilgili asagidaki sorulari cevaplayiniz:
Program hangi tiniversitede verildi?

Program siiresince kag ders aldiniz?
Katildiginiz sertifika programi bir staj (6gretmenlik deneyimi) dersi igeriyor muydu? [ Evet O Hayir

Kag saat ders gozlemlediniz? Haftada saat / Toplam saat
Kag saat ders anlattiniz? Toplam saat
4. Yuksek Lisans dereceniz var mi? O Evet O Halen YL 6grencisiyim O Hayrr

Cevabiniz EVET veya HALEN OGRENCIYiM ise, liitfen asagidaki sorular cevaplayiniz:
Yiiksek Lisans yaptiginiz Gniversite:
Program:

5. Uluslararasi gegerliligi olan bir 6gretmenlik sertifikaniz var mi?
O CELTA [ DELTA O Diger 0O Boyle bir sertifikam yok.
6. Ne zamandir bir devlet okulunda 6gretmenlik yapiyorsunuz? yil/ ay

7. Daha once 6gretmen olarak (6zel kurum veya dersanelerde) ¢alistiniz mi?
OHayir O Evet, yil/ ay calistim.

241



Goriisleriniz

1. Biringilizce Ogretmeni olarak en giiclii yénleriniz nelerdir? (3 veya daha fazla niteliginizi yazinz.)

2. Hangi yonlerden kendinizi daha cok gelistirmek istersiniz? (3 veya daha fazla niteliginizi yaziniz.)

3. Ogretmenliginizin ilk yillarinda en ¢ok hangi konularda giiglitk gektiniz?

4. Mezunu oldugunuz Sgretmen yetistirme programi (bolim veya formasyon), sizi meslege etkili bir sekilde
hazirladi mi?

Ogretmenleri meslege daha iyi hazirlamak igin bu program hangi yonlerden gelistirilebilir?
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ll. Ozdegerlendirme

Bu form, égretmen yeterlikleri cercevesinde kendinizi degerlendirmeniz amaciyla hazirlanmistir. Asagida listelenen
13 alanin her biri icin kendinizi degerlendirmeniz istenecektir. Vereceginiz cevaplarin gercekei olmasi arastirmanin
gecerliligi agisindan énemlidir. Litfen drnek cevabi inceleyiniz.

Grup 1: Training and Qualifications
1. Llanguage proficiency
2. Education and Training
3.  Assessed teaching
4. Teaching experience
Grup 2: Key Teaching Competences
5. Methodology: knowledge and skills
6. Assessment
7. Lesson and course planning
8. Interaction, management and monitoring
Grup 3: Enabling Competences
9. Intercultural competence
10. Language awareness
11. Digital media
Grup 4: Professionalism
12. Professional Conduct
13. Administration

ORNEK CEVAP

Dil Yeterligi ACIKLAMALAR

(Asagidaki ifadelerden sizi en iyi tarimlayam seginiz)

* Her alan i¢in tanimlanan nitelikleri okuyarak, sizi en iyi ifade
eden tanimin yanindaki bosluga X isareti koyunuz.

- Yiksekdgretim diuzeyinde ingilizce é8renmektedir.
- Ingilizce dil yeterligi B1 seviyesindedir. * Bir siitunda yer alan tanimlarin her biri, kendisinden énce
gelen tamimlan kapsar. Bir diger deyisle; en Ustteki tanim o

yeterlik alaninda baslangi¢ seviyesini, en alttaki tanim ise en

- Yiiksekdgretim dizeyinde ingilizce 8grenmektedir. ileri SE‘Vi\f’E‘\,I'i ifade eder.
- Ingilizce dil yeterligi B2 seviyesindedir

* Her bir slitunda sadece bir tamim isaretlenmelidir.

- Resmi bir ingilizce sinavinda aldigi sinav sonucu B2 . . N . .
seviyesindedir ve C1 diizeyinde konusma bacerisine * Bir tanimi isaretlediginizde bu, o satirdan dnceki tamimlarda

sahiptir. anlatilan niteliklere sahip oldugunuz anlamina gelir.

- C1 diizeyinde ingilizce sinav sonug belgesi vardir.
veya

- Ingiliz dili ile ilgili bir balimden dniversite diplomas ><
almigtir ve C1 dizeyinde ingilizce bildigi
belgelenmistir.

- C2 dizeyinde Ingilizce sinav sonug belgesi vardir.
veya

- Ingiliz dili ile ilgili bir bélimden iniversite diplomasi
almistir ve €2 dizeyinde ingilizce bildigi
belgelenmistir.

- Ingiliz dili ile ilgili bir bélimden iiniversite diplomasi
ve C2 diizeyinde ingilizce sinav sonug belgesi vardir;
ayni zamanda dili akici ve dogal kullanir.

veya

-Ingilizce’yi anadili kadar iyi kullanabilir.
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APPENDIX E. MATCHING SCHEMES: Local frameworks & Grid

MEB Yeterlikleri Denklik

- e Key teachin Enablin, Profession
Training & Qualifications v 5 & .
competences Competences alism
5
£ @
= 2 )
° ] 4 @ c
2 3 Z H] c | = o - . ]
o ® & of 2 €18 g [ w B|E ®
o 9 © 8 5 a 25 o9 2|8 =)
w S| 0o T |l 3 E|®F w28 e =8y B8
a3 S % |£9 37 eS| 8e 3wy |85 €
Sg ®mE | 2 21 5E 82 28Se 5|23 =€
wel 85 g | Yow g | @<l g€ g g =2 |£ 8 E
S8 3F 3|82 &) g|zs5 L5 5% 225 s
R = - I = | 2| 8%aEEle8 "3 &5|ladl &

Kisisel ve mesleki degerler, mesleki gelisim

Ogrenciyi tanima

retme ve dgrenme slireci

% Ogrenmeyi, glisimi izleme ve degerlendirme
H
? Okul, aile ve toplum iliskileri
=
@
< | Program ve icerik bilgisi
ingilizce 8gretimine uygun planlama yapabilme
Bgrenme ortamlan dizenleyebilme
g
= | Ogrenim siirecine uygun materyal ve kaynak kullanabilme
3
S Yéntem ve teknikleri kullanabilme
E
E Teknolojik kaynaklari kullanabilme
P Ogrencilerin dil 6grenme stratejileri gelistirmesine yadimei olma
?: ingilizce'yi dogru ve anlagilir kullanmalarini saglayabilme
Dinleme/izleme becerilerini gelistirme
Konusma becerilerini gelistirebilme
Okuma becerilerini gelistirebilme
Yazma becerilerini gelistirebilme
Ozel egitime ihtiyag duyanlari dikkate alan uygulamalar yapahilme
. Olgme degerlendirme uygulamalarinin amaglarini belifleyebilme
E
‘E Olgme degerlendirme arac ve yéntemlerini kullanabilme
H
'; Olgme sonuglarini yorumlama ve geri bildirim saglayabilme
3
E
% | ..dil gelisimini belirlemeye yonelik sonuglari uygulamaya yansitabilme

Ogrencilerin dil becerilerinin gelistiriimesinde ailelerle isbirligi yapma

Dilin 8nemini kavratmak i¢cin kurum kurulug ve kisilerle igbirligi yapma

Ulusal bayramlarin anlam énemini fark etmesi ve katilmasini saglama

Ulusal bayramlarda etkinlik yénetimi ve organizasyon yapma

Okulun kiltiir ve 6grenme merkezi clmasi igin toplumla isbirligi

Okul, Ailer ve toplumla igbirligi yapma

Toplumsal liderlik yapabilme

Mesleki yeterliklerini belirleyebilme

ingilizce ogretimine iliskin kisisel ve mesleki gelisimini saglayabilme

Mesleki gelisiminde bilimsel arastirma yontemlerinden faydalanma

Mesleki geligimi saglama

Mesleki gelisime yonelik aragtirmalarini uygulamalarina yansitabilme
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TYYC - Tiirkive Yiiksekogretim Yeterlikleri Cercevesi

y Key teaching Enabling Profession
Traini lif i
raining & Qualifications " Comp alism
ue
c @
E %
I Y I
w2c | Sl .8 S| B8 8 |EE.5 B|E|E
$5 5w 3 PE 8| E|¥mos2E8E 2 8¢ B
SglmEl Bl £ A S5E me o S w® 93 E
= = £ c g B =4 sl 8 -1
5 35 ¥|58 | ¥|¢5 25 2E 5 =w(vs £
Sa 8 2 28 S| 2|35 EE 833 5. &80 <
Bilgi — kuramsal ve olgusal
Beceriler - bilisel ve uygulamali
Bagimsiz calisabilme ve sorumluluk alabilme yetkinligi
z
% Ogrenme yetkinligi
Ly
5 iletisim ve sosyal yetkinlik
5 Alana &zgii yetkinlik
Bilgi — kuramsal ve olgusal
i
E 2| Beceriler - bilisel ve uygulamal
2%
£E¥
3 § Bagimsiz galisabilme ve sorumluluk alabilme yetkinligi
&
EE Ogrenme yetkinligi
E ; iletigim ve sosyal yetkinlik
E
£E
g% Alana &zgii yetkinlik

Yiksekogretim hedefleri

TYYC taumlar

Lisans Dazeyi yeterlikleri

Alaninda ileri diizey kuramsal ve uygulamali bilgilere sahip olma

Alan bilgisini kullanma& buna dayal analiz, yorum ve ¢éziim sunma

Bagimsiz galisma ylriitme - uygulamada karsilasilan sorunlar ¢ézmek icin ekipte rol alma - proje planlama yénetme

Bilgisini elestirel degerlendirme - kendi 6grenme ihtiyaclarini belirleme - yasamboyu &grenmeye karsi olumlu tutum

Alaniile ilgili kisi/kurumlari bilgilendirme, ¢ziim &nerisi sunma — fikirlerini nitel/nicel veriyle destekleyip layman’le paylasma — toplumsal sorumluluk
bilinci ile proje etkinlik diizenleme — CEFR B1 diizeyinde bir dil bilme ve meslektaslarla iletisim kurabilme — Alarun gerektirdigi diizeyde bilgisayar ve
teknoloji kullanma

Alan ile gili bilgi toplama konusunda toplumsal ve etik kurallara uygun davranma — evrensel sosyal haklar, kiltiir ve korunmasi, adalet, cevre, is giivenligi
ve sagligl konusunda bilingli olma

Alanla ilgili kavram-kavramlararasi iliskileri kavrama

Bilginin glivenirlik ve gegerligi konusunda bilgi sahibi olma

Bilgi Gretim yéntemlerini tartisabilme

Alanda egitim programlari, 8gretim teknikleri, slcme bilgisine sahip

Ogrenci gelisimi, dgrenme gicliikleri ve dzelliklerini bilir

Ulusal ve uluslararasi kiiltirleri tanir
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MEGEP Kapsammda tanimlanan MEB& YOK veterlikleri

Ogretmen yetistirme programlarina uygulanabilir - aday dgretmen degerlendirme amach

. PR Key teachin, Enablin, Profession
Training & Qualifications i s e 3
competences Competences alism
2
P
= o
= 0 4 c
2 B z 215 |=so = | _ S
=5 & gl & €18 |8 |Eg s BIE | B
Bt ow B | B 8 ] oo =2 B =24 £
s =g &|£g 3 gl cEl8e8 3w as Z 88 =
S5 ®RE g =2 2 216 2 28 3 5 /823 =
s U g @ o oa = .13 aclmcl 5 [ E
5 2F 2|gg &B| 3|25 28 2E g =|og £
&g 2|28 = 2 | Ya|l=sg EZ 8 S |ao <«

Konu alani bilgisi

£ | Alan egitimi bilgisi
‘¢ | Planlama

o[ o
£ | Ogretim Sreci

2

£ | Sinif ydnetimi

g

5 [,

2 | lletisim

Ogrencileri izleme, degerlendirme, kayit tutma

Tamamlayici yeterlikler

254




APPENDIX F. MATCHING MATRIX: Initial list of codes & Grid

Codes and Grid Matching Scheme

Training & Qualifications Key teaching competences | Enabling Professional
Competences ism

ADD COMPETENCE
GROUP

Language Proficiency
Education and Training
Assessed Teaching
[Teaching Experience
Lesson & Course Planning
Interact, manage monitor
Intercultural competence
Language awareness
Professional Conduct

Methadology
Assessment
Digital Media
[Administration

¥

Addressing people, good at

Authoritarian

¥

A

Body Language, good at using

¥

Classroom management

¥

Communication with others, good at

Confident

¥

v

Contrastive linguistic ability

Y

Creative

Al

Culture of English-speaking countries, knows well

# Curriculum, knows well

¥

Daily Eng., w/ focus on communication, teaches

N

Developmental psychology, knows

A

Different cultures, respects

A%

Energetic, active, talkative

¥

Entertaining, fun, makes learning enjoyable

Exam-oriented, teaches for the exam

Al

¥

Field knowledge

¥

General knowledge

Al

Graduate of a TE program/teaching department

v

Grammar, avoids over-focus on grammar

v

Guidance for students, can provide

A

Hardworking

Honest

A

Idealist

¥

v

Importance of [learning] Eng., raise awareness on

N

Intelligent

N

Interaction with students, good at

Interested in arts

N

A

Knowledge in other subject areas

¥

Knows Stds & backgrounds/ native languages

Leader

¥

¥

Learner potential, exploits

Al

Learners and others around, loves

v

Level of students, addresses

Al

Loves reading
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APPENDIX G. FINAL LIST OF CODES

CODE
Training and Qualifications TQ
* Language Proficiency TQ-LP
1. Overall TQ-Lr1
2. Speaking Fluency & Pronunciation TQ-LP2
3. Listening including comprehension TQ-LP3
4. Reading & Writing TQ-LP4
5.  Grammar & Vocabulary TQ-LP5
6. Daily communication & language use TQ-LP6
7.  ADD - Native Language knowledge and use TQ-LP7
* Education and Training: Maps - spans across levels TQ-Edu
* Assessed Teaching: Maps - spans across levels TQ-ATea
* Teaching Experience: Maps - spans across levels TQ-XP
Key Teaching Competences KTC
* Key Competences KTC-KC
1. Field/content/pedagogical knowledge KTC-KCl
2. IMP-Motivates & attracts students KTC-KC2
3. Can address needs & levels of students KTC-KC3
4. Materials, task, activity design & use KTC-KC4
5.  Communicative focus, encourage language use in class KTC-KCS
6. Student-centered KTC-KCé
7.  ADD-Knows & understands developmental psych. & guidance KTC-KC7
8.  ADD-Communicates well with students KTC-KC8
9. ADD-Talented in teaching, can exchange/transfer knowledge KTC-KC9
* Methodology: Maps - spans across levels KTC-Mtd
* Assessment: Maps - spans across levels KTC-Test
* Planning: Maps - spans across levels KTC-LPlan
* Interaction and Management: Maps - spans across levels KTC-Mng
Enabling Competences EC
* Intercultural Competence: Maps - spans across levels EC-IC
1. MAPS - knowledge level, “knows about culture” EC-IC1
2. SPANS - Teaches students & raises awareness EC-IC2
* Language Awareness: Maps - spans across levels EC-LA
1. MAPS - knowledge level “nuances & Lang. in use” EC-LAL
2. ADD -is aware of the importance of & positive towards Eng. EC-LA2
EC-LA3

3.  ADD - raises awareness “teaches students”
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(continued)

* Digital Media: Maps - spans across levels EC-Digi

Professionalism PROF

* Professional Conduct: Maps - spans across levels PROF-PC
1. MAPS - institutional mtv observation & feedback PROF-PC1
2. IMP - open to prf. dvl, researcher, follows trends in profession PROF-PC2
3. ADD - Attitudes “loves teaching” “respects profession” PROF-FC3

* Administration: Maps - spans across levels PROF-Adm

Personal Characteristics PRS

* Personality traits PRS-PT
1. Empathy, caring, sacrificing “loves/ cares/ knows students” PRS-PT1
2. Patient, tolerant, good anger management PRS-PT2
3. Creative, artistic, drama, skilled in arts PRS-PT3
4. Good at communication, sociable, outgoing PRS-PT4
5. Positive, energetic, lively, fun PRS-PT5
6. Role model, example, sets ideal PRS-PT6
7. Organized, hardworking, responsible, leader, confident PRS-PT7
8. Open to innovation and change, flexible, easily adapts PRS-PT8
9. Open-minded, modern, has a vision, social stance, world view PRS-PT9

* Qualities PRS-Qual
1. Experience and/or been abroad PRS-Quall
2.  Wise, knowledgeable, worldé&general knowledge, PRS-Qual2
3. Loves reading, learning, follows news, eager to learn PRS-Qual3
4. Problem solver, practical solutions, crisis management PRS-Quald
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APPENDIX H. LANGUAGE TEACHER COMPETENCES SURVEY

(online version)

17.02.2015 Ingilizce Ogretmeni Yeterlikleri Anketi

(. ORTA DDGU TEKNIK UNIVERSITESI

Ingilizce Ogretmeni Yeterlikleri Anketi

Degerli katilimai,

Bu anket, dil 6gretmeni egitimi Gzerine hazirlanan bir doktora tezine veri saglamak amaciyla olusturulmustur. Calismanin
amaci, yabanci dil 6gretmenlerinin 6gretmen vyeterlikleri baglaminda kendilerini nasil dederlendirdiklerini incelemektir.
Anketin ilk kismi egitim gegmisiniz ve dil 6gretimi deneyiminiz ile ilgili sorular igermektedir. Anketin ikinci kisminda mesleki
gériisleriniz istenecektir. Ugiincii ve son kisimda ise, editim ve nitelikler, temel égretmen yeterlikleri, destekleyici yeterlikler
ve mesleki nitelikler isimli dért grupta toplanan yeterlikler cercevesinde kendinizi degerlendirmeniz istenecektir. Anketi
doldurmak yaklasik 30 dakikanizi alacaktir. Calisma sonuclarnnin gercedi yansitabilmesi icin, katthmcilarin gercekci
cevaplar vermeleri cok nemlidir.

Katiliminiz tamamen géniillilik esasina dayahidir; anketi cevaplamayi istediginiz zaman birakabilirsiniz. Galismanin herhangi
bir kisminda isim ve iletisim bilgileriniz talep edilmeyecektir. Ancak arastirmaci ile aym konuda sézlii gériisme yapmaya
géniilli olursaniz iletisim kurulabilmesi icin isim ve iletisim bilgileriniz istenecektir. Burada vereceginiz tim cevap ve bilgiler
sadece arastirma amaciyla kullanilacaktir. Cevaplarimiz kesinlikle gizli tutulacak ve sizi herhangi bir sekilde olumsuz
etkilemeyecektir.

Calismaya katildigimiz icin tesekkir ederiz,

Ars. Gor. Gilden TANER

Tez Damismami: Prof. Dr. Gélge SEFFROGLU
Orta Dogu Teknik Universitesi — Yabanci Diller Egitimi Bélimii

e-posta: gtaner@metu.edu.tr Tel: (0312) 210 6488

Bu ankette 38 soru var.

Kisisel gizliliginiz iizerine bir not
Bu anket anonimdir.

Ozellikle bu amagla bir soru sorulmadiysa, anket yanitlanmizin kayitlan kimliginizle ilgili bir bilgi icermez. Bu
ankete erismek igin bir pin kodu kullandiysamz, bu belireyici pin kedunun yamtlanniz ile iliskilendirmeyeceginden
emin olabilirsiniz. Pin kedlan ayn bir veri tabaninda tutulur ve yalmizca anketi tamamladiimizda ya da yapmaktan

vazgectiginizde gtincellenir. Anket yanitlan ile pin kodlanm iliskilendirmenin bir yolu yoktur.

Kaydedilmis Anketi Yiikle Sonraki >> Gik ve Anketi Temizle
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17.02.2015 Ingilizce Ogretmeni Yeterlikleri Anketi

(' ORTA DOGU TEKNIK UNIVERSITESI

o )100%

Genel Bilgiler

Bu sorular verileri gruplama amaghdir.

* Onay: Devam etmek icin liitfen asagidaki kutucugu isaretleyiniz.

Caligma hakkinda bilgilendirildim, verecedim bilgilerin beni olumsuz
etkilemeyecedini biliyorum ve ankete katilmak istiyorum.

+ i. Gahigmakta oldugunuz okulun bulundugu ili seginiz.
Asagidaki yanitlardan birini seginiz

Secgmek icin tiklaymniz... v

+ ii. Okulunuzun bagh oldugu ilge ve belde/kdy bilgilerini yazimiz.
ilge:
belde/koy:

a Belde veya kéyde calismiyorsamz garpl "x" isareti koyabilirsiniz.

+ jii. Bir devlet kurumunda 6gretmen olarak ¢alistiginiz kaginci yildasimiz?
Asagidaki yanitlardan birini seginiz

Secgmek icin tiklaymniz... v

| Daha Sonra Siirdiirmek Uzere Kaydet | Sonraki >>
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17.02.2015 ingilizee Ogretmeni Yeterlikleri Anketi

(' ORTA DOGU TEKNIK UNIVERSITESI

0% [ ) 100%

I - Egitim Gegmisi

Bu bélimde édretmenlige baslamadan énce aldiginiz editim ile ilgili sorular yer alr.

L B
Mezun oldugunuz iiniversiteyi seginiz.

Asagidaki yanitlardan birini seginiz

Segmek igin tiklayiniz...

v 1.1,
Boliimiiniizi ve mezuniyet yilimizi yaziniz.

Bélim:

Yil:

« 2,
ingilizce Ggretmenligi Bsliimii mezunu degilseniz,
Pedagojik Formasyon (Ogretmenlik Sertifikasi) aldimiz mi?

) Evet ) Hayir

v 3. Yiiksek lisans (master) dereceniz var mi?
Asagidaki yanitlardan birini seginiz

) Evet
O Halen master ﬁﬁrencisiy\m
O Hayir

4. Uluslararasi gegerliligi olan bir Ingilizce 8gretmenligi sertifikamiz var mi?
Uyanlarin tiimiinii seginiz.
_ Hayir, béyle bir sertifikam yok.
| Evet, CELTA aldim.
Evet, DELTA aldim.

) Diger:

5. Ne zamandir bir devlet okulunda 6gretmenlik yapiyorsunuz?

Kag yil?
Kag ay?
Am: 15 aydir calisan bir &dretmen icin, Yil: 1 Ay: 3

+ 6. Daha 6nce baska Ggretmenlik deneyimleriniz oldu mu?
Asagidaki yanitlardan birini seginiz

) Hayir Litfen agiklamamzi buraya yaziniz.:

O Evet

Agiklama kismina kisaca nerede calistiimizi (6zel ders, dersane, dil kursu, géniilli dersler vb.) ve toplamda yaklasik

- kac ders saati deneyiminiz oldugunu yazmaniz gerekmektedir.

| Sonraki >> Cik ve Anketi Temizle |

Daha Sonra Siirdiirmek Uzere Kaydet
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17.02.2015 ingilizee Ogretmeni Yeterlikleri Anketi

(' DRTA DOGU TEKNIiK UNIVERSITESI

0% [ ) 100%

II - Goriigleriniz

Bu grupta égretmen olarak sahip olunmasi gereken mesieki nitelikler hakkindaki gérisleriniz ve sizin nitelikleriniz ile ilgili sorular yer
almaktadir. (3 veya daha fazla nitelik yaziniz)

+ 7. Sizce bir Ingilizce 6§retmeninin sahip olmasi gereken en énemli mesleki nitelikler

nelerdir?

En az 3 niteligi, kisa baglklar halinde listeleyiniz.
&rn: Cok iyi Ingilizce bilmek, édrencilerle iletisim kurabilmek vb.

*

8. Bir Ingilizce Ogretmeni olarak sizin en giiglii yénleriniz nelerdir?

3 veya daha fazla niteliginizi yaziniz.

* 9.
Bir 6gretmen olarak kendinizi hangi kenularda daha gok gelistirmek istersiniz?

. Gelistirmek istediginiz 3 veya daha fazla niteliginizi yaziniz.

* 10.
Bgretmenliginizin ilk yillarinda en gok hangi konularda giigliik gektiniz?

a Kisa basliklar halinde listeleyiniz.

= 11,

Mezunu oldugunuz dgretmen yetistirme programi (béliim veya formasyon), sizi meslege
etkili bir sekilde hazirladi mi?

Bgretmenleri meslege daha iyi hazirlamak igin bu program hangi yénlerden gelistirilebilir?

| Daha Sonra Surdurmek Uzere Kaydet [ Sonraki >> Cik ve Anketi Temizle
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17.02.2015 ingilizce Ogretmeni Yeterlikleri Anketi

(' ORTA DOGU TEKNIK UNIVERSITESI

/

0% ( | ) 100%

III - Ozdegerlendirme Olgegi

Bu dlgek, 6gretmen yeterlikleri cercevesinde kendinizi degerlendirmeniz amaciyla hazirlanmigtir. Asagidaki 13 alanda kendinizi
degerlendirmeniz istenecektir.
Verilen her cevap, calisma sonucunda ortaya cikacak genel tabloyu etkileyecektir. Bu yiizden gercekgi cevap vermeniz,
sonuglarin dogrulugu ag dan cok 6 lidir.

1. Dil yeterligi
2. Egitim ve égretim
3. Degerlendirmeye tabi 6gretmenlik uygulamalart
4. Ogretmenlik deneyimi
5. Metodoloji: bilgi ve beceriler
6. Degerlendirme
7. Ders Planlama
8. Sinif igi etkilesim, sinifin yénetimi ve izlenmesi
9. Kiltirlerarasi yeterlik
10. Dil farkindahgi
11. Dijital araglar
12. Mesleki Tavir
13. Idari Gérevier

ACIKLAMALAR
* Her alan icin tanimlanan nitelikleri okuyarak, sizi en iyi tanimlayan ifadelerin yer aldigi secenegi isaretleyiniz.
* Her bir alanda, en Ustteki segenekte yer alan tanimlar o yeterlik alaninda baslangic seviyesini, en alttaki secenek ise en ileri seviyeyi ifade
eder.
* Her bir soru igin sadece bir secenek isaretlenmelidir.
* Sorularda gegen "seviye" kelimesi, CEFR kapsaminda yabanci dil bilgi dizeyini ifade eder. CEFR ve dil seviyeleri ile ilgili daha fazla bilgi almak
istiyorsaniz tiklayiniz.
* Olgekte yer alan tanimlar, "European Profiling Grid (EPG) Project” isimli bir Avrupa Birligi Projesi kapsaminda olusturulan yeterlik tanimlarindan adapte

edilerek ¢evrilmistir. Bilgi i¢in tiklayimiz.

* 12,1,
Asagida yer alan olcekte, her bir dil becerisi icin kendi dil seviyenizi degerlendiriniz.

Temel Anadil
diizeyde diizeyinde

Dinleme O (&) 19} (&) &)

Okuma o (9} o O © &

Karsilikh konusma (@] o O] O] (0] O
So6zli Anlatim © (&) © o o ©

Yazili Anlatim (&) o 1] o o ©

| Daha Sonra Sirdirmek Uzere Kaydet | Sonraki >> | Cik ve Anketi Temizle |
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Egitim ve Nitelikler
¢ 1220
Dil Yeterlilidi agisindan, bir 6gretmen olarak sizi en is

tanimlayan ifade hangisidir?

Asagidaki yanitlardan birini seciniz

- ingilizee dil yeterligi A2 seviyesindedir; yani,

Kisisel, alle, alisveris, is ve yakin gevre ile ilgill konularda cok sik kullanilan temel deyimleri ve cUmleler| anlayabilir.
Bildigi, aligiimis kanularda dodrudan bilgl alisverisinde bulunarak basit duzeyde iletisim kurabilir.

Basit bir dil kullanarak kendi 6zgegmisi ve yakin gevresi hakkinda bilgi verebilir ve aniik gereksinimleri kargilayabilir
veya

- KPDS, UDS, YDS gibi sinaviardan 45 ila 59 puan alabilir/almistir.

Ingilizee dil yeterligi B1 seviyesindedir; yani,
Gunlok yasamda, iste ya da okulda, sik karsilastigi ve tanidik aldugu konulara dayali yazili ve s8zll ifadeler| ana hatlariyla anlayabilir.
Seyahatlerde, dilin konusuldudu yerlerde karsilasiabilecek cogu durumlarin Ustesinden gelebilir.
Kisisel llgi alanlari dogrultusunda ya da bildidi konularda, basit, ancak fikirler arasi baglantilarin olusturulmus oldugu metinler yoluyla kendini ifade edebilir.
vasadigi olaylar ve deneyimlerini aktarabilir; duslerinden, umutiarindan ve isteklerinden soz edebilir, géraglerini ve planlanini kisaca nedenleriyle ortaya koy.

veya
KPDS, UDS, YDS gibl sinavlardan 60 ila 74 puan alabilir/almistir

ingilizce dil yeterligi B2 seviyesindedir; yani
Soyut ve somut konulara dayah karmasik metinlerin ana fikrini anlayabilir, kendi uzmanlik alani olan konularda teknik tarismalar v
Gok zorlanmadan, belli sigide dogal ve akici bir dil kullanarak anadilde konusan birisiyle iletigim kurabilir.

Farkli kenularda, ayrintili ve anlagiir bir sekilde kendini ifade edebilir ve bir kenunun olumiu ve elumsuz yénlerini ortaya koyarak kendi bakis agisini yansitab
veya

- KPDS, UDS, YDS gibi sinaviardan 75 ila 84 puan alabilir/almistr.

tebilir

O Flngilizee dil yeterligi B2 seviyesindedir; yani,
oyut ve somut konulara dayali karmasik metinlerin ana fikrini anlayabilir, kendi uzmaniik alani olan konularda teknik tartgmalar yQrGtebilir
ok zorlanmadan, belll 8ilide dogal ve akici bir dil kullanarak anadilde konusan birisiyle iletisim kurabilir.
arkll kenularda, ayrintili ve anlasilir bir sekilde kendini Ifade edebilir ve bir kenunun alumiu ve olumsuz y8nlerini ortaya koyarak kendi bakis agisini yansitabl
e aynica,
Gereksinim duydugu ifadeleri fazla zorlanmadan bularak kendini dodal ve akic bir sekilde ifade edebilir.
eya,
KPDS, UDS, YDS gibl sinavlardan 85 ila 94 puan alabilir/almistr.

Q

Ingilizce dil yeterlii C1 seviyesindedir; yani,
Farkli yapiya sahip uzun ve karmasik metinleri anlayabilir ve bu metinlerdeki dolayli anlatimlar ve imalari fark edebilir,
Gereksinim duyduiiu ifadeleri fazla zerlanmadan bularak kendini dogal ve akici bir sekilde ifade edebilir.
Dili akademik ve mesleki amaglar icin ve gUnlik yasamda esnek ve etkil bir sekilde kullanabilir.
Karmasik kenularda, baglantlarin ve iliskilerin agikca ortaya kondugu, iyi yapilandinimis, ayrintilar iceren metinler yaluyla kendi
veya
KPDS, UDS, YDS gibi sinaviardan 95 ila 99 puan alabilir/almistr.

akici bir sekilde ifade edeb

ingilizee dil yeterligi C2 seviyesindedir; yani,

Puyduu ve okudugu her seyl kolayca anlayabilr.

Farkli yazill ya da s6zl0 kaynaklardan edindidi bilgiyi szetleyebilir, bu kaynaklara dayali clarak bir tartsmayi yapilandirabilir, akici ve dodal bir anlatim ile sun.
Akici bir dil kullanarak kendini tam anlamiyla ifade edebilir. Karmasik durumlarda bile kendini ifade ederken ince anlam farklarindan yararlanabilir.

e

KPDS, UDS, YDS, TOEFL aibi sinavlardan tam puan alabilir/almistir.

€2 seviyesinde Ingilizce sinav sanug belgesi vardir ve ayni zamanda dili akici ve dofal kullanir.
veya
- ingilizeeyi anadill kadar iyl kullanabilir.

* 13 Ej_nm_v_g_?_ﬁ,ﬂm agisindan, bir 6gretmen olarak sizi en iyi tanimlayan ifade hangisidir?
Asagidaki yanitlardan birini seciniz

Bretman yetistiren resmi bir yUksekokul, Gniversite veya 6zel kurumda, yabanci dil 6gretmeni olarak baslangig dizeyinde bdretmen egitimi almaktadir.

veya

ingilizee ile ilgili bir bolumde okumakta ve halen formasyon egitimi almaktadir,
veya

ingllizee mezunu dedildir ve formasyon almarmistr.

ingilizee ile ilgili bir balumden (Ingiliz Dili Edebiyati, Ingiliz Dilbilimi vb.) mezundur; bir dénemlik ve/veya en ok 5 dersten olusan, staj gormedid genel fort
egitimini tamamiamistir

veya

+ ingilizes ile ilgill olmayan bir bélimden (&rn. Biyolodi, Tarih vb.) mezundur ve iki dénemiik (en az 8 ders + staj gsrdigu) bir Ingilizce sgretmenli

forma
sertifikasi programini tamamlayarak égretmen niteligi kazanmistir

ingllizee lle igili bir bélom (Ingiliz Dili Edeblyat, tngiliz Dilbilimi vb.) 84rencis| veya mezunudur; ayrica, Ikl dsnemlik (en az & ders alip staj gdrduga) bir ing)
5 idi f sertifikasi programini tamamlayarak dgretmen niteligi kazanmistir.

veya
Ingilizee d§retmenlidi bdluminde son sinif &grencisidir.

https://survey. metu.edu triindex php 13
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t Programinda gretmenlik uygulamas (staj) ve dil egitimi (pedagoji) dersleri de yer alan, ingilizce ile ilgili bir balimden (Ingilizce 6gretmenlidi) mezun olmu
[reya
[ Bagka bir balimden mezundur ve Ingilizce G§retmenligi yapmak igin uluslararasi dizeyde kabul goren bir sertifikasi (en az 120 ders saati sonunda alinan; ¢
da diplomas: vardir.

© [ Ggretmenlik staji uygulamasi olan, Ingiliz dill e§itimi ile lgili bir balumden (Ingilizce adretmenlidi) diplomasi vardir;
e en az 100 saatlik hizmetici editime de kablmigtir,
eya
ingilizce &§retmenligi yapmak igin uluslararasi dizeyde kabul gren bir Ingilizce 6gretmenligi sertifikasi (en az 120 ders saati sonunda alinan, 6rn. CELTA) v
e en az 100 saatlik hizmetici editime de katiimistir.

© | Yabana Dil agretmenligi veya uygulamali dilbilim alaninda yiksek lisansini tamamlamigtr; eder daha énce almadiysa dretmenlik uygulamasi dersleri (staj)

retimi alaninda yiiksek lisans derecesi veya mesleki bir sertifikasi (en az 200 ders saati sonunda alinan, arn. CELTA + DELTA)
ve bunlann yaninda
Belirli bir alanda uzmanlagmak tzere editim almigtr. (orn. zel alan dili 6gretimi, dlgme dederlendirme, égdretmen editimi vb.)
« 14. [t 1 dan, bir 641 olarak sizi en iyi tanimlayan ifade hangisidir?
Asadidaki yanitlardan birini seciniz

o
Baz: derslerin bir bélimiinde daretmenlik yaparak ve bir meslektas: ile deneyimlerini paylasip geribildirim alarak tecriibe kazanmaktadir.

o]
Tek bagina ders anlattidl, danisman (mentor ve/veya supervisor) destedi aldidi, gézlemlendigi ve degerlendirildigi ders deneyimleri olmustur.
Kiigik Ggrenci gruplariyla veya ddretmenlik editimi sirasinda sinif arkadaslariyla kigiik lcekli aktiviteler gergeklestirmistir (“micro-teaching” benzeri)

Qo

Ogretmenlik editimi sirasinda, en az [ki farkl dil seviyesindeki (6rn. A2 ve B1 gibi) odrencilere, toplamda en az iki saatlik ders anlatma deneyimi vardir; bu
plarak dederlendirilmis ve belgelenmisti

Gergek okul ortaminda calisirken, anlattdi 3 ders izlenmis ve resmi olarak belgelenmis olumlu geribildirim almistr.

Ogretmenlik egitimi sirasinda , en az iki farkh dil seviyesindeki 6grencilere, toplamda en az alu saatiik ders anlatma deneyimi vardir;
Hegerlendirilmis ve belgelenmistir.

Gergek okul ortaminda caligirken, (g ya da daha fazla dil seviyesinde isledigi 6 saatlik dersi izlenmis, resmi olarak belgelenmis olumlu geribildirim almistir.

bu dersler basaril ol

fleneyiminde belgelenmis olumiu geri

Hem 6gretmenlik egitimi hem de 83retmenlidi sirasinda, dedisik dil seviyelerindeki farkh

rencilerle ders islerken en az 10 saat gdzlemlenmis, degerlendiri
irim almistr.

fleneyiminde belgelenmis olumlu geribildiri

Hem 6gretmenlik egitimi hem de 83retmenlidi sirasinda, dedisik dil seviyelerindeki farkh
almisbr.

Daha az deneyimli égretmenler igin gdzlemci veya mentor (danigman, rehber) olmasi uygun gérilmigtir,

rencilerle ders islerken en az 14 saat gszlemlenmis, degerlendiri

tabi

ne 1* ile kastedilen, sizin ders anlatirken bagka birl (Universite hocaniz, staj hocaniz, mifettisler, zumreniz, idareciler vb.) tarafindan gt

dederlendirildigin ve/veya not ve qmmmnm aldifiniz ders deneyimlerinizdir. Giretmenlik editiminiz sirasinda staj sirasinda anlatuiniz dersler, siniftaki 'micro-teaching’ uygulam

denetimlert bu kapsamdadir.

v, bir 84 olarak

Asadidaki yanmitlardan biri

36 x [haftalik ortalama ders saati] x met yi

Ders saati hesaplamak igin su formul kullanilabili

Haftada ortalama 25 saat derse giren 3 yillik hizmetini tamamlamis bir
adretmen icin hesaplama:
36 x 25 x 3 = 2700 ders saati

ni seciniz

Q

Bir veya iki dil seviyesindeki 8drencilere birkag ders anlatmis veya baskalari tarafindan verilen derslerin bir bslimini anlatmistr.

Kendi sinif(lari) vardir ancak sadece bir ya da iki farkli dil seviyesinde ders verme deneyimi var

https://survey. metu.edu
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Resm| olarak 200 ila 800 ders saati arasi tek bagina dgretmenlik deneyimi vardir.
Birkag farkli dil seviyesinde dersler vermistir.

~ Resmi olarak 800-2.400 ders saati arasi,

Farkli dil seviyelerindeki 6§renci gruplarina
|- Birden fazla farkl egitim ve dgretim ortaminda
ders verme deneyimi vardir.

" Resmi olarak 2,400- 4,000 ders saati arasi,

C2 seviyesi digindaki diger dil seviyelerindeki 6grencilere
b Birden fazla farkl egitim ve 6§retim ortaminda
Kers verme deneyimi vardir.

Resmi olarak yaklasik 6000 ders saati dgretmenlik deneyimi vardir,
Gok sayida farkli 63renme ortaminda dgretmenlik yapmistrr.
Diger égretmenlere de danismaniik (mentoriuk) yapmis, egitim vermistir.

https://survey. metu.edu.tr/index.php
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Temel Ogretmen Yeterlikleri
= 16 Metodolofi bilgi ve becerileri acisindan, bir 6§retmen olarak sizi en iyi tamimlayan ifade hangisidir?

Asagidaki yanitlardan bi seciniz
o
Farkl dil 6drenme teorileri ve metotlan ile ilgili halen egitim almaktadir.
Daha deneyimli 8gretmenleri izlerken, kullandiklari materyal ve 8dretim tekniklerini neden sectiklerini anlayabi
o
Farkli dil 6grenme teorileri ve metotlan hakkinda temel bilgi sahibidir.
Meslektaglannin anerilerinden de faydalanarak yeni Ggretim teknik ve materyalleri segebilir.
Farkl editim-6gretim ortamlar: igin farkl teknik ve materyaller belirleyebilir.
[®]
Dil 8drenme teorileri ve metotlarina asinadir,
iki ya da daha fazla seviyedeki ddrenciler {6rn. AL ve B1 gibi) i¢in kullanilabilecek 6dretim teknik ve materyalleri ile aginadir.
Farkl ogretim ortamlarn icin teknik ve materyallerin pratik agidan uygunlugunu degerlendirebilir.
Hangi yontem ve teknikleri kullanacadini secerken belirli gruplanin ihtiyaglarini goz 6ninde bulundurabilir.
[®]
Dil 8§renme teorileri ve metotlarni, dgrenme stillerini ve 8renme stratejilerini gak iyi bilir.
Odretim yéntem ve materyallerinin ardindaki kuramsal temelleri fark edebilir.
Cesitli dgretim teknigi ve aktiviteleri uygun sekilde kullanabilir.
(o]
Kullanilan 8dretim yaklagiminin ve cok gesitli teknik ve materyalin kuramsal gerekgesini agiklayabilir.
Cok sayida ogretim teknigi, aktivite ve materyali kullanabilir.
o
Dil ddretimi ve ddrenimi ile ilgili teoriler haklkinda detayli bilgi sahibidir ve bunlan meslektaglari ile paylasir.
Meslektaslannin agretim tekniklerini gelistirmek amaciyla onlan gozlemleyip, metodolaji agisindan gigli ve kullanish geribildirim sunabilir
Meslektaslannin kullanmasi igin her seviyeye uygun aktivite ve materyaller segebilir ve gelistirebilir.

= 17 Dederlendirme (testing) agisindan, bir 6gretmen olarak sizi en iyi tamimlayan ifade hangisidir?

Asadidaki yanitlardan birini seciniz
o
r Ders kitabinda yer alan dnite sonu testlerini uygulayabilir ve dederlendirebilir.
o
I Gerekli materyaller verildiginde gelisim izleme testlerini (6drencinin ilerlemesini élcen dénem ya da yil sonu sinavlan gibi sinavlar) uygulayip notlandira
r Gerekli materyal sadlandifinda s6zI0 sinavlan uygulayabilir.
I Uygun konu dederlendirme (revision) aktviteleri hazirlayabilir ve uygulayabilir,
o
Duzenli olarak, sozli kismi da olan geligim izleme testleri uygulayabilir.
Test ve degierlendirme etkinliklerinin sonuglanni gz Gninde bulundurarak égrendlerin calismasi gereken alanlari belirleyebilir.
Belirledidi gliclii ve zayif noktalar icin anlasilir geribildirim sunabilir ve bireysel calisma icin 6ncelikler belirleyebilir.
o
Ogrencilerin dil bilgi ve becerilerindeki ilerlemneyi sinamak igin diizenli degerlendirme etkinlikleri segebilir ve uygulayabilir.
Ogrencilerin dil farkindalidini arttirmak igin, yazih Gdevierindeki cesitli hata tiirlerini belirlemek amaciyla hazirlanmis dederlendirme dlgekleri (rubric) kul
Seviye belileme sinawvi (genel sinavlar) icin hazirik yapabilir ve koordinasyon sadlayabilir.
hitps:/fsurvey. metu.edu triindex.php 113
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Gelisim izleme sinavlan (stzli ve yazil) icin materyal ve etkinlikler hazirflayabilir.
Ogrencilerin zayif ve gigla ydnlerini fark edebilmelerine yardima olmak igin, 8grencilerin birbirleriyle olan sinif ici iletigiminin video kayitiarni kullanabil
Odrencilerin konusma ve yazma becerilerini lgmek igin Avrupa Ortak Dil Gergevesi (CEFR) kriterlerini glivenilir bir sekilde kullanabilir.

r Tum dil seviyelerinde, her dil becerisini ve bilgisini Sicecek dederlendirme aktiviteleri gelistirebilir.
F Tum dil seviyelerinde 8grencilerin konusma ve yazma becerilerini Slgmek igin, CEFR kriterlerini glivenilir bir sekilde uygulayabilir ve daha az deneyimi ¢
meslektaslanna da uygulamalari igin yardim edebilir.
t Ogrencilerin belirli bir CEFR dil seviyesine erisip erismediklerini beliemek igin gegerligi olan resmi sinaviann hazirlanmasina katki saglayabilir.
I CEFR standardizasyenu igin seminerler dizenleyebilir,

* 18 Ders planlama agisindan, bir 6gretmen olarak sizi en iyi tamimlayan ifade hangisidir?
Asagidaki yanitlardan birini seciniz

Gerekli materyaller saglandifinda, gunlik ders plani igerisindeki bir dizi etkinlidi biribirine baglayabilir.

Ders kitabinda yer alan etkinlikleri desteklemek igin yeni etkinlikler/aktiviteler bulabilir.
O glinkd dersine hazirlamirken, bir énceki dersinde elde ettidi ciktilan géz 6niinde bulundurarak dersleri arasinda devamliik saglayabilir.
Ders planlarini, jrenme basansi ve giigliiklerini dikkate alarak sekillendirebilir,

Mufredat) ve énceden belirlenmis materyalleri, 8rencilerinin ihtiyaglarina hitap eden ve dengeli dersler haziflamak igin kullanabilir,
Farkll ogrenme amaglan olan ders asamalanni ve bu agamalann surelerini planlayabilir,
Dersler igin temel amaglan ve yan amaglanni belirlerken, égrencilerin ihtiyaglanndaki farkhihiklan degerlendirebilir ve bunlan dikkate alabilir.

Mfredati, 6grencilerin ihtiyaglanni ve mevcut materyalleri géz énunde bulundurarak, dnitelendirilmis yillik planin uygulanmasinda izlenecek rotayi beli
Materyallerden dilbilimsel ve iletisimsel olarak en ylksek duzeyde faydalanabilmek icin aktiviteler/etkinlikler gelistirebilir,
Hem bireysel ihtiyaglara hem de dersin amaglarina hizmet edecek etkinlikler tasarlayabilir.

Ayrintili bir ihtiyag anal
lanlamak icin kullanabilir.

Ayni materyali kullanarak farkh efitim duzeylerindeki 6grenciler igin farkh etkinlikler hazirlayabilir.
Ogrencilerin zorlandiklan noktalan analiz edip, bu analizlerden sonraki derslerini planiarken faydalanabilir.

uygulayabilir ve bu analizin sonuglarini, konu degerlendirme ve tekrarlanni da gerecek sekilde, derslerini detayl ve dengeli bi

| Farkll uzmanlik alanlarina hitap edecek &zel alan derslerini, 0 uzmanhk alanina uygun ve igerigi sekilde hazirlayabilir (¢
uhendisler icin Inglizce, Is Ingilizcesi, Turizm Ingilizcesi, Teknik Ingilizce gibi).
Unitelendirilmig yillik planin uygulanmasinda izlenecek rotanin belirlenmesi ve ginlik derslerin hazilanmasi sirasinda, farkl bireysel ihtiyaglann degerh
@bz onune alinmasi konusunda meslektaglarina yol gosterebilir.
Farkl derslerin genel mifredatinin ve yillik planlannin incelenmesi konusunda sorumluluk alabilir,

i il sinif ybnetimi ve sinifin izl i bir 6§retmen olarak sizi en iyi tammlayan ifade hangi
Asagidaki yanitlardan birini seciniz

Rehberlik edildiginde, anlasilr yénergeler kullanarak bir etkinligi yonlendirebilir.

Oretmen-sinif etkilesimini yonetebilir.
Aglk ybnergeler vererek, sinifca yapilan aktiviteler ile ikili ve grup calismalan arasinda gegis yapabilir.
Ders kitabindaki etkinliklere dayah olarak, 6grencileri ikili ve grup ¢alismalarina yénlendirebilir.

ikili ve grup calismalarini etkili bir sekilde organize edip yénetebilir ve sinifi tekrar toplu diizene getirebilir,
Bireysel etkinlikleri ve grup etkinliklerini gtzlemleyebilir.
Agik ve anlasilir geribildirim verebilir,

https://survey. metu.edu triindex php 23

267



17.02.2015 Ingilizce Ogretmeni Yeterlikleri Anketi
Q@
Dersin amaglanina ulagmak icin sinif, grup ve ikili galigma aktivitelerini gesitli sekillerde ve dengeli olarak dizenleyebilir.
Gorev temelli 8grenme (task based learning) ortami olusturabilir.
Ogrencilerin performansini etkin bir sekilde gdzlemleyebilir.
Aglk ve anlagilir geribildirim verebilir/alabilir.
Gruplarin ayni anda farkl etkinlikler yaptii bir gérev temelli 6renme (task based learning) ortami olusturabilir.
Bireysel ve grup performanslanni dodru ve tam olarak géziemieyebilir.
Cesitli sekillerde bireysel geribildirim verebilir/alabilir.
Daha bagka etkinlikler gelistirmek icin de gozlemlerinden ve geribildiimlerden faydalanabilir.
o]
Ayni sinifta farkl etkinlikler Gzerinde calisan, farkl dil seviyelerindeki Sdrenci gruplan olusturabilir; bunlan gézlemleyebilir ve bireysel ve grup olarak des
Eadlayabil
Geribildirim vermek/almak icin ok sayida teknik kullanabilir,
Daha Sonra SOrdirmek Uzere Kaydet Sonraki >> ik v
https:/isurvey. metu.edu triindex php 313
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Destekleyici Yeterlikler
= 20. Kiiltiirleraras: yeterlik acisindan, bir 6§retmen olarak sizi en iyi tamimlayan ifade hangisidir?
Asagidaki yamitlardan birini seciniz
o]
Dil ile kiiltir arasindaki iliskinin dil 6gretimi ve 6greniminde dnemli bir faktor ldugunun farkindadir.
I Kiltirel konulanin editimle iliskisini ddrenmeye devam etmektedir.
I Ogrencilere kiiltirel davranis ve gelenekler ile ilgili farkliiklan tanrtabilir.
Sosyal ve kilttrel farkliliklann oldugu siniflarda hosgérl ve anlayis ortami yaratabilir.
K Itiirel 6nyargilar fark edip degerlendirebilir.
Odrencilerin nezaket, vicut dill gibi kiltGrel davraniglar ile gili bilgilerini arttirmak icin kendi farkindalhidin kullanir,
Sinif igerisinde kiltlrlerarasi sorunlardan kaginmanin énemini fark eder ve herkesi kapsayan, karsiikl saygiya dayali bir yaklagimi destekler.
5]
Ogrencilerin basmakalip fikir ve kiiltiirel 8nyargilar analiz etmeleri icin onlara yardime olur.
Kiltdrlerearas) davranis konusundaki dnemli farkhliklan (6rn. nezaket, vucit dili, vb.) dersin igeridine dahil edebilir,
Odrencilerin kiltirel alg dizeyine uygun materyaller secebilir ve gruba uygun aktiviteler kullanarak bu dizeyi daha da gelistirebilir.
Kendisinin ve 8@rencilerinin kiltirlerarasi konulardaki bilgi ve anlayigim arttirmak igin, internet arastirmalar, projeler ve sunumilardan faydalanabilir.
Ogrencilerinin sosyal ve kiiltiirel benzerlik ve farkliiklan analiz etme ve tartisma yeteneklerini gelistirmelerini saflar.
Kiltdrleraras: hassas konulan dngdrebilir ve etkin bir sekilde yénetebilir.
5]
I Daha az deneyimli meslektaslara yardim etmek gerektidinde, kiltiirlerarasi konularda kendi genis bilgisini kullanabilir.
F nin, kdltdrel in Ustesinden gelebilme yeteneklerini gelistirmelerini saglayabilir; kendilerine, olustugu takdirde anlagmaziiklan ve |
atighirmak igin kullanabilecekleri teknikler dnerir,
[ Kendisinin ve meslektaslarnin kullanimi icin etkinlikler, calismalar ve malzemeler tasarlayabilir ve bunlarla igili geribildirim istedinde bulunabilir.
= 21, Dil far dan, bir ¢ n iyi tanimlayan ifade han
Asadidaki yamitlardan birini seginiz
Q
I Referans kaynaklan olarak stzlikleri, gramer kitaplarini v.b. kullanabilir.
I Ders verdidi dil seviyelerinde sik sorulan basit sorulara cevap verebilir.
I A1-B1 dil seviyelerinde 6grenim goren dgrencilerin diizeyine uygun sekilde dil yapisi ve kullanimi hakkinda dodru drnekler verebilir.
[ A1-B1 seviyelerindeki 6drencilerin dil ile ligili sorularina, tam clmasa da seviyelerine uygun olarak cevap verebilir.
?Ieri seviyeler (C1 ve C2) harig, dilin yapisi ve kullamimi ile ilgili §mekleri, dodru ve tdrettidi dil seviyesine uygun olarak verebilir,
Tleri seviyeler (C1 ve C2) haric her seviyede, hedef dil ile ilgili sorulara o seviyeye uygun olarak cevap verebilir,
- €2 diginda tim seviyelerde, hemen hemen tim durumiarda dil yapisi ve kullanimi ile ilgili dogru Grnekler verebilir
Bir Gdrencinin dil ile ilgili sorununu fark edebilir ve anlayabilir.
C2 harig her seviyede, dil ile ilgili sorulara &@rencinin seviyesine uygun olarak cevap verebilir.
https:/isurvey.metu.edu.triindex.php 112
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@
Tim seviyelerde ve hemen hemen tim durumlarda dil kullanimi ve yapisi ile ilgili dodru érnekler secebilir ve verebilir.
Dil ile ilgili hemen hemen tim sorulan kapsaml ve dogru bir sekilde yanitlayabilir, anlagilir ve net agiklamalar yapabilir,
Odrencilere kendi sorularinin cevaplarini i ve hatalarini di i Icin rehberlik etmek (izere farkl teknikler kullanabilir.
©
Odrencilerin dilin farkl 6zellikleri ve kullanims ile ilgili sorularina her zaman eksiksiz ve dogru cevap verebilir.
C1 ve C2 seviyelerinde dilin yapisi, anlami ve kullanimi ile ilgili ince anlam farkliliklarini agiklayabilir.
« 22. Dijital araclar ve bunlarin kullanimi agisindan, bir 6gretmen olarak sizi en iyi tamimlayan ifade hangisidir?
Asagidaki yamitiardan birini seciniz
Standart metin formatina uygun olarak, bir kelime islemci (6rn. Word, Openoffice) yaziiminda galisma kadidi (worksheet) hazirlayabilir.
!nternet Uzerinde dgretim materyali aramasi yapabilir.
Internet sitelerinden kaynak indirebilir.
internetten indirilmis metinler, resimler, grafikler v.b. ile ders hazirlayabilir.
Bilgisayar dosyalarini belli bir mantik ile diizenlenmis klasérlerde organize edebilir.
(€]
Medya oynaticilari dahil her tirli standart Windows/Mac yazihimini kullanabilir.
Odrenci ve meslektaslanna uygun internet materyalleri dnerebilir,
Derslerinde internet, DVD gibi araglar ile projektor kullanabilir.
[®]
Ogrenciler igin internet Gizerinden galisma hazirayip bunlari denetleyebilir.
Gorseller, DVDler ve ses dosyalari icin ilgili yazihmlari kullanabilir.
© %
Ogrencilerini kendi bireysel intiyaglanna yénelik olarak uygun internet alistirmalan segmeleri ve kullanmalan konusunda egitebilir.
Ses ve video dosyalarini diizenleyebilir ve uyarlayabilir.
Meslektaglanna yeni yaziim ve n nasil a ilir.
Dijital medya iceren (6rnedin, kamera, internet, sosyal aglar kullanimi gibi) bir proje galismasini koordine edebilir.
Siniftaki dijital donanimia ligili olusabilecek sorunlarin cogunu giderebilir.
Sinifta mevcut tam dijital ekipmani (akilli tahta, akilli telefon, tablet vb.) dil 6grenmek icin etkili bir sekilde kullanmalan konusunda dgrencilerini egitebi
Mevcut dijital ekipman ve internet kaynakli materyallerin, ders icin en lyi sekilde nasil edi 1na bilgi verir.
Bir 6grenme yonetimi sistemi (6rn. Moodle, DynEd, EBA vb.) kullanarak egitim planina ] bileseni de yebilir.
[ Daha Sonra Strdirmek Uzere Kaydet | | sonraki >> Lok
https://survey. metu.edu.tr/index.php 22
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Mesleki Nitelikler

= 23. Mesleki tavir acisindan, bir 6@retmen olarak sizi en iyi tanimlayan ifade hangisidir?
Asagidaki yamitlardan birini seciniz

o]

Oijretmenlik uygulamalari ve digier galismalan icin geribildirim almak ister.
Meslektaslanndan ve kaynak kitaplardan dneriler bulmaya calisir.

Kurumun misyon ve yénetmeliklerine uygun sekilde hareket eder.
Ogrenciler ve ders hazirid konusunda diger dgretmenlerle ortak hareket eder.
Dersi gdzlemlendikten sonra, kendisine verilen geribildirime uygun hareket eder.

Meslektasiyla birlikte bir veya iki dil seviyesinde derse girme (team-teaching) firsatini olumlu karsilar.
Ders isleyisini gdzlemleyen meslektaslarindan gelen geribildirimleri dikkate alr.
Kurumun geligimi ve iyi idare edilmesine katki saglar, kurumdaki dedigiklik ve sorunlara olumlu yaklagir.

Idareciler veya meslektaslan tarafindan gézlemlenme ve dersi ile ilgili geribildirim alma firsatlarini olumiu yaklagir.
Mesleki gelisim etkinlikleri icin haziflanir ve bunlara aktif olarak katilir,
Kurumun geligmesi, editimin ve idari faaliyetlerin gelistirilmesinde aktif rol alir.

o
Daha az deneyimi clan meslektaslan icin danismanlik (mentorluk) yapar.

Kullanacad materyaller sadlandijinda veya bir meslektagindan destek aldifinda, editim seminerlerini yénetir.
Meslektaslann gbzlemler ve onlara faydal geribildirim sunar.

Proje firsatlar ciktiinda, kurumun geligimini amaclayan belidi projelerde sorumiuluk alir.

Daha az deneyimi olan meslektaslar icin egitim seminerieri haziriar.
Odretmenler icin gelisim programlan, hizmetici editim, senebasi - senesonu faaliyetleri dizenler.
Tum seviyelerde ders veren meslektaglann) géziemler ve dederlendirir,

nin birbirlerini gdzlemls i igin firsatlar yaratir.

+ 24, idari gérevler agisindan, bir gretmen olarak sizi en iyi tanimlayan ifade hangisidir?

Asadidaki yanitlardan birini seciniz

klama alma, materyalleri 6ding verme/geri alma gibi rutin iglemleri tamamilar,

b istenilen ders plan ve kayitlanini (6. sinif defteri) dodru bir sekilde doldurulmus olarak ve zamaninda teslim eder.
I Odev ve testleri etkili bir sekilde natlandinr.

Notlandirma ve raporlama islerini (Gm. sinifi ile ilgili tutanaklar) etkili bir sekilde yarutar.
Derslerin agik ve diizenli bir sekilde kayitlanini tutar; sinif defterini diizenli ve detayh doldurur.
Belgeleri ve geribildirimleri, dederlendirme 8lcekleri vb. belgeleri kendisinden istenen zamana kadar teslim eder.

Isi ile ilgili idari garevleri etkili bir sekilde yerine getirir,
Diizenli ancak daha az siklikta yapilan isleri fngérir ve vaktinden énce yerine getirir.
Gtrencilerin sorunlan, sorulan ve istekleri ile uygun sekilde ilgilenir.

https:/isurvey.metu.edu.triindex.php
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@
idari igleri diger calisanlar ile isbirligi icerisinde yiritiir; zimresiyle isbirlidi yapar; eder kendisinden istenirse bilgi, tutanak, gériis vb. belgeleri bir araya
Ogretmen toplantilan dizenleme, dénem basi ve sonu inc i ve raporlanmas, karar defterine gecirilmesi gibi idari isle
lir.

@
Eger istenirse ders 1040, zimre yapar.

Okul idaresi ve okul aile birligi gibi okul paydaslar ile gereken sekilde isbirligi yapar.
idari islerin planlanmasi ve degerlendirilmesine aktif katki saglar.

https://survey.metu.edu.tr/index.php 22
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IV- Tesekkiir ve Goriisme Daveti

Ozdederlendirme lcedini tamamladiniz. Verdidiniz cevaplar icin tesekkir ederiz.

25,
Bu calismaya daha fazla katki saglamak ister misiniz?
Ogretmen yeterlikieri ile ilgili goriis ve fikirleriniz calisma igin biiyiik énem fasiyor.

Liitfen 30 dakikahk bir sézlii gériisme (Tiirkce veya Ingilizce) ayarlayabilmemiz icin
iletisim bilgilerinizi yaziniz.

Mail adresi:

Telefon numarasi:

Daha Sonra Strdarmek Uzere Kaydet |

Gonder Gik ve Anketi Temizle
https://survey.metu.edu.triindex.php "
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APPENDIX K. PROPOSED COMPETENCE FRAMEWORK

YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Egitim ve Nitelikler

Diizey | Yeterlik Alani: Dil Yeterligi

- ingilizce dil yeterligi B1 seviyesindedir; yani,

Giinliik yasamda, iste ya da okulda, sik karsilastig1 ve taridik oldugu konulara dayali yazili ve
sozlii ifadeleri ana hatlariyla anlayabilir.

Seyahatlerde, dilin konusuldugu yerlerde karsilagilabilecek cogu durumlarin {istesinden
gelebilir.

11 Kisisel ilgi alanlar1 dogrultusunda ya da bildigi konularda, basit, ancak fikirler aras1
baglantilarin olusturulmus oldugu metinler yoluyla kendini ifade edebilir.

Yasadig1 olaylar1 ve deneyimlerini aktarabilir; diislerinden, umutlarindan ve isteklerinden s6z
edebilir, goriislerini ve planlarin kisaca nedenleriyle ortaya koyabilir.

veya

-KPDS, UDS, YDS gibi sinavlardan 60 ila 74 puan alabilir/almistir.

- Ingilizce dil yeterligi B2 seviyesindedir; yani,

Soyut ve somut konulara dayali karmagsik metinlerin ana fikrini anlayabilir, kendi uzmanlhk
alani olan konularda teknik tartigmalar yiiriitebilir

Cok zorlanmadan, belli élciide dogal ve akici bir dil kullanarak anadilde konusan birisiyle
1.2 iletisim kurabilir.

Farkli konularda, ayrintili ve anlagilir bir sekilde kendini ifade edebilir ve bir konunun olumlu
ve olumsuz y&nlerini ortaya koyarak kendi bakis agisin1 yansitabilir.

veya

-KPDS, UDS, YDS gibi sinavlardan 75 ila 84 puan alabilir/almustir.

- Ingilizce dil yeterligi B2 seviyesindedir; yani,

Soyut ve somut konulara dayali karmasik metinlerin ana fikrini anlayabilir, kendi uzmanlhk
alani olan konularda teknik tartismalar yiiriitebilir

Cok zorlanmadan, belli élgiide dogal ve akici bir dil kullanarak anadilde konusan birisiyle
iletisim kurabilir.

2.1 Farkli konularda, ayrintili ve anlagilir bir sekilde kendini ifade edebilir ve bir konunun olumlu
ve olumsuz yoOnlerini ortaya koyarak kendi bakis agisin1 yansitabilir. Ayrica,

-Gereksinim duydugu ifadeleri fazla zorlanmadan bularak kendini dogal ve akici bir sekilde
ifade edebilir.

veya

- KPDS, UDS, YDS gibi sinavlardan 85 ila 94 puan alabilir/almistir.

- Ingilizce dil yeterligi C1 seviyesindedir; yani,

Farkli1 yapiya sahip uzun ve karmasik metinleri anlayabilir ve bu metinlerdeki dolayl
anlatimlari ve imalari fark edebilir.

Gereksinim duydugu ifadeleri fazla zorlanmadan bularak kendini dogal ve akic1 bir sekilde
79 ifade edebilir.

: Dili akademik ve mesleki amaglar igin ve giinliik yasamda esnek ve etkili bir sekildekullanabilir.
Karmasik konularda, baglantilarin ve iligkilerin agikca ortaya kondugu, iyi yapilandirilmis,
ayrintilar iceren metinler yoluyla kendini akici bir sekilde ifade edebilir.

veya

-KPDS, UDS, YDS gibi sinavlardan 95 ila 99 puan alabilir/almigtir.

- Ingilizce dil yeterligi C2 seviyesindedir; yani,

Duydugu ve okudugu her seyi kolayca anlayabilir.

Farkli yazili ya da sozlii kaynaklardan edindigi bilgiyi 6zetleyebilir, bu kaynaklara dayal1 olarak
3.1 bir tartismay1 yapilandirabilir, akic1 ve dogal bir anlatim ile sunabilir.

Akia bir dil kullanarak kendini tam anlamiyla ifade edebilir. Karmagik durumlarda bile kendini
ifade ederken ince anlam farklarindan yararlanabilir.ve

-KPDS, UDS, YDS, TOEFL gibi sinavlardan tam puan alabilir/almgtir.

- C2 seviyesinde Ingilizce siav sonug belgesi vardir ve ayni zamanda dili akici ve dogal
kullanir.

veya

- Ingilizce'yi anadili kadar iyi kullanabilir.

3.2
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Egitim ve Nitelikler

Diizey | Yeterlik Alani: Egitim ve Ogretim

- Ogretmen yetistiren resmi bir yiiksekokul, iiniversite veya 6zel kurumda, yabanci
dil 6gretmeni olarak baglangi¢ diizeyinde 6gretmen egitimi almaktadar.

11 veya

) - Ingilizce ile ilgili bir boliimde okumakta ve halen formasyon egitimi almaktadir.

veya
- Ingilizce 6gretmenligi mezunu degildir ve formasyon almamistir.
- Ingilizce ile ilgili bir boliimden (ingiliz Dili Edebiyats, Ingiliz Dilbilimi vb.) mezundur;
bir dénemlik ve/veya en ¢ok 5 dersten olusan, staj gormedigi genel formasyon
egitimini tamamlamustir.

1.2 veya
- Ingilizce ile ilgili olmayan bir béliimden (6rn. Biyoloji, Tarih vb.) mezundur ve iki
donemlik (en az 8 ders + staj gordiigii) bir Ingilizce 6gretmenligi formasyonu
sertifikas1 programini tamamlayarak 6gretmen niteligi kazanmustir.
- Ingilizce ile ilgili bir boliim (Ingiliz Dili Edebiyati, Ingiliz Dilbilimi vb.) 6grencisi veya
mezunudur; ayrica, iki donemlik (en az 8 ders alip staj gordiigii) bir ingilizce
ogretmenligi formasyonu sertifikas1 programini tamamlayarak Ogretmen niteligi

21 kazanmustir.
veya
-Ingilizce 6gretmenligi boliimiinde son sinif 6grencisidir.
- Programinda 6gretmenlik uygulamasi (staj) ve dil egitimi (pedagoji) dersleri de yer
alan, Ingilizce ile ilgili bir boliimden (ingilizce 6gretmenligi) mezun olmustur.

29 veya

) - Bagka bir béliimden mezundur ve Ingilizce 6gretmenligi yapmak igin uluslararas

diizeyde kabul goren bir sertifikasi (en az 120 ders saati sonunda alinan; 6rn. CELTA)
ya da diplomas: vardir.
- Ogretmenlik staji uygulamasi olan, Ingiliz dili egitimi ile ilgili bir béliimden (Ingilizce
ogretmenligi) diplomas1 vardir;
ve en az 100 saatlik hizmetici egitime de katilmistir.

3.1 veya
- Ingilizce 6gretmenligi yapmak icin uluslararasi diizeyde kabul goren bir Ingilizce
O0gretmenligi sertifikasi (en az 120 ders saati sonunda alinan, 6rn. CELTA) vardir;
ve en az 100 saatlik hizmetigi egitime de katilmistir.
- Yabanci Dil ogretmenligi veya uygulamali dilbilim alaninda yiiksek lisansini
tamamlamigtir; eger daha 6nce almadiysa ogretmenlik uygulamas: dersleri (staj) de
almastir.
veya

30 - Dil dgretimi alaninda yiiksek lisans derecesi veya mesleki bir sertifikas1 (en az 200

ders saati sonunda alinan, 6rn. CELTA + DELTA)

ve bunlarin yaninda

- Belirli bir alanda uzmanlasmak tiizere egitim almistir. (6rn. 6zel alan dili 6gretimi,
6lgme degerlendirme, 6gretmen egitimi vb.)
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Yeterlik Grubu: Egitim ve Nitelikler

Diizey | Yeterlik Alant: Degerlendirmeye Tabi Ogretmenlik Uygulamalar
11 - Bazi1 derslerin bir béliimiinde 6gretmenlik yaparak ve bir meslektasi ile deneyimlerini
) paylasip geribildirim alarak tecriibe kazanmaktadir.
- Tek basina ders anlatirken danisman destegi aldig1, gozlemlendigi ve
degerlendirildigi ders deneyimleri olmustur.
1.2 - Kiigiik 6grenci gruplariyla veya sinif arkadaslariyla siuf igi kiigiik lgekli aktiviteler
gerceklestirmistir (“micro-teaching” benzeri)
- Ogretmenlik egitiminin ilk asamalarindayken, en az iki farkli seviyede ve toplamda
en az iki saatlik basarili olarak belgelenmis ve degerlendirilmis 6gretmenlik
2.1 uygulamasi deneyimi vardir.
- Gergek okul ortaminda 3 saatlik 6gretmenlik uygulamasi yaparken izlenmis ve resmi
bir sekilde belgelenmis olumlu geribildirim almistir.
- Ogretmenlik egitimi sirasinda , en az iki farkli seviyede ve toplamda en az alt1
saatlik basarili olarak belgelenmis ve degerlendirilmis 6gretmenlik uygulamasi
2.2 deneyimi vardur.
- Gergek okul ortaminda, ti¢ ya da daha fazla seviyede 6 saatlik 6gretmenlik uygulamasi
yaparken izlenmis, resmi bir sekilde belgelenmis olumlu geri doniit almigtir.
- Hem 6gretmenlik uygulamas: hem de 6gretmenligi sirasinda, degisik seviyelerde ve
3.1 degisik 6grencilerle en az 10 saatlik dersi sirasinda gozlemlenmis, degerlendirilmis ve
bu deneyiminde olumlu ve belgelenmis geribildirim almistir.
- Hem 6gretmenlik uygulamasi hem de 6gretmenligi sirasinda, en az 14 saatlik dersi
sirasinda gozlemlenmis, degerlendirilmis ve belgelenmis geribildirim almistir.
- Daha az deneyimli 6gretmenler i¢in gdzlemci veya mentor olarak
3.2 degerlendirilmistir.
- Uygulama 6gretmenligi yapar ve 6gretmen adaylarina MEB tarafindan belirtilen
sekilde rehberlik eder.
Diizey | Yeterlik Alani: Ogretmenlik Deneyimi*
- Bir veya iki dil seviyesindeki Ogrencilere birka¢ ders anlatmis veya bagkalar1
1.1 tarafindan verilen derslerin bir boliimiinii anlatmistir. (6gretmen adayi, stajer
Ogretmen)
12 - Kendi sinif(lart) vardir ancak sadece bir ya da iki farkli dil seviyesinde ders verme
) deneyimi vardir. (yeni 6gretmen)
- Resmi olarak 200 ila 800 ders saati arasi tek bagina 6gretmenlik deneyimi vardir.
21 - Birkag farkl dil seviyesinde dersl isti
irkag farkli dil seviyesinde dersler vermistir.
Resmi olarak 800-2.400 ders saati arasi,
2.2 - Farkli dil seviyelerindeki 6grenci gruplarina
- Birden fazla farkl egitim ve 6gretim ortaminda ders verme deneyimi vardir.
Resmi olarak 2.400- 4.000 ders saati arasi,
3.1 - C2 seviyesi digindaki diger dil seviyelerindeki 6grencilere
- Birden fazla farkli egitim ve 6gretim ortaminda ders verme deneyimi vardir.
- Resmi olarak yaklasik 6000 ders saati 6gretmenlik deneyimi vardir.
39 - Cok sayida farkli 6grenme ortaminda 6gretmenlik yapmustir.
) - Diger ogretmenlere de danismanlik/uygulama ogretmenligi (mentorluk) yapmus,
egitim vermistir.
* Ders saati hesaplamak i¢in su formdil kullanilabilir:
36 x [haftalik ortalama ders saati] x [hizmet y1l1]
*formiil Ornegin . o . -
Haftada ortalama 25 saat derse giren 3 yillik hizmetini tamamlamus bir 6gretmen igin 6rnek
hesaplama:

36 x 25 x 3 = 2700 ders saati
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Temel Ogretmen Yeterlikleri

Diizey | Yeterlik Alan1: Metodoloji: Bilgi ve Beceriler
- Farkl1 dil 6grenme teorileri ve metotlar1 ile ilgili halen egitim almaktadir.
- Daha deneyimli 6gretmenleri izlerken, kullandiklar1 materyal ve 6gretim tekniklerini
1.1 neden sectiklerini anlayabilir
- Gelisim psikolojisi konusunda egitim almaktadir
- Deneyimli 6gretmenlerin 6grencilerle iletisimini gozlemleyebilir
- Farkli dil 6grenme teorileri ve metotlar1 hakkinda temel bilgi sahibidir.
- Meslektaslarinin 6nerilerinden de faydalanarak yeni 6gretim teknik ve materyalleri
secebilir.
1.2 - Farkli egitim-6gretim ortamlari i¢in farkli teknik ve materyaller belirleyebilir.
- Gelisim psikolojisi ile ilgili temel bilgi sahibidir
- Deneyimli 6gretmenlerin 6grencilerle iletisiminde dikkat ettikleri noktalar1
belirleyebilir.
- Dil 6grenme teorileri ve metotlarina asinadir.
- Iki ya da daha fazla seviyedeki 6grenciler (6rn. Al ve B1 gibi) icin kullanilabilecek
ogretim teknik ve materyalleri ile aginadir.
- Farkli 6gretim ortamlari icin teknik ve materyallerin pratik agcidan uygunlugunu
2.1 degerlendirebilir.
- Hangi yontem ve teknikleri kullanacagini segerken belirli gruplarin ihtiyaglarini géz
oniinde bulundurabilir.
- Gelisim psikolojisi alanindaki 6nemli yaklasimlarin karsilastirip tartisabilir.
- Ogrencilerle iyi iletisim kurmanin énemini bilir.
- Dil 6grenme teorileri ve metotlarini, 6grenme stillerini ve 6grenme stratejilerini ¢ok
iyi bilir.
- Ogretim yontem ve materyallerinin ardindaki kuramsal temelleri fark edebilir.
2.2 - Cesitli 6gretim teknigi ve aktiviteleri uygun sekilde kullanabilir.
- Gelisim psikolojisi alanindaki 6nemli yaklasimlarin kuramsal temelleriyle igili bilgi
sahibidir.
- Ogrencilerle iletisimini iyilestirmek icin alternatifler gelistirebilir.
- Kullanilan 6gretim yaklasiminin ve ¢ok cesitli teknik ve materyalin kuramsal
gerekgesini agiklayabilir.
- Cok sayida &gretim teknigi, aktivite ve materyali kullanabilir.
31 - Gelisim psikolojisi konusundaki bilgisi sayesinde dgrencilere temel danismanlhk
yapabilir,
- Ogrencilerle iletisimi ¢ok giigliidiir.
- Dil 6gretimi ve 6grenimi ile ilgili teoriler hakkinda detayli bilgi sahibidir ve bunlar
meslektaslari ile paylasir.
- Meslektaslarinin 6gretim tekniklerini gelistirmek amaciyla onlar1 gézlemleyip,
metodoloji agisindan giiglii ve kullanish geribildirim sunabilir
3.2 - Meslektaslarinin kullanmasi icin her seviyeye uygun aktivite ve materyaller segebilir

ve gelistirebilir.

- Gelisim psikolojisi konusundaki bilgisini gen¢ meslektaslariyla paylasabilir.

- Ogrencilerle iletisim konusunda daha az deneyimli meslektaslarma rehberlik
edebilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Temel Ogretmen Yeterlikleri

Diizey

Yeterlik Alan1: Degerlendirme

1.1

- Ders kitabinda yer alan iinite sonu testlerini uygulayabilir ve degerlendirebilir.

1.2

- Gerekli materyaller verildiginde gelisim izleme testlerini (6grencinin ilerlemesini
6lgen donem ya da yil sonu sinavlari gibi sinavlar) uygulayip notlandirabilir.

- Gerekli materyal saglandiginda sozlii sinavlar: uygulayabilir.

- Uygun konu degerlendirme (revision) aktviteleri hazirlayabilir ve uygulayabilir.
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- Diizenli olarak, s6zlii kismi1 da olan gelisim izleme testleri uygulayabilir.

- Test ve degerlendirme etkinliklerinin sonuglarim gz 6niinde bulundurarak
ogrencilerin calismasi gereken alanlari belirleyebilir.

- Belirledigi giiclii ve zayif noktalar i¢in anlasilir geribildirim sunabilir ve bireysel
¢alisma icin 6ncelikler belirleyebilir.

2.2

- Ogrencilerin dil bilgi ve becerilerindeki ilerlemeyi sinamak igin diizenli
degerlendirme etkinlikleri segebilir ve uygulayabilir

- Ogrencilerin dil farkindaligin arttirmak i¢in, yazili 6devlerindeki gesitli hata tiirlerini
belirlemek amaciyla hazirlanmis degerlendirme dlgekleri (rubric) kullanabilir.

- Seviye belirleme sinavi (genel sinavlar, TEOG, YDS gibi) i¢in hazirlik yapabilir ve
koordinasyon saglayabilir.

- Ortak sinavlarin hazirlanmasinda rol alir.

3.1

- Gelisim izleme smavlari (sozlii ve yazili) icin materyal ve etkinlikler hazirlayabilir.
- Ogrencilerin zayif ve giiglii yonlerini fark edebilmelerine yardimeci olmak igin,
ogrencilerin birbirleriyle olan sinif i¢i iletisiminin video kayitlarini kullanabilir.

- Ogrencilerin konusma ve yazma becerilerini 6l¢mek i¢in Avrupa Ortak Dil
Cergevesi (CEFR) kriterlerini giivenilir bir sekilde kullanabilir.

- Ortak sinavlarm hazirlanmasi ve koordinasyonunu iistlenebilir.

3.2

- Ttim dil seviyelerinde, her dil becerisini ve bilgisini dl¢ecek degerlendirme aktiviteleri
gelistirebilir.

- Ttim dil seviyelerinde 6grencilerin konusma ve yazma becerilerini 6l¢mek icin, CEFR
kriterlerini giivenilir bir sekilde uygulayabilir ve daha az deneyimi olan
meslektaslarina da uygulamalari i¢in yardim edebilir.

- Ogrencilerin belirli bir CEFR dil seviyesine erisip erismediklerini belirlemek igin
gecerligi olan resmi sinavlarin hazirlanmasina veya TEOG, YDS gibi genel sinavlarin
hazirlanmasina katki saglayabilir.

- CEFR standardizasyonu igin seminerler diizenleyebilir.

- Ortak sinavlarin hazirlanmasi ve koordinasyonu konusunda meslektaslarina egitim
verebilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Temel Ogretmen Yeterlikleri

Diizey

Yeterlik Alani: Ders Planlama

1.1

- Gerekli materyaller saglandiginda, giinliik ders plan1 igerisindeki bir dizi etkinligi
biribirine baglayabilir.

1.2

- Ders kitabinda yer alan etkinlikleri desteklemek icin yeni etkinlikler/aktiviteler
bulabilir.

- O giinkii dersine hazirlanirken, bir 6nceki dersinde elde ettigi ¢iktilar: goz dniinde
bulundurarak dersleri arasinda devamlilik saglayabilir.

- Ders planlarini, 6grenme basarisi ve giigliiklerini dikkate alarak sekillendirebilir.
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- Miifredat1 ve 6nceden belirlenmis materyalleri, 6grencilerinin ihtiyaglarmna hitap
eden ve dengeli dersler hazirlamak i¢in kullanabilir.

- Farkli 6grenme amaglari olan ders asamalarini ve bu asamalarin siirelerini
planlayabilir.

- Dersler i¢in temel amaglar1 ve yan amaclarini belirlerken, 6grencilerin
ihtiyaglarindaki farkliliklar: degerlendirebilir ve bunlar1 dikkate alabilir.

- Ogrencilerine dersi sevdirmek icin, kendisine saglanan farkl aktivitelerden
yararlanabilir.

- Ogrencilerin ilgisini derse gekebilir.

2.2

- Miifredati, 6grencilerin ihtiyaglarini ve mevcut materyalleri goz oniinde
bulundurarak, {initelendirilmis yillik planin uygulanmasinda izlenecek rotay1
belirleyebilir.

- Materyallerden dilbilimsel ve iletisimsel olarak en yiiksek diizeyde faydalanabilmek
i¢in aktiviteler/etkinlikler gelistirebilir.

- Hem bireysel ihtiyaglara hem de dersin

amaglarina hizmet edecek etkinlikler tasarlayabilir.

- Ogrencilerine dersi sevdirmek icin farkli aktivitelerden yararlanabilir.

-Ogrencilerin derse ilgisini canli tutabilir.

3.1

- Ayrintili bir ihtiyag analizi uygulayabilir ve bu analizin sonuglarini, konu
degerlendirme ve tekrarlarini da igerecek sekilde, derslerini detayli ve dengeli bir
sekilde planlamak i¢in kullanabilir.

- Ayni materyali kullanarak farkli egitim diizeylerindeki 6grenciler icin farkl
etkinlikler hazirlayabilir.

- Ogrencilerin zorlandiklar: noktalar: analiz edip, bu analizlerden sonraki derslerini
planlarken faydalanabilir.

- Ogrencilerine dersi ve dil 6grenmeyi sevdirebilir;

- Ogrencilerini ders diginda da dili kullanmaya motive edebilir.

3.2

- Farkli uzmanlik alanlarina hitap edecek 6zel alan derslerini, o uzmanlik alanmna
uygun iletisimsel ve dilbilimsel igerigi kapsayacak sekilde hazirlayabilir (6rn.
Miihendisler igin Inglizce, Is Ingilizcesi, Turizm Ingilizcesi, Teknik Ingilizce gibi).

- Unitelendirilmis yillik planin uygulanmasinda izlenecek rotanin belirlenmesi ve
glinliik derslerin hazirlanmas sirasinda, farkl bireysel ihtiyaglarin degerlendirilmesi
ve goz Oniine alinmasi konusunda meslektaslarina yol gosterebilir.

- Farkli derslerin genel miifredatinin ve yillik planlarinin incelenmesi konusunda
sorumluluk alabilir.

- Meslektaslarina, 6grencilerine dersi ve dil 6grenmeyi nasil sevdirebilecekleri
konusunda yol gosterir ve onlara 6grencilerini ders disinda da dili kullanmaya motive
etme konusunda onerilerde bulunabilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Temel Ogretmen Yeterlikleri

Diizey

Yeterlik Alani: Sinif i¢i Etkilesim, Sinif Yonetimi ve Gozlem

1.1

- Rehberlik edildiginde, anlasilir ve grenci seviyesine uygun Ingilizce yonergeler
kullanarak bir etkinligi yonlendirebilir.

1.2

- Ogretmen—smlf etkilesimini yonetebilir.

- Ingilizce ve anlagilabilir yonergeler vererek, smif¢a yapilan aktiviteler ile ikili ve grup
calismalar1 arasinda gegis yapabilir.

- Ders kitabindaki etkinliklere dayal

olarak, dgrencileri ikili ve grup ¢alismalarina yonlendirebilir.
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- Ikili ve grup calismalarin etkili bir sekilde organize edip yonetebilir ve sinifi tekrar
toplu diizene getirebilir.

- Bireysel etkinlikleri ve grup etkinliklerini gézlemleyebilir.

- Acik ve anlagilir geribildirim verebilir, bunu yaparken Ingilizceyi kullanir
-Bilgilerini nasil aktarabilecegi konusunda gézlem ve arastirma yapar.

- Sinif igi aktivitelerde ingilizce yonlendirme yapabilir.

2.2

- Dersin amaglarma ulasmak igin smuif, grup ve ikili calisma aktivitelerini gesitli
sekillerde ve dengeli olarak diizenleyebilir.

- Gorev temelli 6grenme (task based learning) ortamu olusturabilir.

- Ogrencilerin performansini etkin bir sekilde gozlemleyebilir.

- Acik ve anlasilir geribildirim verebilir/alabilir.

- Bilgileri diizenli bir sekilde anlatabilir.

- Sinif igi etkilesimde ingilizce’yi etkin kullanarak 6grencileri i¢in dile maruz kalma
firsatlar1 yaratir.

3.1

- Gruplarin ayni anda farkl: etkinlikler yaptig1 bir gorev temelli 6grenme (task based
learning) ortami olusturabilir.

- Bireysel ve grup performanslarin1 dogru ve tam olarak gozlemleyebilir.

- Cesitli sekillerde bireysel geribildirim verebilir/alabilir.

- Daha bagka etkinlikler gelistirmek i¢in de gozlemlerinden ve geribildirimlerden
faydalanabilir.

- Bilgisini sinifin diizeyine uygun olarak aktarabilir.

- Smif yonetimi ve diger konularla ilgili tartismalarda Ingilizce’yi etkin kullanarak
ogrencileri i¢in dile maruz kalma firsatlar1 yaratir.

3.2

- Ayni smifta farkli etkinlikler tizerinde calisan, farkli dil seviyelerindeki 6grenci
gruplar1 olusturabilir; bunlar1 gézlemleyebilir ve bireysel ve grup olarak destek
saglayabilir.

- Geribildirim vermek/almak i¢in ¢ok sayida teknik kullanabilir.

- Bilgileri aktarirken farkli seviye ve ihtiyaglara sahip 6grencilerinin hepsine hitap
edebilir.

- Ingilizce’yi etkin kullanarak 6grencileri igin smnif iginde ve disinda dile maruz kalma
firsatlar: yaratir..
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Destekleyici Yeterlikler

Diizey

Yeterlik Alani: Kiiltiirleraras: Yeterlik

1.1

- Dil ile kiiltiir arasindaki iliskinin dil 6gretimi ve 6greniminde 6nemli bir faktor
oldugunun farkindadir.

1.2

- Kiiltiirel konularin egitimle iligkisini 6grenmeye devam etmektedir.

- Ogrencilere kiiltiirel davranis ve gelenekler ile ilgili farkliliklar: tanitabilir.

- Sosyal ve kiiltiirel farkliliklarin oldugu siniflarda hosgorii ve anlayis ortami
yaratabilir.
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- Kiiltiirel 6nyargilar: fark edip degerlendirebilir

- Ogrencilerin nezaket, viicut dili gibi kiiltiirel davraniglar ile ilgili bilgilerini arttirmak
i¢in kendi farkindaligini kullanir

- Sinuf igerisinde kiiltiirlerarasi sorunlardan kaginmanin 6nemini fark eder ve herkesi
kapsayan, karsilikli saygiya dayali bir yaklagimi destekler

2.2

- Ogrencilerin basmakalip fikir ve kiiltiirel 6nyargilar1 analiz etmeleri i¢in onlara
yardimci olur.

- Kiltiirlerearasi1 davranig konusundaki 6nemli farkliliklar1 (6rn. nezaket, vuciit dili,
vb.) dersin igerigine dahil edebilir.

- Ogrencilerin kiiltiirel algi diizeyine uygun materyaller secebilir ve gruba uygun
aktiviteler kullanarak bu diizeyi daha da gelistirebilir.

3.1

- Kendisinin ve dgrencilerinin kiiltiirleraras: konulardaki bilgi ve anlayisini arttirmak
i¢in, internet arastirmalari, projeler ve sunumlardan faydalanabilir.

- Ogrencilerinin sosyal ve kiiltiirel benzerlik ve farkliliklar1 analiz etme ve tartisma
yeteneklerini gelistirmelerini saglar.

- Kiiltiirlerarasi hassas konular1 6ngorebilir ve etkin bir sekilde yonetebilir.

3.2

- Daha az deneyimli meslektaslara yardim etmek gerektiginde, kiiltiirlerarasi
konularda kendi genis bilgisini kullanabilir.

- Meslektaslarinin, kiiltiirel meselelerin iistesinden gelebilme yeteneklerini
gelistirmelerini saglayabilir; kendilerine, olustugu takdirde anlasmazliklar: ve kritik
olaylar1 yatistirmak igin kullanabilecekleri teknikler 6nerir.

- Kendisinin ve meslektaglarinin kullanimi igin etkinlikler, calismalar ve malzemeler
tasarlayabilir ve bunlarla ilgili geribildirim isteginde bulunabilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Destekleyici Yeterlikler

Diizey

Yeterlik Alani: Dil Farkindalig:

1.1

- Referans kaynaklari olarak sozliikleri, gramer kitaplarini v.b. kullanabilir.
- Ders verdigi dil seviyelerinde sik sorulan basit sorulara cevap verebilir.

1.2

- A1-B1 dil seviyelerinde 6grenim goren dgrencilerin diizeyine uygun sekilde dil
yapist ve kullanimi hakkinda dogru 6rnekler verebilir.

- A1-B1 seviyelerindeki 6grencilerin dil ile ilgili sorularina, tam olmasa da seviyelerine
uygun olarak cevap verebilir.

- Baslangic seviyelerindeki 6grencilerine dillerin dil kural ve kullanimlar agisindan
farklilasabilecegini agiklayabilir. Cok yaygin érnekleri sunabilir
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- Tleri seviyeler (C1 ve C2) harig, dilin yapist ve kullanimu ile ilgili 6rnekleri, dogru ve
ogrettigi dil seviyesine uygun olarak verebilir.

- Tleri seviyeler (C1 ve C2) harig her seviyede, hedef dil ile ilgili sorulara o seviyeye
uygun olarak cevap verebilir.

- Tleri seviyeler hari¢ olmak tizere, dil kural ve kullanimlari ile ilgili karsilagtirmalar
yapabilir,

-Dilin 6grencilerin yasami i¢gin tagidig1 6nem konusunda 6grencilerini bilgilendirebilir.

2.2

- C2 disinda tiim seviyelerde, hemen hemen tiim durumlarda dil yapis1 ve kullanimi
ile ilgili dogru ornekler verebilir

- Bir 6grencinin dil ile ilgili sorununu fark edebilir ve anlayabilir.

- C2 harig her seviyede, dil ile ilgili sorulara 6grencinin seviyesine uygun olarak cevap
verebilir.

- C2 harig tiim seviyelerde dil kural ve kullanimlari ile ilgili karsilastirmal bilgi
sunabilir ve farkliliklari/benzerlikleri 6rneklendirebilir.

-Dilin 6grencilerin yasami i¢gin tagidig1 6nem konusunda 6grencilerini bilgilendirebilir.

3.1

- Tiim seviyelerde ve hemen hemen tiim durumlarda dil kullanimi ve yapasi ile ilgili
dogru 6rnekler segebilir ve verebilir.

- Dil ile ilgili hemen hemen tiim sorular1 kapsamli ve dogru bir sekilde yanitlayabilir,
anlasilir ve net agiklamalar yapabilir.

- Ogrencilere kendi sorularmin cevaplarini bulabilmeleri ve hatalarini diizeltebilmeleri
icin rehberlik etmek {izere farkli teknikler kullanabilir.

- Sahip oldugu Tiirkge bilgisi sayesinde, hemen hemen tiim seviyelerdeki 6grencilerine
ana dil ve yabanci dil arasindaki kural ve kullanim farkliliklarini 6rneklendirerek
agiklayabilir.

- Dilin sosyal ve kiiltiirel agidan tasidig1 6nem konusunda, 6grenci ve meslektaslarin
bilgilendirebilir.

3.2

- Ogrencilerin dilin farkli 6zellikleri ve kullanimu ile ilgili sorularina her zaman
eksiksiz ve dogru cevap verebilir.

- C1 ve C2 seviyelerinde dilin yapisi, anlami1 ve kullanimz ile ilgili ince anlam
farkliliklarmi agiklayabilir.

- Sahip oldugu Tiirkge bilgisi sayesinde, tiim seviyelerdeki 6grencilerine ana dil ve
yabanci dil arasindaki ince kural ve kullanim farkliliklarini dilbilimsel temellere
dayandirarak agiklayabilir.

-Dilin sosyal ve kiiltiirel agidan tasidigi 6nem konusunda, giincel dil kuramlarina
bagvurarak 6grenci ve meslektaslarini bilgilendirebilir ve 6rnekler sunabilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Destekleyici Yeterlikler

Diizey

Yeterlik Alanm: Dijital Araclar ve Teknoloji Kullanim1

1.1

- Standart metin formatina uygun olarak, bir kelime islemci (6rn. Word, Openoffice)
yaziliminda calisma kagidi (worksheet) hazirlayabilir.

- Internet iizerinde 6gretim materyali aramasi yapabilir.

- Internet sitelerinden kaynak indirebilir.

1.2

- Internetten indirilmis metinler, resimler, grafikler v.b. ile ders hazirlayabilir.
- Bilgisayar dosyalarmni belli bir mantik ile diizenlenmis klasorlerde organize edebilir.
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- Medya oynaticilari dahil her tiirlii standart Windows/Mac yazilimini kullanabilir.
- Ogrenci ve meslektaglaria uygun

internet materyalleri dnerebilir

- Derslerinde internet, DVD gibi araglar ile projektor kullanabilir.

2.2

- Ogrenciler igin internet {izerinden galigma hazirlayip bunlari denetleyebilir.
- Gorseller, DVDler ve ses dosyalar: igin ilgili yazilimlar: kullanabilir.

3.1

- Ogrencilerini kendi bireysel ihtiyaglarina yonelik olarak uygun internet alistirmalar:
se¢meleri ve kullanmalar1 konusunda egitebilir.

- Ses ve video dosyalarmni diizenleyebilir ve uyarlayabilir.

- Meslektaslarina yeni yazilim ve donanimlarin nasil kullanilacagini gosterebilir.

- Dijital medya igeren (6rnegin, kamera, internet, sosyal aglar kullanimi gibi) bir proje
calismasini koordine edebilir.

- Smuftaki djjital donanimla ilgili olusabilecek sorunlarin ¢ogunu giderebilir

3.2

- Smifta mevcut tiim dijital ekipmanu (akill tahta, akilli telefon, tablet vb.) dil
ogrenmek igin etkili bir sekilde kullanmalar1 konusunda 6grencilerini egitebilir.

- Mevcut dijital ekipman ve internet kaynakli materyallerin, ders i¢in en iyi sekilde
nasil kullanilabilecegi konusunda meslektaslarina bilgi verir.

- Bir 6grenme yoOnetimi sistemi (6rn. Moodle, DynEd, EBA vb.) kullanarak egitim
planina harmanlanmis 6grenme bileseni de ekleyebilir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Mesleki Nitelikler

Diizey

Yeterlik Alani: Mesleki Tutum

1.1

- Ogretmenlik uygulamalar1 ve diger caligmalari igin geribildirim almak ister.
- Meslektaslarindan ve kaynak kitaplardan 6neriler bulmaya calisir.
-Meslegi ile ilgili olumlu fikirlere sahiptir

1.2

- Kurumun misyon ve yonetmeliklerine uygun sekilde hareket eder

- Ogrenciler ve ders hazirhig1 konusunda diger 6gretmenlerle ortak hareket eder

- Dersi gozlemlendikten sonra, kendisine verilen geribildirime uygun hareket eder.
- Meslegine sayg1 duyar, meslegini sever

- Kendisini tanir, mesleki gelisime ihtiya¢ duydugu alanlarin farkindadir
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- Meslektastiyla birlikte bir veya iki dil seviyesinde derse girme (team-teaching) firsatin
olumlu karsilar.

- Ders isleyisini gozlemleyen meslektaslarindan gelen geribildirimleri dikkate alir.

- Kurumun gelisimi ve iyi idare edilmesine katki saglar, kurumdaki degisiklik ve
sorunlara olumlu yaklasir.

- Mesleki gelisim faaliyetlerine katilma firsatlarini olumlu karsilar ve katilir.

- Meslegini severek ve azimle yapar.

2.2

- Idareciler veya meslektaslar1 tarafindan gozlemlenme ve dersi ile ilgili geribildirim
alma firsatlarini olumlu yaklasir.

- Mesleki gelisim etkinlikleri i¢in hazirlanir ve bunlara aktif olarak katilir.

- Kurumun gelismesi, egitimin ve idari faaliyetlerin gelistirilmesinde aktif rol alir.

- Ogretmen olmaktan gurur duyar

3.1

- Daha az deneyimi olan meslektaslar1 i¢in danismanlik (mentorluk) yapar.

- Kullanacag1 materyaller saglandiginda veya bir meslektasindan destek aldiginda,
egitim seminerlerini yonetir.

- Meslektaslarini gozlemler ve onlara faydali geribildirim sunar.

- Proje firsatlar1 ¢iktiginda, kurumun gelisimini amaglayan belirli projelerde
sorumluluk alir.

- Ogretmen olma konusunda istekli kisilere meslek ile ilgili bilgi verir, onlar1 tegvik
eder.

3.2

- Daha az deneyimi olan meslektaslar1 icin egitim seminerleri hazirlar.

- Ogretmenler igin gelisim programlari, hizmetigi egitim, senebasi-senesonu faaliyetleri
diizenler.

- Tiim seviyelerde ders veren meslektaslarini1 gézlemler ve degerlendirir.

- Meslektaslarinin birbirlerini gozlemlemeleri i¢in firsatlar yaratir.

- Ogretmenlige yonelik algmin daha olumlu hale gelmesi ve meslegin sayginlik
kazanmasi i¢in ¢aligir.
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YABANCI DiL (iNGiLiZCE) OGRETMENI YETERLIKLERI CERCEVESi

Yeterlik Grubu: Mesleki Nitelikler

Diizey

Yeterlik Alani: idari isler

1.1

- Yoklama alma, materyalleri 6diing verme/geri alma gibi rutin islemleri tamamlar.

1.2

- Istenilen ders plan ve kayitlarini (6rn. sinuf defteri) dogru bir sekilde doldurulmus
olarak ve zamaninda teslim eder.
- Odev ve testleri etkili bir sekilde notlandirir.
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- Notlandirma ve raporlama islerini (6rn. smaifi ile ilgili tutanaklar) etkili bir sekilde
yurutiir.

- Derslerin agik ve diizenli bir sekilde kayitlarini tutar; siif defterini diizenli ve detayli
doldurur.

- Belgeleri ve geribildirimleri, degerlendirme 6lgekleri vb. belgeleri kendisinden
istenen zamana kadar teslim eder.

- Ogrencilerin ulusal bayramlarin énemini anlamalarini saglayabilir ve térenlere
katilmaya tegvik edebilir.

2.2

-Isiile ilgili idari gorevleri etkili bir sekilde yerine getirir.

- Diizenli ancak daha az siklikta yapilan isleri 6ngoriir ve vaktinden 6nce yerine getirir.
- Ogrencilerin sorunlari, sorulari ve istekleri ile uygun sekilde ilgilenir.

- Ulusal bayramlarda téren diizenlenmesi konusunda gorev ve sorumluluk alabilir.

3.1

- [dari igleri diger calisanlar ile isbirligi icerisinde yiiriitiir; ziimresiyle isbirligi yapar;
eger kendisinden istenirse bilgi, tutanak, goriis vb. belgeleri bir araya getirir.

- Ogretmen toplantilar1 diizenleme, dénem bas1 ve sonu tutanaklarmin toplanmasi,
incelenmesi ve raporlanmasi, karar defterine gecirilmesi gibi idari islerde sorumluluk
alir.

- Okulun kiiltiir ve 6grenme merkezi haline gelmesinde toplumla isbirligi yapabilir.

3.2

- Eger kendisinden istenirse ders koordinatorliigii, ztimre bagskanlig1 yapar.

- Okul idaresi ve okul aile birligi gibi okul paydaslari ile gereken sekilde isbirligi yapar.
- [dari iglerin planlanmasi ve degerlendirilmesine aktif katki saglar.

- Toplumda liderlik roliinii iistlenebilir.
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APPENDIX L. TEACHER AS A PERSON: A REFERENCE GUIDE

fyi Bir Yabanc1 Dil Ogretmeninin Kisisel Ozellikleri (Kisilik)

Mesleki yonden 6gretmen,

* yeterlik cercevesinde listelenen niteliklere sahiptir.

Kisisel olarak dgretmen,...

* Kigilik ozellikleri:

... empati yapabilen, diisiinceli ve fedakar biridir;
Ogrencilerini sever ve Onemser, Ogrencilerini ve ailelerini bireysel olarak tanir,
yasantilar1 hakkinda bilgi sahibi ve anlayishdir. Ogrenci olmanin ne demek oldugunu
bilir, 6grencilerin yasayabilecekleri zoluklar ve endiseleri konusunda onlarla empati
yapabilir ve 6grencilerine bu konularda yardimci olmak i¢in zaman ve ¢aba harcar.

...sabirl, hosgoriilii ve 6fke kontrolii becerisine sahip biridir;
ogrencilerini yargilamadan once onlari anlamaya calisir, ve duygularini/6fkesini
kontrol altinda tutabilir; beklenmeyen problemler veya uygunsuz davranislarla
karsilastiginda olusan stresli durumlar: iyi yonetebilir ve hosgoriilii davranabilir.
Ogrencilerinin  anlamadiklari veya zorlandiklar1 konulari —tekrarlamak ve
acgiklamaktan yorulmaz.

... yaratici, yetenekli, drama konusunda basarilidir;
Ogrencilerini motive etmek i¢in yeni ve farkli yollar bulabilecek yaratict bir diisiince
yapisina sahiptir. Viicut dilini etkili kullanir, drama, ¢izim ve miizik gibi cesitli
etkinliklerle dil 6grenme deneyimini 6grencileri i¢in unutulmaz ve zevkli bir deneyim
haline getirebilir.

... iyi iletisim becerilerine sahip, sosyal ve disadoniik biridir;
basta velileri, okul idarecileri, meslektaslar1 olmak iizere ¢evresindeki insanlarla iyi
iligkiler ve iletisim kurabilen, ayni zamanda sozel iletisim ve hitap yetenekleri
sayesinde diisiincelerini karsisindakilere kolayca aktarabilen kisilerdir.

...pozitif, enerjik, hayat dolu ve eglencelidir;
okulun son ders saatlerinde ve hatta stresli ve zor zamanlarinda bile enerjisini yiiksek
tutup zinde kalabilir, 6grenmeyi eglenceli bir deneyim haline getirir ve ayn1 zamanda
kisi ve olaylara kars: tutumlarinda olumlu kalip yapici elestiri ve geribildirimlerde
bulunabilir.

...iyi bir rol modeli ve 6rnek bireydir;
dil kullanma becerileri ile bir dil kullanicis1 ve &greneni olarak rol modeli olur.
Ogrencilerin hayranlik duyacag: ve kendilerine 6rnek alacag: bir kisidir; 6grencilerine
sadece dil 6grenme konusunda degil kisisel olarak da rehberlik edebilecek tutum
ve davranislara sahiptir.

...diizenli, caliskan ve 6zgiivenlidir;
okulu ve 6grencileri i¢in sorumluluk hisseder, en iyisini ve daha fazlasin elde etmeyi
hedefler, yaptiklar1 ve yontemleri konusunda kendine giivenir, zamanmmi etkili
planlayip kullanabilir, profesyonel ve sosyal alanlarda lider rolii iistlenir ve toplumun
aydinlanmasina onciiliik eder.

.. degisime ve gelisime acik, esnek bir bireydir;
egitimde yeni yaklasim ve degisimlere aciktir, yeniliklere kolayca adapte olabilir,
miifredat degisikliklerini takip edebilir ve uyum saglayabilir,

.. acik fikirli ve cagdas bir bireydir;
farkliliklar1 kucaklar, kimlikleri ve kokenleri ne olursa olsun herkese sayg1 duyar. Bir
diinya goriisii, siyasi ve sosyal bir durusu olan vizyon sahibi kisidir ve 6grencilerinin
de diisiincelerinde sinirlar1 asmalarina yardima olur.
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fyi Bir Yabanc Dil Ogretmeninin Kisisel Ozellikleri (Nitelikler)

Mesleki yonden 6gretmen,

* yeterlik cercevesinde listelenen niteliklere sahiptir.

Kisisel olarak 6gretmen,...

* Nitelikler:

... yurtdis1 deneyim sahibidir veya yurtdisinda bulunmustur; anadili ingilizce olan kimselerle
direk iletisime girmistir, gercek hayatta Ingilizceyi kullanma deneyimine sahiptir.

...zeki ve bilgilidir; genel kiiltiir ve diinya bilgisine sahiptir, ¢ok gesitli konularda bilgi ve fikir
sahibidir; ayn1 zamanda popiiler kiiltiirii de yakindan takip ederek bilgilerini giincel tutar ve bu
sayede ogrencilerini daha iyi anlayabilir.

...okumay1, 6grenmeyi sever; hemen hemen her konuda okur, diinya ile ilgili gelismeleri ve
haberleri takip eder, genel kiiltiir ve diinya bilgisini arttirmak igin yeni seyler 6grenmeye
heveslidir.

... pratik ve ¢6ziim odaklidir; kriz anlarinda hizli ve dogru karar verebilir, sorunlara pratik
yaklasip ve kolay ¢oziimler {iiretebilir.
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APPENDIX M. TURKISH SUMMARY / TURKCE OZET

GIRIS

Giiniimiizde yabanci dil bilmenin 6énemi ve bireylere sagladig: faydalar acgikca
bilinen bir gergektir. Tiirkiye’de de kiiresellesmenin etkisi, ge¢misten bu yana
benimsenmis batiya yonelen politikalar, Amerika ve Avrupa Birligi ile iliskiler ve
Ingilizce'nin lingua franca (ortak dil) statiisiinii korudugu uluslararast alanda ve
piyasalarda varolma gibi birgok faktdriin de etkisiyle Ingilizce gretimine biiyiik
onem verilmekte; ingilizce, ilk ve orta dereceli okullarda zorunlu ders olarak
okutulmaktadir (Kirkgoz, 2007). Yabanci dil 6gretiminin iyilestirilmesi ve nitelikli
hale gelmesinde ise &gretmenlerin rolii yadsinamaz. Ogretmenlerin mesleki
yeterlikleri, ¢ogu zaman egitim Ogretim faaliyetlerinin niteligi ve Ogrencilerin
basarisi ile iligskilendirilmektedir (Darling-Hammond, 2000). Bu baglamda, nitelikli
ogretmenlerin yetistirilmesinde ilk adim olan 6gretmen yetistirme uygulamalari ve
hizmetici egitim uygulamalar: {izerine ¢ok sayida arastirma yapilmakta (Bilican,
2006; Coskun ve Daloglu, 2010; Karakas, 2012; Seferoglu, 2006) ve bu arastirmalarin
sonuglar1 egitim 6gretim faaliyetlerinin niteligi ve gelistirilmesi konusunda fikir ve
oneriler sunmaktadir. Ogretmenlerin egitim 6gretim faaliyetlerini, uygulamalari
ve bunlara yaklasimlarim1 belirleyen tek etmen ogretmen egitimi olarak
diistintilmemelidir; 6gretmenlerin mesleki deneyimleri (Darling-Hammond, 2000),
tutumlari, kimlikleri ve kisilik Ozellikleri de bu faaliyetlerin niteligini belirler
(Cherian, 2006). Bu sebeple, Ogretmenlerin aldiklar1 egitim ve ge¢mis
deneyimlerinin O0gretmenlerin ve dolayisiyla da egitim Ogretim faaliyetlerinin

niteligi ve basarisina etki ettigi sdylenebilir.

Tiirkiye’de Ingilizce O6gretmeni yetistirme faaliyetleri geleneksel ve alternatif

ogretmen yetistirmeleri olarak iki grupta toplanabilir. Geleneksel 6gretmen egitimi
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tiniversitelerin egitim fakiiltelerinde 4 yilik lisans programlari ile verilmekte ve bu
programlarda biiyiik oranda ortak bir miifredat uygulanmaktadir. Ingilizce’ye
verilen dnemin artmasi ve okullarda zorunlu ders haline gelmesi ile baslayan
Ingilizce oOgretmeni agig1 mevcut Ogretmen yetistirme uygulamalari ile
giderilemediginden (Erten, 2015; Kirkgoz, 2007); alternatif yollardan 6gretmen
alim1 yoluna gidilmis ve kisa ve yogun sertifika programlar1 seklinde diizenlenen
alternatif egitim uygulamalar1 baslamistir. Ancak alternatif ogretmen yetistirme
uygulamalar1 nitelik agisindan biiylik farklar gostermektedir; Oyle ki, bazi
programlarda hi¢ staj uygulamasi yapilmadigi ve oOgretmen ihtiyacinin
karsilanmasi igin sertifikanin zorunlu tutulmadigi da olmustur (Deniz ve Sahin,
2006; Seferoglu, 2004). Alternatif 6gretmen yetistirme uygulamalar1 2014 yilinda
YOK tarafindan standartlastirilana dek (YOK, 2015) bu farkliliklar devam etmistir.
Ogretmenlerin egitim gecmisi ve deneyimlerinin dgretmen niteliklerine etkisi
dikkate alindiginda, bu uygulamalarin gecerliligi ve islevi halen tartisma
konusudur. Buna bagli olarak, bu calisma kapsaminda 6gretmenlerin egitim
gecmislerine ve deneyimlerine gore farkli yeterlik algilarina sahip olup
olmadiginin arastirilmas: hedeflenmistir. Arastirma sirasinda, 6zdegerlendirme
asamasinda, 0gretmenlere mesleki gelisim diizeyleri hakkinda diisiinme firsati
verilecegi, boylece yansitici diisiinmenin tesvik edilmesi ve Ogretmenlerin
kendilerinden beklenen yeterlikler hakkinda farkindalik kazandirilmasi
hedeflenmistir. Arastirma sonucunda ise, 6gretmenlerin kendilerini yeterli ve eksik
degerlendirdigi yeterlik alanlarmin ortaya koyulabilecegi, boylece arastirma
sonuglarinin  hizmetici egitimler igin bir ihtiya¢ analizi gorevi gorebilecegi

ongoriilmiistiir. Bu hedefler, calismanin ilk ayagini olusturmustur.

Calismada  kullanilacak  Olgegin  gelistirilmesi  asamasinda, Tirkiye'de
kullanilmakta olan 6gretmen yeterlik cerceveleri incelenmis, bunlarin kullanimda
olmadig1 ve degistirilmesinin planlandig1 (Ali Yilmaz, 2013, sahsi goriisme) ve
Avrupa’ya uyum c¢alismalar1 gergevesinde yenilenerek Tiirkiye’nin de ortaklar:

arasinda bulundugu bir Avrupa destekli proje kapsaminda yayinlanan European
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Profiling Grid for Language Teachers (EPG, 2013) baglikli projenin yenileme
calismalarma katki saglayacagi (Sinan Bayraktaroglu, 2013, sahsi goriisme)
goriigleri {izerine, yeni bir Ingilizce dgretmeni yeterlikleri belgesinin &nerilmesi

calismanin ikinci hedefi olmustur.

Ogretmen yeterlikleri, standartlasma akimimmin da etkisiyle énem kazanmis,
uluslararas: standartlara uyum ve egitim O6gretim faaliyetlerinin iyilestirilmesi
amaclariyla, tilkemizde de bir 6gretmenin sahip olmasi gereken niteliklere dair
Milli Egitim Bakanhg: tarafindan “Ogretmenlik Meslegi Genel Yeterlikleri” ve
“Ozel Alan Yeterlikleri - 1ngilizce (Hké’)gretim)” (MEB, 2008) kilavuzlar:
yayinlanmustir. Tkinci kademe okullarda gérev yapan gretmenler icin de 6zel alan
yeterlikleri belirleme ¢alismas1 baslatilmissa da, mevcut son rapor 2009 yilina ait
olup calisma tamamlanmamisgtir. 2017 yilinda yaymlanan “Ogretmen Strateji
Belgesi 2017- 2023” isimli dokiimanda ise Ogretmen yeterliklerine dayal
performans degerlendirmesinin 6nemine dikkat gekilerek (MEB, 2017, s. 16),
mevcut yeterliklerin gilincellenmesinin gerekliligi vurgulanmistir. Strateji
belgesinde, 6gretmen yeterliklerinin, meslege alim, mesleki gelisim, 6gretmen
ihtiyaclarmin  belirlenmesi, her dort yilda bir wuygulanacak o6gretmen
degerlendirmelerine temel olusturmasi gibi islevlerinden bahsedilmektedir; ancak
ozel alan yeterliklerine dair 6zel bir vurgu yapilmamustir. Ogretmenlerin ise
aliminda KPSS puani yaninda miilakat uygulamas: getirilmis ve ¢ok bilesenli
degerlendirme sistemine Ogretmen Stateji Belgesi'nde de yer verilmistir (MEB,
2017) ancak ise alimlarda yapilan miilakatlar herhangi bir standarda baglanmamus,
ortak zemin olusmamustir; hazirlanacak bir 6gretmen yeterlikleri gercevesi, ise
alimlarda ortak bir degerlendirme araci olarak kullanilabilir ve 6gretmen segimi
stirecini daha objektif ve nitelikli hale getirebilir. Bu baglamda, hem 6gretmenlerin
kisisel mesleki gelisimleri, hem dort yillik 6gretmen degerlendirmeleri, hem de
yeni 0gretmenlerin ise alim stirecince kullanilabilecek, hem de 6gretmen egitimi

programlarinin amaglarmi uyumlastirabilecegi bir 6zel alan yeterlikleri cergevesi,
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sliphesiz alanyazina, 6gretmen egitimi uygulamalarina ve ilgili politikalara katk:

saglayacaktir.

Yukarida agiklanan iki hedef dogrultusunda, oncelikle devlet okullarinda gorev
yapan Ingilizce 6gretmenlerinin mesleki niteliklerinin ve yeterlik diizeylerinin
anlasilmasi, egitim gecmisleri ve deneyimlerinin mesleki yeterlik diizeyi algilarina
etkisinin incelenmesi ve nihayetinde 6gretmenlerin iyi 6gretmen tanimlari da
alinarak kapsamli bir Ingilizce 6gretmeni yeterlik gercevesi olusturulmasi amaciyla
bir anket ¢alismasi baslatilmistir. Ankette demografik sorular ardindan agik uglu
sorular (nitelikli 6gretmen tanimi tizerine), dil becerileri 6zdegerlendirme 6lgegi ve
ogretmen yeterlikleri 6lgegi (EPG'nin uzman bir komite tarafindan gevirisi yeniden
yapilan, yerel yeterlik tanimlar: ile karsilastirilan ve 6gretmen miilakatlar: ile
yerellestirilen yeni versiyonu) yer almigtir. EPG'nin geviri ve yerellestirme siireci
ayr1 bir calisma olarak gergeklestirilmis ve siire¢ ve yontem kitap boliimii olarak

yaymlanmustir (Taner ve Seferoglu, 2016).

Hazirlanan elektronik anket Tiirkiye genelindeki tiim Ingilizce 8gretmenleri ve
okul miidiirliiklerine e-posta yoluyla ulastirilmigstir. Nisan 2015 — Eylil 2015
tarihleri arasinda devam eden veri toplama siireci sonucunda, Tiirkiyenin tiim
illerinden katilimciyla ve bolgelere gore niifusla orantili bir dagilimla, 5101
katilimcinin cevabini igeren nitel veri seti (anketteki agik uglu sorulardan, yeterlik
cercevesinin gelistirilmesi i¢in) ve 4172 katilimcinin cevabini igeren nicel veri seti
(0zdegerlendirme Olgeklerinden, genel yeterlik profilinin ve egitim-deneyim-

yeterlik karsilastirmalarinda kullanilmak {izere) elde edilmistir.

Calismanin Onemi ve Alana Katkisi

Bu calismanin egitim Ogretim faaliyetlerine saglayacagi faydalar su sekilde
siralanabilir:

- Calismanin sonuglary, Ogretmenlerin kendilerini eksik hissettigi yeterlik

alanlarinin belirlenmesini saglamistir. Bu sayede 6gretmen egitimi faaliyetlerinin
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ve fakiiltelerdeki derslerin ne yonde agirlik kazanmasi gerektiine, ayrica
Ogretmenlerin mesleki egitim siirecinde nelere ihtiya¢c duyduklarma 1sik
tutabilecek ve 6gretmen egitiminin kalitesinin artmasina da yardimci olabilecektir.
- Ogretmenler 6zdegerlendirme sayesinde kendilerini en yetkin degerlendirdikleri
yeterlikleri gorebilmis, ayn1 zamanda kendilerini gelistirmeleri gereken alanlar
hakkinda bilgi sahibi olmustur. Farkindalik kazanmalar1 sayesinde mesleki
becerilerini en iist diizeye tasima konusunda bu c¢alisma rehberlik gorevi
tistlenebilir.

- Dolayli olarak, ogretmenlerin yeterlik c¢ercevesi kullanmalar1 sonucu
farkindaliklarinin ve mesleki bilinglerinin artmas: sayesinde devlet okullarinda
egitimin niteliginin olumlu yonde etkilenmesi, 6grencilerin basarisina da katki
saglanmas1 ongoriilmiistiir.

- Bu calismanin sonuglar1 goz oniinde bulundurularak, hizmet 6ncesi egitime
yonelik ihtiyaclar yaninda hizmetici egitim faaliyetlerinde de ihtiyaca yonelik
egitim programlar1 gelistirilebilir ve bu sayede yabanci dil ogretimi ile ilgili
sorunlara ¢ozilimler getirilebilir.

- Bu ¢aligma ayni1 zamanda bir 6gretmen yeterligi tanimlama ¢alismas: olarak da
nitelenebilir. Calismanin en 6nemli c¢iktilarindan biri, Avrupa Birligi kaynaklh
yabanct dil 6gretmeni yeterlik gercevesi European Profiling Grid (EPG, 2013)
dokiimaninin yerellestirilerek 6gretmenlerin de gortisleri ile daha kapsamli hale
getirilmesidir. Yerellestirilerek hali hazirda ¢ok sayida Ingilizce &gretmenine
(N=4172) uygulanmis olan bu yeterlik dokiimani, 6gretmenlerin iyi 6gretmen
tanimlart da eklenmis yeni haliyle (Appendix K), 2017 Ogretmen Strateji
Belgesi'nde Ongoriilen degerlendirme, atama ve yiikseltme asamalarinda
kullanilmak tizere degerlendirilmesi icin Milli Egitim Bakanligimin goriislerine

sunulacaktir.

YONTEM
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Aragtirmada kullanilacak yontemi belirleyen en 6nemli faktorler, aragtirmanin
amaglar1 ve arastirma sorularinin yani sira arastirmacmnin yaklasimi ve sonuglarin
sunulacag1 kisilerin beklentileridir (Creswell, 2009). Arastirmanin yukarida
sunulan iki amaci dogrultusunda ve belirlenen arastirma sorularia uygun olarak,
hem nitel hem de nicel veri toplanmasina ihtiya¢ duyulmustur. Tiirkiye’de devlet
okullarinda gorev yapmakta olan Ingilizce 6gretmenlerinin genel bir profilinin
olusturulmasi ve deneyim ve egitim gecmislerine bagh olarak 6gretmen
yeterliklerin incelenmesi istatistiksel analizler ve genellenebilir sonuglar
gerektirdiginden, verinin nicel olmasi gerektigi soylenebilir. Ancak bir yeterlik
cercevesi gelistirilmesi i¢in Ogretmenlerin fikirlerinden yararlanilmasi amact
dogrultusunda, nitel bir veri toplanmas1 gerekmektedir. Her iki amagla da ilintili
olarak, var olan bir durumun betimlenmesi, analizi ve agiklanmasi genellikle post-
pozitivist ve bilimsel gercekci yaklasimlarla iliskilendirilir (Creswell ve Plano
Clark, 2011; Johnson ve Christensen, 2012); bu arastirmanin amaclari
dogrultusunda da bu yaklasim benimsenmistir. Her iki amag¢ kapsaminda elde
edilecek sonuglarn genellenebilirli§i ve temsil giicii 6n planda olacagindan,
toplanacak verinin biiyiik 6l¢ekli olmasi 6nem arz etmektedir. Ayrica, ¢alismanin
Ogretmen egitimi ve ise alim politikalari ile ilgili sonug ve Onerilerinin, Milli Egitim
Bakanlig1 ve ilgili kurumlar nezdinde daha ¢ok kabul gormesi igin genis bir veri
havuzuna dayanmasmin beklenecegi ongoriilmiistiir. Bu etmenler 1s5181nda, ¢ok
sayida Ogretmene ulasilabilmesi ve genellenebilir sonuglar elde edilmesi igin,
arastirmanin veri toplama araci olarak Ogretmenlere internet {izerinden

uygulanacak bir anket gelistirilmesine karar verilmistir.
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Veri Toplama Araci

Anket uygulamalari, bir arastirma deseninden ziyade veri toplama araci olarak
goriilmekte ve genellikle nicel yontemlerle iligskilendirilmektedir (Hutchinson,
2004); ancak anketin tiirline ve amacina gore igerdigi acik uclu sorulara verilen
cevaplar nitel veri saglamakta ve nitel analiz yontemleri ile incelenmektedir. Bu
sebeple hem nicel hem nitel verinin ayn1 anda ve miimkiin oldugunca ¢ok sayida
ogretmenden toplanabilmesine olanak saglamasi yoniinden anket uygulamasi

tercih edilmistir.

Veri toplama araci olarak kullanilan anket {i¢ kisstmdan olusmustur (anket
elektronik ortamda uygulandig: sekliyle Appendix H bashig1 altinda sunulmustur).
Birinci boliimde katilmcilarin calistiklar: yer, onceki 6gretmenlik deneyimleri,
aldiklar1 egitim hakkinda detayli dzgegmis sorulari yer alir. Ikinci kisimda
ogretmenlerin meslek ile ilgili algilarin1 arastirmaya yonelik agik uglu sorular
sorulmus olup bunlara verilen cevaplar verinin nitel ayagini olusturmaktadir. Son
boliim olan 6zdegerlendirme kismi ise, dil becerileri 6lgegi ve 6gretmen yeterlikleri
olcegini (EPG'nin yerellestirilmis versiyonunu) igerir. Ogretmen yeterlikleri 6lgegi,
anketin bagka bir kaynaktan uyarlanarak kullanilan tek kismidir. Diger tiim
boliimler ve sorular arastirmaci tarafindan hazirlanmistir. Arastirma igin Orta
Dogu Teknik Universitesi ve Milli Egitim Bakanhigi'ndan gerekli etik onaylar ve

izinler alinmustir (Appendix A ve B).

Ceviri Siireci

C)gretmen Yeterlikleri C)lgegi olusturulurken, arastirmada temel almnan yeterlik
cercevesi EPG'nin mevcut Tiirkge gevirisi (Appendix C2) nitelik agisindan sorunlu
bulunmus, bu sebeple yeniden ceviri yoluna gidilmistir. Olgek gelistirme sirasinda
geri-ceviri yontemi yerine komite yaklasimi benimsenmis (Harkness, 2008; Taner

ve Seferoglu, 2016) ve nitelikli bir ¢eviri ve yerellestirme hedeflenmistir.
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Bu baglamda, once iki alan uzmani tarafindan yeterlik gercevesi eszamanl ve
birbirlerinden bagimsiz olarak Tiirkge’ye ¢evrilmistir. Elde edilen iki Tiirkge geviri,
mevcut Tiirkge geviri ile birlikte iki hakemin degerlendirmesine sunulmus, her bir
yeterlik tanimi igin en iyi geviri segenekleri belirlenmistir. Daha sonra bu segimler
tizerinde hakem ve cevirmenler ile goriisiilerek ceviriler tek bir dokiimanda
birlestirilmistir. Olusturulan bu dokiiman, anketin igine yeterlik 6zdegerlendirme

Olgegi olarak yerlestirilmis boylece anketin ilk versiyonu olusmustur.

[k pilot uygulamast ve ayni zamanda gevirinin de dntest ve gegerlik calismast igin
anket 4 adet Ingilizce 6gretmenine gdnderilmis; 6gretmenlere detayl yénergeler
(Appendix D) verilerek yeterli 6gretmen tanimlar1 sorulmus, daha sonra anketi
doldurmalari, siire tutmalar: ve son olarak da geviri ile ilgili yorum yapmalar:
istenmistir. Ogretmenler, her biri yaklagik 1 saat siiren telefon miilakatlarinda
yeterlik tanimlarinda agik bulmadiklar: yerleri belirtmis, cercevede yer alan ve
uygulamada olmayan noktalar1 vurgulayarak, uygulamada kullanilan terminoloji
konusunda goriis bildirmisler; 6gretmen miilakatlarina gore bazi alanlardaki
yeterlik tanimlar1 degistirilmis ve gelistirilmistir. Ornegin, dgretmen goriisleri
dogrultusunda Dil Yeterligi ve Egitim Ogretim Gegmisi tanimlari tamamen
degismistir. Son olarak, Olgekte yer alan tanimlar, Tiirkiye’de mevcut yeterlik

dokiimanlari ile karsilastirilmis, farkli alanlar belirlenmistir.

Komite gevirisi stireci, 6gretmen miilakatlari, yeterlik tanimi1 karsilastirmalar1 yeni
yeterlik cercevesinin gelistirilmesindeki ilk basamak olmustur. Bu siireg
sonucunda yerellestirilen EPG, Ogretmen yeterlikleri 6zdegerlendirme Olgegi

olarak uygulanan ankette yer almistir.
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Analiz, Gegerlik ve Giivenirlik

EPG hali hazirda gegerlik galismas1 yapilmis bir 6lgme araci iken (North, 2012)
cevirilerle biiytik ol¢iide degistigi igin, geviri siirecinde 6gretmen goriisleri dahil
edilerek tanimlarmn Tiirkiye’de calisan 6gretmenler icin anlamli hale getirilmesi
amaclanmistir. Anketin geneli igin, ¢ok sayida uzman goriis bildirmis ve anket
birkag kez revizyondan gegirilmistir. Calismanin biitiiniiniin gegerligi gz oniine
alindiginda, tek bir veri toplama araci kullanilmasmm sonuglarin
yorumlanmasinda eksikliklere ve calismaya sadece gonillii 6gretmenlerin
katilmasinin olumlu yonde yanliliga yol agabilecegi not edilmelidir. Yine de ¢ok
sayida Ogretmenden veri toplanmis olmasi sayesinde ve analizlerin kontrollii
yorumlanmasi ile sonuglarin miimkiin oldugunca seffaf aktarimi saglanmaya

calisgilmistur.

Nicel oOlceklerin giivenirlik diizeylerinin yiiksek oldugu goézlemlenmistir (Dil
Becerileri Olgegi, Cronbach’s Alpha=.89; Yeterlik Olgegi, Cronbach’s Alpha=.87).
Nicel verilerin SPSS 24 tizerinde yapilan analizlerinde, betimleyici istatistikler
kullanilmistir. Grup kargilastirmalar: icin, grup dagilimlar: esit olmadigindan
parametrik olmayan testlere (Kruskal-Wallis) bagvurulmustur. Ancak biiyiik veri
setleri i¢in parametrik testler kabul edilebilmektedir; bu yiizden analizler ANOVA
testleri ile de tekrar edilmis, benzer sonuglar alinmistir. Ikili grup
karsilastirmalarinda p degeri tizerinde Bonferroni Diizeltmesi ile Mann-Whitney U

post-hoc veya Tamhane T2 post-hoc prosediirleri kullanilarak yapilmaistir.

Nitel verinin analizinde, sonuglarmn giivenirligi icin yapilandirilmis bir prosediir
izlenmistir (Creswell, 2013). Nitel veri once iki kez kodlanmadan okunmus,
trendler ve tekrarlanan konular hakkinda fikir edinilmistir. Uciincii okumada en
sik gecen temalar alti gizilerek belirlenmis, geviri stirecindeki pilot uygulamaya
katilan 6gretmenlerden elde edilen iyi 6gretmen tanimlar1 baslangic kodlar: olarak

kullanilmistir. Veri setinin yaklasik %10'u MaxQDA {izerinde bu kodlarla
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okunarak yeni kodlar eklenmistir. Daha sonra elde edilen kod listesi, yeterlik
Olgegindeki yeterlik alanlar ile eslestirilmistir (Appendix F). Alan uzmanlari ile
tekrar gozden gecirilen liste, Appendix G’de yer alan son halini almis ve verinin
tamami1 bu kodlar iizerinden incelenmistir. Verinin %10u baska bir arastirmaci
tarafindan da kodlanmuisg, iki kodlayicinin kodlar iizerinde %94 oraninda ayrmi
fikirde oldugu gozlemlenmistir. Arastirmaci, kodlama sirasinda diizenli olarak
onceki kodlara donmiis, kodladig1 cevaplar: karsilastirmis ve boylece i¢ tutarlilik

saglanmaya calisilmistir.

SONUCLAR VE TARTISMA

Veri toplama siireci sonucunda anketi agitk uglu sorularin sonuna kadar
tamamlayan 6gretmenlerin cevaplari Nitel veri seti (N1=5101) olarak, ankete devam
edip 6zdegerlendirme olgeklerini de en fazla iki soruyu bos birakacak sekilde
tamamlayan 6gretmenlerin cevaplar: da Nicel veri seti (N2=4172) olarak analizlere
dahil edilmistir. Demografik verilerde her iki set, dlgekler iizerindeki istatistiksel
analizlerde nicel veri seti ve ac¢ik u¢lu sorularin kodlanmasi ve incelenmesinde nitel

veri seti baz alinmastur.

Demografik Veriler
Her sehir ve bolgeden katilim olmustur. Izmir, Istanbul, Konya, Adana ve Bursa
veride en ¢ok katilimci ile temsil edilen ilk bes il olup katilimcilarin bolgeler

bazinda dagilimi asagidaki gibidir:

299



Tablo 1:
Katilimcilarin bolgelere gore dagilinm

N1 N2
Bolgeler: n: % n: %
Ege 913 17,9 763 18,3
Marmara 900 17,6 729 17,5
I¢ Anadolu 838 16,4 683 16,4
Akdeniz 835 16,4 676 16,2
Karadeniz 784 15,4 646 15,5
Dogu Anadolu 538 10,5 447 10,7
Giineydogu Anadolu 293 5,7 228 5,5
TOPLAM 5101 100,0 4172 100,0

Veri setinde her ilden katihmec yer almis olup 6gretmenlerin bolgelere gore

dagilimi da yuaridaki tabloda goriilebilecegi gibi hemen hemen niifus

yogunluklariyla orantili ve dengelidir.

Ingilizce Ogretmenlerine aldiklar1 egitim ile ilgili sorular da sorulmustur. Bu

sorular 1s1gmda Ogretmenlerin egitim gecmisleri agisindan biiyiik farkliliklar

gosterdigi gortlmiistiir. Ogretmenler sonraki analizler i¢in egitim gec¢mislerine

gore {i¢ ana grupta toplanmustir.

i. Nitel veri setinde 3862, nicel veri setinde 3160 6gretmenle toplam katilimci

sayisinin ~ %75,7’sini olusturan Ingiliz Dili Egitimi mezunlar1 grubu,

{iniversitelerin agikdgretim programlari da dahil Ingilizce 6gretmenligi lisans

programlarindan mezun &gretmenler ile bu boliimlerden mezun olup halen

egitim ile ilgili alanlarda yiiksek lisans yapan veya yiiksek lisansmi

tamamlamigs 6gretmenleri;

ii. 923 6gretmenle nitel verinin, 759 6gretmenle nicel verinin yaklasik %181ik

kismini olusturan ve ikinci bilyiik grup olan Ingilizce ile ilgili Béliimlerden

mezun O0gretmen grubu, ingiliz Dilbilimi, Edebiyati, Amerikan Kiiltiirii ve
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Edebiyati, Ingilizce Miitercim Terciimanhk gibi dil {izerine odaklanan
boliimlerden lisans derecesine sahip olup aymi zamanda formasyon
sertifikas1 almis olan, formasyon almadan meslege baslayan, veya bu
boliimlerden mezun olup halen egitim ile ilgili alanlarda yiiksek lisans yapan

veya yiiksek lisansin1 tamamlamis 6gretmenleri;

iii. 271 6gretmenle nitel, 218 6gretmenle nicel verinin yaklasik %5ini olusturan
Diger Bolimler mezunlari grubu, Ingilizce’den farkhi dil béliimleri,
matematik, kimya vb. farkli brang 6gretmenlikleri, isletme, tarih gibi diger
boliimler, bu boliimlerden mezun olup formasyon sertifikasi alan ve
almayanlar ile bu boliimlerden mezun olup halen egitim ile ilgili alanlarda

yliksek lisans yapan veya yiiksek lisansini tamamlamis 6gretmenleri kapsar.

Tablo 2:
Egitim gecmislerine gore 6gretmen gruplar
Nnitel Nicel
. . % toplam % toplam

Lisans dereceleri: /katepgori n: /katfgori

1. ingilizce Ogretmenligi Boliimleri 3862 757 3160 757
la. 1ngiliz Dili Egitimi Programlari 3526 91,3 2876 91,0
1b. Agikdgretim Ingilizce Ogretmenligi 51 1,3 38 1,2
1c. Ingilizce Or. Lisans ve Egitimde Yiiksek Lisans 285 74 246 7,8

2. Ingilizce ile Ilgili Boliimler 923 18,1 759 18,2
2a. Ingilizce ile Tlgili Boliimler 40 43 33 43
2b. Ingilizce ile Tlgili béliimler ve Formasyon 829 89,8 680 89,6
2c. ingilizce Boliimlerde Lisans ve Egitimde Yiiksek Lisans 54 59 46 6,1

3. Diger Boliimler (Farkl1 Alanlar) 271 5,3 218 5,2
3a. Farkli Diller ve Ogretmenlikleri 20 7,4 14 6,4
3b. Farkli Alan Ogretmenlikleri 44 16,2 35 16,1
3c. Farkli Alanlar (Egitim Fk. harici) ve Formasyon 111 41,0 91 41,7
3d. Farkli Alanlar (Egitim Fk. harici) 64 23,6 54 24,8
3e. Farkli Alanlar ve Egitimde YL 32 11,8 24 11,0

Belirtilmemis 45 0,9 35 0,8

TOPLAM 5101 100,0 4172 100,0

Bu noktada, formasyon sertifikasi almis olan 6gretmenler icin bile formasyon
egitimi  uygulamalarinin  kurumlara gore farklilastigt goz  Ontinde
bulundurulmalidir. Formasyon egitimi uluslararasi gegerli kapsamli programlari
(CELTA, DELTA sertifikalar1) icerdigi gibi, MEB veya {iniversiteler tarafindan

verilen sertifikalar1 da igerir. Ulusal uygulamalarda, aldiklar: teorik ders sayisinin
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5ila 12, staj kapsaminda gozlemledikleri derslerin haftada 2 ila 6 ders saati arasinda
degistigi ve 6gretmenlerin toplamda 1 ila 10 saat arasinda degisen ders anlatma
deneyimleri oldugu Ogrenilmistir. Staj uygulamasmin 1 ila 40 hafta arasinda
degismesi veya katilimalarin yaklasik %10 unun hig staj uygulamasina gitmemis
olmasi uygulamadaki farkliliklarin boyutuna iliskin fikir verebilir.

Calismaya katilan Ogretmenlerin  mesleki deneyimleri de farkhliklar
gostermektedir. Toplam deneyim hesaplanirken, Ogretmenlerin meslekte
gecirdikleri siirelere ek olarak, Bakanlik biinyesindeki okullarda ¢alismaya
baglamadan onceki 6zel dershane, dil kursu ogretmenligi gibi deneyimleri de
dikkate almarak hesaplanmistir. Buna gore Ogretmenler deneyimlerine gore 5

grupta toplanmistir. Asagidaki tablodan katilimcilarin dagilimi izlenebilir:

Tablo 3:
Ogretmenlerin Toplam Ogretmenlik Deneyimleri
Nhitel Nicel
% toplam % toplam
Uygulama sirasinda sahip olunan deneyim b [kategori " /kategori
1. Meslegin ilk 4 yilinda 1238 24,3 1029 24,7
Birinci y1l 198 16,0 170 16,5
1-2yil arast 331 26,7 276 26,8
2 -3 yil arast 350 28,3 286 27,8
3 -4 yil aras 359 29,0 297 28,9
2.4 ila 7 y1l aras1 940 18,4 752 18,0
4 - 5 y1l aras1 330 35,1 259 344
5-6 yil aras1 294 31,3 240 31,9
6 -7 yil arast 316 33,6 253 33,6
3. from 7 years to 10 years 929 18,2 746 17,9
7 -8 yil arast 340 36,6 280 37,5
8-9 yil arasi 299 32,2 240 32,2
9-10 yil aras1 290 31,2 226 30,3
4. from 10 years to 15 years 1024 20,1 827 19,8
10-11 yil arast 245 23,9 195 23,6
11-13 yil arast 408 39,8 328 39,7
13 - 15 yil arasi 371 36,2 304 63,8
5. more than 15 years 887 17,4 746 17,9
15-17 yil arast 325 36,6 279 374
17 -20 yil aras1 215 242 181 243
20-25 yil arast 186 21,0 156 20,9
25 yildan fazla 161 18,2 130 17,4
Belirtilmemis 83 1,6 72 1,7
TOPLAM 5101 100,0 4172 100,0
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Dil Becerileri Olcegi Uzerinde Dil Yeterligi Algis1

Ankette, Ogretmenlerin Avrupa Dilleri Ortak Basvuru Belgesi'nde (Common
European Framework, CEFR) tanimlanan yabanci dil beceri alanlarinda kendilerini
ne kadar yetkin gordiiklerini anlamak amaciyla hazirlanan bir 6lgek kullanilmistir.
CEFR dil beceri alanlar1 olarak okuma, yazili anlatim (yazma), sozlii anlatim
(konusma), karsilikli konusma (iletisim ve etkilesim) ve dinleme olmak {izere bes
beceriyi 6 basamakta tanimlar (A1, A2, B1, B2, C1 ve C2). Bunlardan A1l baslangig
seviyesi ve C seviyeleri anadil konusucusu kadar yetkin olmay1 ifade eder. Ankette
kullanilan 6lgekte de buna paralel olarak 6 diizeye yer verilmis, 6gretmenlerden 1

baslangi¢ diizeyi ve 6 anadil diizeyi olmak iizere kendilerini Ingilizce becerileri

agisindan degerlendirmeleri istenmistir. Asagidaki analizler igin nicel veri seti

(N=4172) kullanilmistur.

Genel Profil
Tablo 4:
Ogretmenlerin Ingilizce Beceri Diizeylerine Dair Oz Algilart
Ortalama B2 seviyesi ve alt1  Cl seviyesi C2 seviyesi

Beceri alam1 (6,00 tizerinden) (%) (%) (%)
Okuma 5,05 20,3 46,7 32,9
Yazili Anlatim 4,79 31,2 44,6 241
Sozlii Anlatim 4,40 47,1 40,3 12,6
Karsilikli Konusma 4,31 51,0 37,4 11,6
Dinleme 4,28 51,9 39,4 8,7

Tablo 4 incelendiginde ilk goze ¢arpan Okuma becerileri agisindan 6gretmenlerin
biiyiik cogunlugunun (yaklasik %80) kendilerini anadili ingilizce olan kisiler kadar
yetkin gordiikleri (C seviyeleri), ancak sozlii anlatim, karsilikli konusma, dinleme
gibi aktif iletisim becerileri dikkate alindiginda 6gretmenlerin yaklasik yarisinin
kendilerini bu alanlarda orta diizeyde ve altinda gordiikleri dikkat cekmektedir.
Okuma becerisi igin 6gretmenlerin yaklasik %80'i, yazma becerisi i¢in yaklagik
%701 kendilerini en ileri diizeylerde (C1 ve C2 seviyeleri) degerlendirirken, her iki
beceri icin de kendilerini temel diizeyde gorenler %3’ten azdir. Dinleme ve Sozli

Iletisim (karsilikli konusma) becerilerinde %50’den fazlasi, konusma becerisinde
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%47,1'i kendilerini orta seviyede ve altinda (B2 ve alt1) degerlendirmistir.
Ogretmenlerin kendilerini en iyi gordiikleri okuma becerisinde en iist diizeydeki
ogretmenler tiim Ogretmenlerin %32,9'unu olustururken, en diisiik ortalamaya
sahip olduklar1 dinleme becerisi i¢in en iist diizeydeki 6gretmenlerin orani sadece
%8,7'dir. Bu baglamda 6gretmenler genel olarak kendilerini Ingilizce okuma ve
yazma becerileri agisindan anadili Ingilizce olan kisiler kadar yetkin (C2)
degerlendirirken, sozlii iletisim becerileri ve 6zellikle dinleme becerisi i¢in gorece

yetersiz gormektedir.

Egitim Gegmislerine gore Dil Becerileri Algis

Ogretmenlerin egitim ge¢mislerine gore dil beceri diizeyleri algilarinin degisip
degismedigi Kruskal Wallis testi ve ardindan ikili grup karsilastirmalar1 Mann-
Whitney U prosediirleri ile p degeri kontrollii olarak incelenmistir. Her bir dil
becerisi icin Ingilizce 6gretmenligi, Ingilizce ile ilgili boliimler ve diger boliimler
mezunu Ogretmenlerin istatistiksel olarak anlaml sekilde farklilastig:
belirlenmistir. Analizlere gore, en yiiksek ortalamalar Ingilizce ile ilgili boliim
mezunlarinda, daha sonra Ingilizce 6gretmenlerinde ve en diisiik ortalamalar da

diger boliimlerden lisans derecesi almis 6gretmenlerde gozlemlenmistir.

Egitim Gegmiglerine Gore Dil Becerileri

55

4,5

3,5

Okuma Yazili Anlatim Sozli Anlatim Karsilikl Konusma Dinleme

=@=Genel Ortalama ®— ingilizce Ogretmenligi ingilizce Bolimleri  ==@==Farkl Alanlar
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Her bir dil becerisi igin 6zdegerlendirme ortalamalarmna gore:

i.  Kendilerini en yiiksek seviyelerde degerlendirenler, Ingilizce ile ilgili
boliimlerden mezun Ingilizce 8gretmenleridir.

ii. Genel ortalamanin ¢ok az altindaki Ingilizce Ogretmenligi mezunu
Ingilizce &gretmenleri ikinci sirada takip eder. Ingilizce Ogretmenligi
mezunlar1 grubu veri havuzunun ¢ok biiytik bir kismmi (%75,7)
olusturdugu ve genel ortalamay1 kendisine yaklastirdigindan, bu grubun
ortalamalar: ile genel ortalama ¢ok yakindir. Ancak gruplar arasi biitiin
farklar istatistiksel olarak anlamlidur.

iii. = Genel ortalamalardan biiyiik farkla en diisiik diizeyler, farkli alanlardan

mezun ingilizce ogretmenlerinde gozlemlenmistir.

Ogretmen Yeterlikleri Belgesi’'ne Dayali Ozdegerlendirme

Ogretmenler 4 mesleki yeterlik alaninda, 13 mesleki yeterlik icin 6 seviyede
tanimlanan gostergeler 1s1ginda 3 mesleki gelisim diizeyinde kendi mesleki
yeterliklerini degerlendirmislerdir. Asagidaki analizler igin nicel veri seti (N=4172)

kullanilmastir.

Genel Profil

Tablo 5
Yeterlik Cercevesi iizerinde Ogretmenlerin Mesleki Yeterlik Algilar:

3. Gelisim Diizeyi

Seviye 2.2
O(Ir;ia.rg)a Nlljoille ve al};mda Seviye 3.1  Seviye 3.2
Seviye (%) (%) (%)

Egitim ve Nitelikler:

Dil Yeterligi 2,83 3,21 92,1 54 2,5

Egitim ve C)gretim Gegmisi 61,9 34,2 3,9

Degerlendirmeye tabi Ogr.Uygulamalar 56,3 21,7 22,0

Ogretmenlik Deneyimi 39,9 25,7 34,4
Temel Ogretmen Yeterlikleri:

Metodoloji: Bilgi ve Beceriler 3,73 3;2.1 69,8 13,6 16,5

Degerlendirme (6l¢me) 3,71 4,22 76,5 18,1 54

Ders Planlama 3,73 4,22 74,2 20,0 5,8

Sinifici Etkilesim, Sinif Yon. ve Gozlem 4,01 4:22 64,7 22,5 12,8

Destekleyici Yeterlikler:

305



Kilttirleraras: Yeterlik 4,02 5;3.1 55,3 32,2 12,5

Dil Farkindalig1 3,76 5;3.1 62,7 28,9 8,5

Dijital Araglarin Kullanimi 4,00 6;3.2 55,6 17,8 26,7
Maesleki Nitelikler:

Mesleki Tutum 3,54 4;22 75,4 20,3 4,3

Idari Isler 4,31 6;3.2 51,3 19,5 29,2

Yeterlik 6zdegerlendirme olgeginde 3 mesleki gelisim diizeyi tanimlanir. Buna
gore, 1. Diizey (Seviye 1.1 ve 1.2) meslege heniiz hazirlanan veya yeni baglayan
Ogretmeni, 3. Diizey (Seviye 3.1 ve 3.2) ise 0gretmenlik konusunda deneyimli,
bilgisi ve becerileriyle yeni 6gretmenlere kilavuzluk edip kurumsal kararlarda fikir

beyan edebilecek en donanimli 6gretmeni ifade eder.

i.  En diisiik degerlendirmeler Dil Yeterligi ve Metodoloji bilgisi alanlarinda
(Mod=3; cogunluk Seviye 2.1’de oldugunu bildirmistir), en yiiksek
degerlendirmeler ise Idari Isler ve Dijital Araglarin (teknolojinin) Kullanimi
alanlarinda (Mod=6; ¢cogunluk en iist mesleki gelisim basamaginda, Seviye

3.2’de oldugunu bildirmistir) gozlemlenmistir.

ii. Dil Yeterligi, yani 6gretmenlerin Ingilizce seviyesi tiim gruplar igin
ogretmenlerin kendilerini en diisiik diizeyde degerlendirdigi alan
olmustur. %39u baslangi¢ diizeyinde, %92.1’i orta seviye ve altindadir (2.
Mesleki Gelisim Diizeyi). Bu yeterlik alaninda en {ist mesleki gelisim
diizeyinde (Seviyeler 3.1 ve 3.2) olan 6gretmenler veri havuzunun sadece

%7.9’unu olusturur.

iii.  Temel C)gretmen Yeterlikleri (Metot, Olgme Degerlendirme, Ders Planlama
ve Smuf Yonetimi ve Iletisim) en diisiik yeterlik diizeylerinin gozlendigi
diger alanlardir. Ogretmenlerin %69,8’1 metodoloji alaninda; %76,5’i 6l¢me
alaninda; %74,2’si planlama alaninda; %64.7’si simifigi etkilesim ve smif
yonetimi  konusunda 2. Mesleki gelisim diizeyi ve altinda

degerlendirmislerdir.
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iv.  Ogretmenlerin kendilerini en nitelikli gérdiigii alanlar sirasiyla idari isler
ve teknoloji (dijital araglar) kullanimidir. Bu yeterlik alanlarinda
ogretmenlerin  ¢ogunlugu  kendilerini  orta  diizey  iizerinde
degerlendirirken, idari isler konusunda %29,2’si ve teknoloji kullaniminda
%26,7’si kendilerini en {iist mesleki gelisim seviyesinde (Seviye 3.2)

degerlendirmislerdir.

Egitim Gegmiglerine Gore Mesleki Yeterlik Algilar:

Olgek {izerindeki cevaplar, Kruskal Wallis testi ve ardindan ikili grup
kargilagtirmalar1 Mann-Whitney U prosediirleri ile p degeri kontrollii olarak
incelenmistir. Ogretmenlerin yeterlik algilar1 ve rapor ettikleri mesleki gelisim
seviyelerinin egitim gecmiglerine gore istatistiksel olarak anlamli bigimde
farkhilagtigi gozlemlenmistir. Egitim Ogretim, Ogretmenlik Uygulamalar: ve
Ogretmenlik deneyimi baglikli yeterlik alanlari, 5gretmenlerin kendilerine yonelik
degerlendirmeleri olmaktan ziyade ge¢misleri ile belirlenen alanlardir. Bu yiizden
bu analizlere dahil edilmemistir. Asagidaki grafikte genel ortalamalar ve egitim

gecmislerine gore grup ortalamalar: verilmistir:
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Egitim Gegmislerine Gore Ogretmen Yeterlikleri
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i ingilizce Ogretmenligi Sl ingilizce Bolimleri  bemmd Farkli Alanlar — ====Genel Ortalama

Ingilizce ile ilgili Boliimlerden mezun &gretmenler Ingilizce Dil Seviyeleri,
Kiiltiirleraras: Yeterlik ve Dil farkindaligi agisindan en yiiksek ortalamalara
sahiptir. Ingilizce Dil seviyelerinin 6gretmenlik mezunlarindan fark: istatistiksel
acidan anlamlidir. Diger iki yeterlik alaninda Ogretmenlik mezunlarmnin

ortalamalari ile aralarindaki fark anlamli degildir.

Ingilizce Ogretmenligi mezunu 6gretmenler ise Metodoloji, Degerlendirme (6lgme)
yeterligi, Ders Planlama alani, Smuifigi Etkilesim ve Simnif Yonetimi, Teknoloji
kullanim1 ve Mesleki Tavir alanlarinda en yiiksek ortalamaya sahiptir. Ingilizce
Boliim mezunlar: ortalamalar ile aralarindaki fark sadece Metodoloji alaninda
istatistiksel olarak anlamlidir. Diger yeterlik alanlarinda iki grup arasinda anlaml

bir fark yoktur.

Farkli alanlardan mezun 6gretmenler biitiin yeterlik alanlar i¢in en diisiik yeterlik
seviyelerini rapor etmislerdir ve her bir yeterlik alaninda ortalamalar1 diger

gruplardan istatistiksel agidan anlamli sekilde daha diisiiktiir.
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Dil Yeterligi agisindan, tiim gruplar arasi farklar istatistiksel olarak
anlamlidir. Ingilizce ile ilgili boliimlerden mezun &gretmenler en yiiksek
ortalamaya sahiptir.

Metot, Bilgi ve Beceriler kategorisinde de grup ortalamalar1 arasindaki
farklar anlamhdir. Ingilizce 5gretmenligi mezunlari en yiiksek ortalamalara
sahiptir.

Degerlendirme (6l¢me), Ders Planlama, Sinifici Etkilesim, Smif Yonetimi ve
Gozlem gibi Temel Ogretmen Yeterlikleri acisindan, Ingilizce
ogretmenligi ve Ingilizce Boliimleri mezunlari arasinda istatistiksel agidan
fark yoktur. Ancak bu iki grup farkli alanlardan mezun 6gretmenlerden
anlamli sekilde farklidir. En yiiksek ortalama siralamasi Ingilizce
Ogretmenligi, Ingilizce Boliimler ve farkl alanlar seklindedir.
Kiiltiirleraras: Yeterlik ve Dil Farkindalig1 alanlarinda da Ingilizce ile ilgili
boliimlerden mezun 6gretmenler en yiiksek ortalamalara sahip olmakla
birlikte, Ingilizce 6gretmenligi mezunlar ile Ingilizce Boliim mezunlar

arasinda istatistiksel agidan anlamli bir fark yoktur. Ancak farkli alanlardan
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Vi.

mezun Ogretmenler kendilerini bu iki gruba gore anlamli sekilde daha
diisiik degerlendirmislerdir.

Dijital Araglar ve teknoloji kullanimi alaninda Ingilizce &gretmenligi
mezunlar1 kendilerini diger iki gruptan anlaml sekilde yiiksek yeterlik
diizeylerinde degerlendirmistir. Ingilizce Boliim ve Farkli Alan gruplari
arasinda fark yoktur.

Mesleki tavir agisindan, Ingilizce dgretmenligi mezunlari en yiiksek
ortalamalara sahip olup, gruplar arasindaki farklarin anlamlilik diizeyi
diisiiktiir. Idari isler yeterlik alani igin 6gretmenlerin egitim ge¢mislerine

gore gruplar arasi farklar istatistiksel olarak anlaml degildir.

Deneyime Gore Mesleki Yeterlik Algilar:

Onceki béliimde 6gretmenlerin egitim gegmislerine gdre mesleki yeterlik

algilarinin  farklilastifi  gozlemlenmistir. Bu boliimde deneyimlerine gore

yeterliklerinin farklilagip farklilasmadig incelenecektir. Olcek iizerindeki cevaplar,

Kruskal-Wallis testi ve ardindan ikili grup karsilastirmalar1 Mann-Whitney U

prosediirleri ile p degeri kontrollii olarak incelenmistir. Ancak grup sayismin

artmast hata oranmi etkilediginden, ANOVA prosediirii Tamhane T2 de

kullanilarak sonuglar karsilastirilmis ve her iki testin de benzer sonug verdigi

gorulmiistiir.

i.

ii.

Dil Yeterligi acisindan, mesleginin ilk dort yilindaki ve 4-7 yil arasi
deneyimli 6gretmenler en yiiksek yeterlik algilarma sahiptir (iki grup igin
de M=2,93). Bu iki grubun ortalamalari, 10 y1l ve {izeri deneyim sahibi tiim
Ogretmen gruplarindan istatistiksel olarak anlamli sekilde daha yiiksektir.
Metot: Bilgi ve Beceriler yeterlik alaninda ilk dort yilindaki 6gretmenler en
diisiik yeterlik algilarmna sahip olup diger gruplardan anlaml sekilde
farklidir. Dil yeterliginin aksine, bu yeterlik alaninda yeterlik algisinin
deneyim arttikca yiikseldigi (zayif bir pozitif korelasyon mevcuttur)

gortilmiistiir. Ancak 7 yildan daha deneyimli gruplar arasi farklarin
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kayboldugu diistiniildiigiinde, deneyim edindik¢ce daha homojen bir
grubun olustugu soylenebilir.

iii.  Ol¢me Degerlendirme yeterlik alaninda, yine Metodoloji alaninda oldugu
gibi meslegin ilk dort yilindaki O6gretmenlerin diger tiim gruplardan
istatistiksel olarak anlamli sekilde daha diisiik yeterlik algilarina sahip
oldugu, yine zayif pozitif korelasyonla deneyim arttikca yeterlik algisinin
arttigl, 7 yildan sonraki gruplar arasinda farklarin gozlenmedigi
belirlenmistir.

iv.  Ders planlama ve Sinifici Etkilesim alanlarinda da benzer bir durum
gortlmiistiir. Meslegin ilk dort yilindaki 6gretmenler kendilerini diger
ogretmen gruplarindan anlamh sekilde diisiik degerlendirirken,
ortalamalar deneyim arttikca yiikseldiyse de diger deneyim gruplarn
arasinda istatistiksel acidan anlaml farklar yoktur.

v.  Destekleyici Yeterlikler kategorisinde yer alan Kiiltiirleraras: yeterlik, ilk
dort yilindaki 6gretmenlerin anlaml sekilde farkli ve en diisiik yeterlik
algilarina sahip oldugu ve diger gruplarin farklilasmadig1 bir diger alandur.
Bu kategorideki Dil Farkindaligi alaninda gruplar aras1 anlaml farklar
gozlenmezken, Dijital araclar ve teknoloji kullanimi konusunda meslegin
ilk dort yilindaki ve 15 yildan fazla deneyimli 6gretmenler arasinda fark
gozlenmezken, bu iki grup diger gruplardan anlamli olarak diisiik
ortalamalara sahiptir.

vi.  Mesleki Nitelikler kategorisindeki Mesleki Tavir ve Idari isler alanlarinda
da meslegin ilk dort yilindaki Ogretmenlerin diger tiim gruplardan
istatistiksel olarak anlamli sekilde daha diisiik yeterlik algilarina sahip
oldugu, yine c¢ok zayif bir pozitif korelasyonla deneyim arttikga yeterlik
algisinin arttigs, 4 yildan sonraki gruplar arasinda farklarin gézlenmedigi

belirlenmistir.

2014 yilinda British Council — TEPAV igbirliginde yayinlanan rapora gore,

Tiirkiye’deki Ingilizce &gretmenleri kendi dil diizeylerini ileri olarak
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degerlendirmistir; ancak gozlemci yaptgl yiizylize goriismelerde bu
degerlendirmenin oldugundan fazla yiiksek oldugunu kaydetmistir (2014, s.126).
Bu sonuclara bakildiginda da benzer bir durum goze carpar, Ogretmenler
tanimlarin yer almadig1 Slgekte kendilerini okuma ve yazma becerilerinde Ingilizce
anadil diizeyine yakin goriirken, yeterlik ¢ercevesinde tanimlarinin yer aldig: dil
yeterligi alani, 6gretmenlerin kendilerini en diisiik seviyede degerlendirdigi alan

olmustur.

Ingilizce Béliimlerden mezun 6gretmenlerin yabanai dil yeterlik algilarinin her iki
lgekte de Ingilizce Ogretmenligi mezunlarindan yiiksek olmasi, 6gretmenlik
mezunlarmin egitim programinda egitim ve alan dersleri de yer alirken, boliim
mezunlarinin tniversite egitimleri sirasinda daha c¢ok sayida dil odakli ders
almalar1 ve uzmanlagmalari ile agiklanabilir. Ingilizce’yi 6grenci olarak uzun yillar
6grenen, Ingilizce alanlarda uzmanlagarak ¢ok sayida dil dersi alan b&liim mezunu
ogretmenler, metodoloji ve dijital araglar hari¢ 0gretmen yeterlik alanlarmin
hepsinde kendilerini Ingilizce 6gretmenligi mezunu meslektaslar1 kadar yetkin
degerlendirmistir. Bu sonug, 6grenci olarak uzun yillar dille ugrasmalar: ve kendi
ogrencilik deneyimleri (‘apprenticeship of observation’, Lortie, 1975) sayesinde dil
ogrenimi ve 6gretimine daha hakim gormeleri ile de agiklanabilir. Bu durum ayrica
Farkli Boliimlerden mezun oOgretmenlerin her alanda daha diisiik yeterlik

algilarma sahip olmasina da 1s1k tutar.

Literatiirde ayrica, 0gretmenlerin dil becerilerinin yiiksek olmasinin smifta daha
fazla yabanci dil kullanmalar: ve daha etkin ders isleyebilmeleri (Chambless, 2012;
McNamara, 1991 ve Nasserdeen, 2001) ve bunun sonucunda Ogretmenlik
becerilerinde kendilerini daha nitelikli gormelerine de yol agtig1 (Butler, 2004)
belirtilmistir. Bu durum, dil yeterlik algisi yiiksek olan Ingilizce Boliim
mezunlarimin kendilerini Ingilizce Ogretmenligi mezunlar1 kadar yetkin gérmesini
ve dil yeterlik algilar1 ¢cok daha diisiik olan Farkli alan mezunlarinin da her alanda

en diisiik yeterlik algilaria sahip olmasi sonucunu da destekler niteliktedir.
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Deneyimleri agisindan bakildiginda, meslegin ilk dort yilindaki 6gretmenler en
yiiksek dil yeterlik algilarmna sahipken, 6gretmenlikle ilgili diger tiim alanlarda
kendilerinden daha deneyimli meslektaslarina gore daha diisiik yeterlik algilar:
rapor etmislerdir. Bu Onceki sonuglarla tezat olustursa da, ilk yillarindaki
Ogretmenlerin deneyimli meslektaslar1 kadar yetkin hissetmemeleri bilinen bir
durumdur (Darling-Hammond, 2000). Bu durum ogretmenlerin ilk yillarda
derslerine hazirlanmak i¢in daha fazla zaman ve ¢aba harcamasi ve daha deneyimli
Ogretmenlerin rutin uygulamalarda hizlanmas1 (Farrel, 2013) ile de

iliskilendirilebilir.

Ogretmen Goriisleri

Acik uglu sorulara verilen cevaplar {izerindeki incelemeler ve kodlamalar nitel veri
setine dayanmaktadir (Ni=5101). Ogretmenlerin “nitelikli bir Ingilizce
Ogretmeninin sahip olmasi gereken en Onemli Ozellikler nelerdir” sorusuna
verdikleri cevaplar nitel kodlama yontemiyle incelenerek yerellestirilen yeterlik
cercevesindeki degisiklikler igin temel olusturmustur. Nitel veri, yeterlik
cercevesine uyan, yeterlik gercevesinde agikga belirtilmese de tanimlarda ima
edilen ve yeterlik gercevesinde yer almayan kodlarin yer aldigi kod sablonu
(Appendix G) tizerinde kodlanmistir. Boylece 6gretmenlerin yeterlik tanimlariin
var olan gerceveye uydugu ve farklilasti1 alanlar belirlenerek, bu sonugclar yeterlik
cercevesi gelistirilmesi ig¢in kullanilmistir. Bu analizler sonucunda belirlenen
yeterlik tanimlari, gevrilen yeterlik dokiimana basamaklandirilarak yeni tanimlar
olarak eklenmis veya tanimlarda farkliliklar olmasi halinde belgeye aciklayici
ifadeler seklinde eklenmistir. Degisiklikler tartisma kismindaki tablolardan
izlenebilir. Boylece, gevirisi yapilan cergeve Tiirkiye’de gorev yapan Ingilizce
ogretmenlerinin yeterlik tamimlarina uyumlastirilmis ve yeni bir Ingilizce

Ogretmeni Yeterlikleri Cercevesi (Appendix K) ortaya konmustur.

Yeterlik Cercevesinde Var Olan ve/veya Gelistirilmesi Gereken Tanimlar
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Egitim Geg¢misi ve Nitelikler kategorisinde en ¢ok 6ne cikan yeterlik alani Dil
Yeterligi olmustur. Verilen cevaplari %49,3"tinde (f=2514) nitelikli bir 6gretmenin
sahip olmasi gereken en onemli 6zellikler arasinda dil yeterligi yer almustir. Dil
Yeterligi kodu igerisinde ise genel dil becerisi, konusma, iletisim, dilbilgisi ve
kelime, anadil bilgisi gibi alt kodlar olusmustur. 1466 6gretmen genel dil becerisini
listelemis ve genel dil becerisi — dort beceriye hakim olma en ¢ok verilen cevap
olmustur (verilen biitiin cevaplarin %28,7’sinde yer almistir). Bunun ardindan, 997
ogretmen (dil yeterliginden bahseden Ogretmenlerin %39,6’s1, tiim cevaplarin
%19.5’1) konusma becerilerine deginmistir. Gramer ve kelime bilgisi (%10) yaninda
giinliik dil kullanimi ve iletisim becerilerinin énemi 6gretmenlerin yaklasik %12’si
tarafindan dile getirilmistir. Cok sayida Ogretmen ayni zamanda bunlarin
gelistirilmesine yonelik ihtiyactan ve oOgretmenlerin dil becerilerinin yeterli
olmadigindan soz etmistir; bu da dil yeterligi algis1 acisindan en diisiik

ortalamalarm gozlemlendigi nicel verilerle 6rtiismektedir.

Dil Yeterligi altinda kodlanan, ancak orijinal yeterlik belgesinde yer almayan alan,
bir diger altkod olan Tiirkge bilgisi ve anadil yeterligidir. Bu kod altinda kodlanan
cevaplar cogunlukla Tiirk¢e’ye ve kurallarma hakim olmak seklindedir ve
ogretmenler tarafindan dilin karsilastirilarak Ogretilmesi igin gerekli bir bilgi
olarak listelenmistir. Bu agidan bakildiginda, bu altkod Dil Farkindalig: altinda
listelenen yeterlik tanumlar ile iligkilendirilebilir. Bu yiizden anadil altkodu, Dil
Farkindalig: alan1 altinda Onerilen yeni yeterlik cercevesinin yeterlik tanimlarina

eklenmistir.

Temel Ogretmen Yeterlikleri kategorisi altinda yeterlik cerevesinde oldugu gibi
Metodoloji, Olgme, Planlama ve Sinif i¢i Etkilesim ve Sinif Yonetimi kodlari
bulunur. Bu yeterlik alanlar1 altinda dogrudan ge¢meyen ancak bu kategoriyle
iliskilendirilebilecek tiim cevaplar icin genel bir Temel yeterlikler kodu agilmis ve
ogretmen cevaplar1 bu kod ailesi iginde altkodlarla kodlanmistir. Temel yeterlikler

ogretmenlerin cevaplarinin en ¢ok iligkilendirildigi kod (f=3123, 6gretmenlerin
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%61.2’sinin cevaplar1 bubu kod ile kodlanmistir); bu kod altindaki Alan bilgisi
altkodu ise Dil yeterliginden sonra en ¢ok listelenen altkod (<3123, temel yeterlik
kodunun %36,6’s1 ve tiim cevaplarin %22,4’iinde bu kod vardir) olmustur. Alan
bilgisinin aynmi zamanda hem dil becerisi hem de dil 6gretme becerisiyle
iligkilendirilebilecegi diisiiniildiiglinde, 6gretmenlerin dil seviyesine verdikleri
onem bir kez daha goriilebilir. Temel yeterlikler kod ailesinde ayrica 6grencileri ve
psikolojilerini anlamak, 6grencilerle iyi iletisim ve 6gretmenlik becerisi, bildigini
aktarabilme becerisi altkodlari, yeterlik gercevesine eklenmesi gereken tanimlar

olarak belirlenmistir.

Destekleyici Yeterlikler Kategorisi tiim cevaplarin %13,5'inde kodlanmistir. Bu
kategoride Kiiltiirleraras: Yeterlik ve Dijital Medya kodlar1 verilen cevaplarla
ortiismiis, ancak dil farkindaligi konusunda 6gretmenlerin farkli tanimlamalar:
oldugu gorilmiistiir. Dil farkindalifi Ogretmenler tarafindan daha c¢ok
Ingilizce'nin &neminin farkinda olmak ve bunu O6grencilerine aktarabilmek
seklinde tanimlanmistir. Bu sebeple yeterlik gergevesinde bu alandaki tanimlara

eklemeler yapilmistir.

Mesleki Nitelikler Kategorisi 6gretmenlerin yaklasik %20’si tarafindan s6z edilen
bir kategori olmustur. Bu kategorideki cevaplarin biiyiik kismi mesleki tutum ile
ilgilidir (1000, tiim cevaplarin %19,6's1). Ogretmenlerin mesleki gelisime acik olma,
yenilikleri takip etme yaninda meslege karsi olumlu duygular: olmak, meslegi sevmek,
meslegine sayg1 duymak gibi tanimlamalar yaptig1 gozlemlenmis, bu sebeple yeterlik
cercevesindeki Mesleki Tutum tanimlar1 elde edilen nitel veri 1s1§inda
gelistirilmistir. Idari Isler alan ogretmenlerin nicel analizlerde kendilerini en
basarili gordiikleri alan olsa da, nitel veride iyi bir 6gretmenin 6zelligi olarak
tanimlanmadigl, ¢ok az Ogretmenin idari islerden bahsettigi (<17, tim
ogretmenlerin %0,3'11) gozlemlenmistir. Ancak 6gretmenler tarafindan oncelikli
bulunmasa da, Idari ig,ler yerel yeterlik dokiimanlarinda tanimlanan ancak

uyarlanan gergevede yer almayan bazi nitelikleri icerdiginden, bu alana da yeterlik
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tanimlar1 eklenerek onerilen yeni gerceve yerel dokiimanlara da uyumlu hale

getirilmistir.

Yeterlik Cercevesinde Yer Almayan Tanimlar

Ogretmenlerin biiyiik bir kismi, nitelikli 6retmen tanimlarinda (3083 6gretmen,
tim Ogretmenlerin %60,4'1i) siklikla 6gretmenin sahip olmasi gereken Kisisel
Ozellikler’e (personal characteristics) vurgu yapmistir. Ogretmenlerin cevaplari,
kigilerin bu ozelliklere sahip degillerse tam olarak yeterli bir 6gretmen olarak
nitelenemeyebileceklerine ve bu oOzelliklerin 6gretmenlik icin diger yeterlikler

kadar 6nemli olduguna isaret etmektedir.

Bu kategoride kodlanan cevaplar Kisilik 6zellikleri (personality traits) ve Nitelikler
(qualities) kod aileleri altinda toplanmustir. Kisilik 6zellikleri, iletisim becerileri ve
sosyallik basta olmak iizere empati yapabilen, sevecen, hosgoriilii, sabirli, anlayisl,
yaratici, ornek, diizenli, ¢aliskan, merakli, 6grenmeye acik, acik fikirli ve esnek
olmak gibi kisiye 6zgii 0zellikleri ifade eden altkodlar igerirken; nitelikler daha
¢ok deneyim ve yurtdisi deneyimi, bilgi, genelkiiltiir, okuma aligkanligi, kriz
yonetimi, ¢6ziim odaklilik gibi daha profesyonel sayilabilecek 6zellikleri anlatan

altkodlar1 igerir.

Ogretmenlerin siklikla séz ettigi bu 6zellikler, genel olarak 8gretmenlerin hepsinde
bulunmas1 gereken nitelikler olarak goriilebilir; ancak calismaya katilan
ogretmenler icin bu 6zellikler yeterli ve nitelikli bir Ingilizce 6gretmenin sahip
olmasi gereken nitelikler arasinda genis yer bulmustur. Kisisel Ozellikler, dogast
geregi bir Olgek tlizerine oturtulamayacak ve basamaklandirilamayacak yapida
oldugundan, onerilen Ingilizce Ogretmen Yeterlikleri Cergevesine eklenmek
yerine ayr1 bir referans dokiimani olarak sunulmustur. Bu dokiimanda “bir insan
olarak 6gretmen” arastirma verisindeki Ogretmenlerin cevaplar1 1s181nda
tanimlanmis, 6gretmen olmayi diisiinen kisilerin ve 6gretmenlerin kaynak olarak

bagvurabilecegi bir kilavuz olarak sunulmustur (Appendix L). Hali hazirda
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kullanilmakta olan Ogretmen yeterlik ¢erceveleri kisisel 0Ozellikleri
barindirmamaktadir. Bu sebeple bu kaynak dokiimanm, Ingilizce dgretmenleri

ozelinde tiim 6gretmenler igin yol gosterici olabilecegi diisiiniilmektedir.

SONUC VE ONERILER

Bu calisma sonucunda, Tiirkiye’de gorev yapan Ingilizce 6gretmenlerinin Ingilizce
yeterlik algilarmin genel olarak diisiik oldugu gozlemlenmistir. Hali hazirda gorev
yapmakta olan 6gretmenler igin, hizmetigi egitim faaliyetleri diizenlenebilir ancak
dil 6grenmenin ¢ok uzun zaman gerektirmesi ve tiim 6gretmenlere ulasabilecek
kadar Ogretmen egitimcisi bulmanin zorlugu goz Oniine alindiginda, istekli
ogretmenlerin yabanci dil kurslaria katiliminin tesvik edilmesi ve desteklenmesi

bir ¢6z{im olarak sunulabilir.

Calisma aymi zamanda Ogretmenlerin aldiklari egitimin de Onemini ortaya
koymustur. @gretmenlerin meslege dil agisindan yeterli baglamalar1 igin, 6gretmen
yetistirme siirecinde dil becerilerine yonelik derslere agirlik verilmesi 6nerilebilir.
Bunun igin, Enginarlar (2016) tarafindan oOnerilen yiiksekogretim modeli
uygulamaya konabilir. Bu modele gére, Ingilizce ile ilgili tiim lisans bdliimlerinde
egitimin iki yillik ortak bir dil egitimi miifredat: ile baslamasi, iki y1l sonunda
ogrencilerin dil yeterligi sinavina tabi tutulmasi, bu smavda basarisiz olanlarin
Ingilizce onlisans derecesiyle ayrilmasi, basarili olanlarin Ingiliz Edebiyati,
Ceviribilim, Ogretrnenlik gibi uzmanlik alanlar1 segerek lisans egitimine devam
etmesi ve son iki yilin da alanlarda uzmanlagsmaya ayrilmasi ongoriilmiistiir. Bu
model uzmanliga yonelen Ogrencilerin daha nitelikli ve bilingli olmasini da

beraberinde getirerek, tiim uzmanlik alanlar1 i¢in olumlu etki saglayabilir.

Bu calisma Ogretmenlerin 6zdegerlendirmeleri {izerine kurulu oldugundan,

ogretmenlerin MEB araciligiyla yapilan bir arastirmada kendilerini olumlu
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degerlendirme egilimi gostermis olabilecekleri, bu yiizden elde edilen sonuglarin
dikkatli yorumlanmas1 gerektigi unutulmamalidir. Yapilacak olan yeni
arastirmalarda dil yeterligi igin 6gretmenlerin standart smav puanlar1 dikkate
aliabilir; yeterliklerin belirlenmesi igin sinif i¢i gdzlem, akran degerlendirmesi gibi
yontemlerle daha objektif degerlendirme saglanabilir. Ayrica, 6gretmenlerin
yeterlik cercevesi ve degerlendirmeler ile ilgili goriisleri, miilakat yoluyla daha
ayrintili sekilde almabilir. Yeterlik cergevesinin islerligi {izerine c¢alismalar

yapilabilir.

Geligtirilen 6gretmen yeterlikleri cergevesi ve 6gretmen kisilik 6zellikleri kilavuzu,
meslegi se¢meyi diisiinen kisiler i¢in yolgosterici olabilir. Ayni zamanda, Strateji
Belgesinde (MEB 2017) Ongoriilen diizenli Ogretmen degerlendirmeleri
kapsaminda, oOzellikle de Ogretmenlerin miilakatla ise alim ve yiikseltme
sireglerinde  degerlendirilmesi  igin ortak bir zemin olusturularak

degerlendirmelerin daha objektif yapilmasina olanak saglayabilir.
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